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Chapter 1
‘Third Wave’ Politics in Teacher
Education: Moving Beyond Binaries

Colette Alexander, Jillian Fox, and Tania Aspland

Abstract Teacher educators live and work in a highly complex world that is
mediated by multi-layered political, social and educational arenas. While education
typically falls with the jurisdiction of nations or states, the influence of globalising
factors and forces on teaching, teachers and teacher education is steadily increasing.
The shrinking of the globe through the movement of people and ideas continues to
intensify in response to technological advances including social media. This chapter
provides an analysis of the influence of global trends on the local work of teacher
educators. Globalisation is defined and the contestations that emerge at the intersec-
tion of the global with the local and the political with the educational are discussed.
Historical influences of global forces in teacher education are explored and explained
as two ‘waves’, the first focused on providing sufficient quantities of teachers, and the
second shifted focus to the quality of teachers, teaching and teacher education. It is
proposed that teacher education needs to enter a ‘third wave’ to effectively respond
to contemporary global political contexts. This new model describes the political
work of teacher educators as productive, personal, possessive, pragmatic and philo-
sophical. It considers how teacher educators can respond to political agendas whilst
working towards educationally and socially responsible educational practice for all
learners. The model is applied to thinking about the projects included in the book,
Teacher education in globalised times: Local responses in action, to bring to light the
deeply significant political work being undertaken across global-local boundaries.

C. Alexander (B) · J. Fox
School of Education, Australian Catholic University, Banyo, QLD, Australia
e-mail: Colette.Alexander@acu.edu.au

T. Aspland
Kaplan Australia and New Zealand, Sydney, NSW, Australia
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1 Introduction

This chapter introduces the book Teacher education in globalised times: Local
responses in action, and provides critical commentary on the influence of multi-
layered political contexts that surround the work of teacher educators worldwide. It
commences with a discussion about what is meant by ‘globalised times’ and def-
initions of globalisation. The chapter then explores/highlights the consequences of
globalising forces on education andhow local policy andpractice in teacher education
is impacted by and responsive to these forces. Binaries that juxtapose political with
educational goals and agendas and elicit contestations between and within the global
and local arenas are identified and analysed. The chapter then proposes a model for
‘third wave’ political action as foundational to shaping the future of teacher educa-
tors’ work as teachers and researchers. The model considers how teacher educators
can and do embrace intentional political work that responds to political agendas
whilst working towards educationally and socially responsible practice for all learn-
ers. Finally, the chapter uses themodel to articulate the importance of the local stories
that are richly described in each of the remaining chapters in this book. The goal is to
bring to the surface the often tacit political activity that underpins teacher educators’
work and draw out its significance for teacher education at the global level.

2 Globalisation and Teacher Education

Globalisation has radically transformed the world creating an inter-connected and
inter-dependent economy. The escalation of a global economy has driven compe-
tition among many nations changing the social, political and economic landscapes
and educational systems within these nations (Stromquist & Monkman, 2000). In
recent times globalisation has been labelled as ‘the most over-used term in the cur-
rent political lexicon’ (Zajda, 2015, p. 4). Yet due to its competing interpretations
and usages, defining it is problematic. Different authors from a range of disciplines
have described globalisation as a process, a condition, a system and also a phe-
nomenon. The vast number of interpretations of globalisation has been accompanied
by a considerable body of literature especially since the late twentieth century.

Whilst there has been significant recent publicity surrounding globalisation the
phenomenon dates to the first century when luxury products from China started to
appear in Rome. Throughout history, surges of globalisation crossing the scientific
and industrial revolutions have foregrounded the twenty-first-century digital-driven
era of globalisation called ‘Globalization 4.0’ (Vanham, 2019). Attention to twenty-
first-century conditions and contexts feature in many definitions identifying eco-
nomic, political and technological drivers of globalisation and economic, political,
social and cultural manifestations.

Globalisation is defined by the Peterson Institute of International Economics
(2019) as, ‘the growing interdependence of the world’s economies, cultures, and
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populations, brought about by cross-border trade in goods and services, technology,
and flows of investment, people, and information’. In its simplistic sense globali-
sation refers to the widening, deepening and speeding up of global interconnection
but due to its complexity, globalisation definitions vary. For example, Burbules and
Torres (2000, p. 29) suggest globalisation is ‘the intensification of worldwide social
relations which link distant localities in such a way that local happenings are shaped
by events occurring many miles away and vice versa’. The change in notions of
geography and national boundaries is an important concept that can be recognised
throughout many of the chapters presented forthwith. For Robertson (1992), the
concept of globalisation is associated with recreated notions of space, ‘Globalisation
as a concept refers both to the compression of the world and the intensification of
consciousness of the world as a whole’ (Robertson, 1992, p. 8). In the twenty-first
century, globalisation is unique due to rapid acceleration of cross-border movements
of capital, labour, people, goods, knowledge and ideas enhanced by technological
advancements. Despite a lack of clarity on the nature or definition of globalisation, it
is agreed that the substantial connectedness of the world has created challenges for
education and teacher education (Aydarova & Marquardt, 2016). Research agendas
associated with education and teacher education include policy issues, curriculum
issues, evaluation and assessment systems, pedagogical practices, initial teacher edu-
cation, professional learning, partnerships, quality in education, equity and inclusive
practices, student outcomes and many other connected topics.

Education plays a critical role in responding to, promoting, enhancing and cri-
tiquing the impact or influences of globalisation. Education practices, trends and
policy are especially connected and influenced in a knowledge-based technologi-
cally enhanced world where twenty-first-century skills are critical to functioning
in society. Teacher education plays a pivotal part developing the teachers who ulti-
mately influence the shaping and reshaping of society through sustained engagement
with students and communities. It is widely accepted that the academic and profes-
sional standards of teachers constitute a critical component of the essential learning
conditions for achieving the educational goals of a nation. Yet there is a scarcity
of teacher education policies and practices written from a global perspective (for
exceptions, see Bruno-Jofre & Johnston, 2014; Paine, Blömeke, & Aydarova, 2016).
Globalisation movements have significant bearing on the education landscape as we
shall witness in the narratives that unfold in this book.

2.1 Movement

Movement is a key dimension of globalisation and has significantly transformed
teacher education (Paine, Aydarova, & Syahril, 2017). The movement of students
across borders and into culturally diverse contexts is a well-known dimension of
globalism and often referred to as ‘people flow’ (Freeman, 2006). Not only are school
students migrating, but teachers are alsomoving across borders andmust be prepared
to teach in culturally varied classrooms. According to the Organisation for Economic
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Co-operation and Development (OECD) between 1990 and 2017, the total number
of international migrants grew from 153 to 258 million people, an increase of 69%
(OECD, 2019). This movement increases the challenge of social heterogeneity in
classrooms and ‘inequality of opportunity can translate into disparities in well-being,
and drive political and social unrest’ (OECD, 2019, para. 4).

Globalisation also entails the movement of ideas. Not only are ideas of best-
practice in curriculum and pedagogy being shared locally but education policies
and standards are circulating and linking the globe through networked connectivity.
Digitalisation and twenty-first-century innovations have spurred a sharing of peda-
gogies, curriculums, assessment modes and data. Global networks of teachers and
teacher educators share ideas and innovations across borders adapting ideas, teaching
methodologies and theories in their own countries. International assessments, such
as Programme for International Student Assessment (PISA), and international organ-
isations that create and influence policy and build data sets including OECD, and
United Nations Educational, Scientific and Cultural Organization (UNESCO), also
frame teachers, teaching and teacher education in global ways (Robertson, 2012).
Therefore, globalisation’s relevance to teacher education is not only the result of the
physical movement of materials and people but the exchange or transporting of ideas
and the growth of international, transnational or even so-called global perspectives
on teaching and teacher education with national and international entities.

Movement and the conditions createdwithin and acrossmovements have impacted
on the professional work of teachers and teacher educators. Positively, the result of
movement has supported the creation and building of best-practice and evidence-
based knowledge, research, policies and practices. However, increased movement
has also potentially created centrally influenced and at the same time bifurcated
practice environments. In these climates, the professional understanding of the nature
of teacher education is being fundamentally politicised, at both the levels of policy
and practice.

2.2 Contested Binaries

Over the years, two perspectives have surfaced that conceptualise the realities of
globalisation and the relevant problems for education.Wang,Lin, Spalding,Odell and
Klecka (2011) discuss the relevance of an economic imperative perspective (Zhao,
2010) and the critical resistant perspective (Burbules & Torres, 2000). Advocates of
the economic imperative perspective assume that a nation’s edge is its workforce. A
workforce that can develop new ideas and solve problems successfully, collaborate
and communicate with other people effectively, and adapt and function flexibly in
different contexts and environments is necessary (Stromquist, 2002). The report on
Transforming Teacher Education (Gopinathan et al., 2008) points to changes shaped
by globalisation that create economic and market pressures on teacher education
as skills needed for the next generation change. New expectations, accountability
demands and fiscal constraints create economic imperatives (Paine, 2013). As such,
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one of the prime responsibilities of teachers is to prepare a nation’s future workforce
with the necessary knowledge and qualities. Teachers are often seen as unprepared to
meet this responsibility (Tatto, 2007). Teacher education has an essential role to play
in preparing teachers and as such, shoulders responsibility for this perceived lack
of preparedness for contemporary contexts. In response, current political reforms in
Australia are driving a push towards graduate outcomes and graduate take-up into
the workforce as significant key performances indicators for universities and teacher
preparation faculties.

The critical resistant perspective positions the role of education as developing a
socially just and equitable society which can respond to global capitalism. Global
capitalism is seen as reducing a nation’s education system to simply a subsector of its
economy negatively impacting on individual’s outcomes (Apple, 2001; McLaren &
Farahmandpur, 2001). From this perspective, critical to a nation’s education system
is the capacity to prepare its citizenry to be ‘committed to social justice and human
rights; acquire the critical consciousness, necessary knowledge, and skills to partic-
ipate actively in the democratic process; and build solidarity in opposition to global
capitalism’ (Wang et al., 2011, p. 116).

The critical resistant perspective is often situated in opposition to the economic
imperative perspective. But in fact, these two perspectives sit alongside each other
responding to different aspects of the globalisation phenomena. A global and inter-
cultural outlook is central to the critical resistant perspective—that education shapes
lives (Barrett et al., 2014;UNESCO,2014, 2016).Globally competent individuals can
understand and appreciate different perspectives and world views, interact success-
fully and respectfully with others, and take responsible action toward sustainability
and collective well-being (OECD, 2019). A competitive workforce (a requirement
of the economic imperative perspective) must have the skillset and knowledge base
to examine local, global and intercultural issues. Intercultural capacities, communi-
cation skills, socially equitable behaviour and ability to engage and interact within
diverse teams are keys to success in many jobs and will remain so as technology
connects people locally and across the globe. Nations need competitive workforces
that have twenty-first-centurymindsets promoting an inclusive and sustainableworld.
Hence, the two imperativesmust co-exist together if either agenda is to be achievable.

3 ‘Third Wave’ Teacher Education

As established above, core globalising factors or human activities have been hap-
pening over millenia (Bordo, Taylor, & Williamson, 2003). As such, globalisation
is not an ahistorical concept. The premise of this text acknowledges, celebrates and
interrogates how educators in local contexts mediate globalising factors and forces in
contemporary teacher education.Equally important is an awareness of how theweight
of globalisation in education is influenced and mediated by historical responses to
globalising factors and forces. This is particularly pertinent in contexts, such as Aus-
tralia and New Zealand, where histories of colonialism and neo-colonialism enforce
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oppressive and exploitive forms of globalisation on Indigenous communities. A con-
temporary illustration of which is the borrowing of globalised policies and practices
in standardised testing and measures of attendance as evidence of meeting educa-
tional outcomes as part of the Australian government’s Closing the Gap initiatives
(Commonwealth of Australia, 2020).

It is not possible, nor is it desirable, in this chapter to provide a complete history
of the influence of globalisation on teacher education. Rather, observations of his-
torical trends are conceptualised. For this purpose, a metaphor of historical waves
is used to elaborate observed trends. The metaphor of historical waves originates in
feminism and is often attributed to Lear’s 1968 article The Second Feminist Wave
(Hewitt, 2010). While this metaphor is not without limitations, it remains useful for
articulating distinguishable trends representing different agendas and outcomes that
build upon each other over time. Thewavemetaphor has also previously been applied
to understanding global trends in the marketisation and consumption of coffee (Gue-
vara, 2017; Hassard, 2017). It is this use of historical waves that is appropriated here
to explain trends in teacher education. To explore applicability, reference will be
made to the authors’ local Australian context; exploration beyond this context is not
possible in this chapter and is acknowledged as a limitation of this discussion.

The three waves of teacher education are illustrated drawing on the three waves
of coffee trade. Worldwide ‘first wave’ coffee trade has its roots in Arabia in the
thirteenth century when local Arabs first captured the market with roasted and boiled
coffee beans that enticed drinkers with its flavour and stimulant properties (Avey,
2013). While the seventeenth century saw growth in coffee trade and consumption
across Europe, the ‘first wave’ of globalised coffee consumption was ostensibly ini-
tiated by the Boston Tea Party of 1773 and resulted in the mass commodification
of coffee. The development of pre-roasted and then ‘instant’ coffee across the nine-
teenth and early twentieth century contributed to coffee becoming an international
household commodity (Avey, 2013; Guevara, 2017). This ‘first wave’ coffee was
focused on providing enough quantity at an affordable price to maximise consump-
tion and profit. Ostensibly, it did so at the cost of the quality of the coffee and the
experience (Hassard, 2017).

The ‘first wave’ of teacher education, like the first wave of coffee, is concerned
with the provision of sufficient teachers to meet the educational needs of learners.
This need for teachers and by relationship teacher education grew from the seven-
teenth century onwards as the social and political ideal of universal and compulsory
education for all spread across global borders. Within the Australian context, the
idea of universal and compulsory education was part of the colonial agenda that gave
rise to the beginning of teacher education in the Australian context in the late nine-
teenth century (Hyams, 1979). Early teacher preparation focused on the provision of
sufficient quantity of teachers to meet local demand that relied on an apprenticeship
model designed to ensure that trainee teachers achieved an academic standard just
above that expected of students (Aspland, 2010; Hyams, 1979). This ‘first wave’
of teacher education remained relevant in Australia late into the twentieth century.
Across this period, the duration, level and complexity of teacher preparation provided
was directly related to fluctuating demands for teachers. Typically, when demandwas
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high the length the level of teacher preparation provided was reduced to meet that
demand (Alexander, 2016).

At the global level, this ‘first wave’ of teacher education is still relevant given the
implications of UNESCO’s Education for All project for working towards the Mil-
lennium Development Goals (UNESCO, 2015). While this is often assumed to only
be an issue for low- andmiddle-income countries (LMIC)with under-developed edu-
cational systems, there is growing concern about the provision of sufficient qualified
teachers across many countries in hard-to-staff rural, remote and urban communities
and in hard-to-staff subject areas, such as the sciences, technologies, engineering
and mathematics (STEM) and languages. Contemporary politically-driven initia-
tives in school-based teacher preparation that offer shortened, technicist or skill-
based approaches to teaching and learning may still operate in the guise of first wave
teacher education.

The ‘second wave’ of coffee production and consumption was initiated in the
mid-twentieth century with the development of specialty coffee. This wave focusses
on bringing quality coffee to a competitive market (Avey, 2013). It does so by pro-
tecting economic advantage through strategies such as secret or specialty blends and
squeezing costs. Second wave coffee is focussed on the capacity to sell quantity to an
increasingly discerningmarket. The increasing demand for quality coffee gave rise to
diversified techniques for roasting and brewing being developed in specialised coffee
businesses, inwhichAustralia’s café culture has been aworld leader (Hassard, 2017).
It also saw the rise of organisations and standards for measuring coffee quality, such
as the Specialty Coffee Association (SCA) and its 100-point scale (Guevara, 2017).
In case you were wondering, a coffee needs to score 80 points or above, to be graded
as ‘specialty’. Interestingly, the rise of ‘second wave’ coffee has supported the rise of
national and international specialty brands for the consumer, but this is not reflected
in rising benefits and profits to producers and the communities they support.

The ‘second wave’ of teacher education bears strong similarities to second wave
coffee with its turn from quantity towards quality. In Australian teacher education,
the quality turn can be traced back to the 1960s when government reviews first
considered the possibility of an over-supply of teachers (Martin, 1965). Policies
shifted focus from meeting demand for teachers towards improving the quality of
teachers. Federal intervention wrestled the teachers’ colleges out of the direct control
of state-based education departments, the justification being that teacher preparation
needs to be independent of employment-based drivers for quality to become the
focus (Fomin, Bessant, & Woock, 1986; Kyle, Manathunga, & Scott, 1999). At the
same time, regulatory control of initial teacher education commenced, albeit in only
one state, with the Board of Teacher Education (BTE) introducing accreditation in
Queensland in 1973 (BTE, 1979). The discourse of quality and narratives of reform
for improving quality has been a continuous voice across the ensuing years. The
most recent iteration being the TEMAG review (Craven et al., 2014) and its calls
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for the measurability of quality through reforms for measuring program impact,
testing literacy andnumeracy, and ensuring readiness through a teaching performance
assessment.

There is also evidence of the turn towards the quality and the measurability of
educational outcomes across international borders. This is seen is the increasing focus
of local governments on globalised data and comparisons, such as PISA testing and
other OECD reporting, as key drivers in policy agendas (Aloisi & Tymms, 2017).
In many contexts, education policy ‘borrowing’ within a comparative, competitive
environment has promoted agendas designed to lift outcomes to measure up with
top-performing countries without consideration of local context (Steiner-Khamsi &
Waldow, 2018). These political agendas that pursue quality education as measurable
by international and standardised testing do so at the cost of education as a human
endeavour with goals for the good of all participants across their entire educational
experience (Biesta, 2009).

The impact of these trends on the work of teacher educators cannot be underes-
timated. On one side, it is easy to fall into the trap of becoming busy with someone
else’s political agenda. This is evident in the hegemonic research, teaching, accred-
itation and leadership work of teacher educators either overtly or tacitly related to
political reviews, such as TEMAG (Craven et al., 2014) in the Australian context.
On the other, is the temptation towards critical argumentation that focuses on what is
not possible and not appropriate that can be, and often is, framed as the ramblings of
‘out-of-touch’ academics. As with coffee, the rise of the quality agenda in education
and teacher education with a human cost to teachers, learners and communities has
prompted an alternative ‘third wave’.

“Third wave” coffee operates in a psychic-cultural space that purposefully con-
nects human experience across the life of the coffee. It is found in artisanal coffee
houses that connect drinkers directly with farmers through narratives of ethical and
sustainable trade (Guevara, 2017). It focuses on quality and craftmanship that links
rich and meaningful local experiences across global borders, thereby shrinking the
psychic and cultural difference between participants across the coffee experience
(Hassard, 2017). It does so through intentional economic activity that promotes the
ethics of sustainability and social justice for all participants in the chain from the
producer to the consumer. It has also given rise to innovations in the blending, roast-
ing and brewing of coffee in pursuit of ‘sweetness, complexity, and distinctiveness’
(Guevara, 2017). While ‘third wave’ coffee still uses the standard for ‘specialty’ cof-
fee, it has extended the conception of quality from only being related to a measure of
the product to a conception of quality as a deeply ethical and collective experience
for all participants in the process.

Similarly, ‘third wave’ teacher education must move beyond the busyness of
standards and measures of the quality of education, teachers, teaching and teacher
education. ‘Third wave’ teacher education needs to link political and educational
participants and agendas across the lived experience of educational practice. This
requires a politically savvy teacher educator who is mindful of the ethical and social
consequences of their work for all participants in education. Pivotal to this work is an
appreciation of the narratives that humanise the purposes and practices of education
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by placing teachers and learners at the centre of the education process. ‘Third wave’
teacher education is grounded in political mindfulness in pursuit of social justice for
all learners. We are proposing that this is conceptually a way forward for thinking
about the process of twenty-first-century teacher education within local contexts in
pursuit of socially just and globally responsive education for all.

4 Enacting ‘Third Wave’ Teacher Education

This book illustrates the activity of ‘third wave’ teacher education. It provides local
narratives of educational policy and practice as integrally connected to implications,
issues and agendas surrounding globalising forces in teacher education. The intent
is to draw out the shared potential of these stories in responding to these issues in
other contexts. In doing so, it is seeking to make our tacit knowledge of the political
work of teacher education an overt practice (Polanyi, 1962). It acknowledges that the
work of teacher educators is deeply political whetherwe recognise it or not (Cochran-
Smith & Lytle, 2004; Cochran-Smith et al., 2017). Part of that work is to become
politically astute, so that we are aware of the layers of jurisdictional knowledge and
power that underpins agendas in our local context. Without this, we risk becoming
complicit in the hegemonic forces that support particular ways of knowing, doing
and being as teacher educators (Bourdieu, 2010). The result being teacher educators
busy themselves with projects and pedagogies that they might not have otherwise
pursued without realising why they are doing so.

‘Third wave’ teacher education is overtly aware of political agendas and actively
political in its pursuit of education for all. We are proposing here a model for think-
ing about the political work of teacher educators as ‘third wave’ action in teacher
education. Figure 1, ‘Third wave’ political action in teacher education, presents five
characteristics of the political work of teacher educators. These are that political
work is productive, personal, possessive, pragmatic and philosophical.

These characteristics describe the purposeful action in and for teacher education
towards meeting the educational ambitions of diverse globalised local communities.
These conceptions of the political work of teacher educators are made overt in the
narratives of local policy and practice found in this book. As such, this text serves as
an illustration of these characteristics in action. While each project or story demon-
strates many of these characteristics, we have sought here to identify the strength
of each project for illustrating the work of each characteristic. The work of teacher
educators in current times is both political and, in many cases, personal. However,
in the current contexts of teaching and teacher education continually coming under
extensive scrutiny across the world, the politicising of every facet of teaching turns
our gaze as educators to the political work that we are required to do if we are to
retain control over our professional domains of expertise.
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Fig. 1 “Third wave” political action in teacher education

4.1 Political Work as Productive

The political work of teacher educators across jurisdictions needs to productively
respond to many agendas beyond the educational. Teaching and teacher education
is encompassed by economic motives, regulatory necessities, community critique,
technological tensions of change, internationalisation of the industry and political
representations and agendas. Teacher education can become the ‘fall guy’ for many
of society’s troubles and this results in increased scrutiny and pressure towards polit-
ically driven reforms. Yet there is also a sense of success and celebration as we
struggle with the contestations that face us daily and at the same time we produce
great outcomes for all.

In the work of Mills and Bourke (Chap. 2), we witness an example of a growing
critique of a national policy in Australia that impacts of the formation of teachers and
teacher education programs. This policy calling for a primary specialisationmandates
that all primary teacher graduates are now required to demonstrate a specialisation in
a key curriculum area, in this case science. Political interventions resulting from the
TEMAG reforms (Craven et al., 2014) dictate new forms of work for primary teach-
ers, with little or no consultation with the profession. The authors adopt a productive
and innovative lens to ascertain how pre-service teachers as policy receivers expe-
rienced the introduction of new ways of working as teachers. The small-scale study
illuminates multiple perspectives from the participants in response to what is largely
seen as a political intervention. The authors purport that the primary specialisation,
while helpful in some respects of formation, should be contested in its current form.

In another policy dictate of a global nature, UNESCO (2018) has disseminated
the ICT Competency Framework for Teachers highlighting the necessity for digital
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literacy to become the cornerstone of all teacher education programs. Farrell and
Marshall (Chap. 3) remind us that students, early in their teacher preparation pro-
gram, experience a form of shock or confrontation concerning the desired ways of
integrating technology into their learning repertoires, and they seek role models to
scaffold them through the difficult journey. This research is set in Ireland, yet the call
for productive support for teachers, teacher education students and academic staff
in learning how to use technology is a universal one, particularly when technology
is inextricably linked with assessment. This case study focuses on the challenges
inherent in the adoption of an ePortfolio in field work that resulted in enabling the
development of successful communities of practice led by teacher education stu-
dents as they build their digital competencies together with teachers and university
academics. The study generates significant insights for the global community.

The movement of students across national borders to study at university level
is a global phenomenon that is coming under increased scrutiny in regard to eco-
nomic and educational risks. Whilst government policy everywhere, particularly in
Australia, encourages universities to grow an international presence, their motive
is essentially economic, not educational. Richards, Emery and France (Chap. 4), in
the context of New Zealand, examine the experiences of one international student
cohort through the lens of learner engagement. The analysis includes both the per-
spectives of teacher educators and teacher education students, a key focus being that
of adjustment. The deep insights elicited from this study, using Tauawhitia research
methodology, confirm that the economic policy imperative falls prey to the deep, pro-
fessional and responsive relationship that emerges as highly adept teachers engage
with international adult learners academically, pedagogically, socially and cultur-
ally. Lessons learned here reflect teacher educators’ drive to keep students at the
forefront of their labour and navigate around policy in productive ways that benefit
all stakeholders.

The juxtaposition of relational educational sensitivity with rational educational
policy in the movement of students is also witnessed in the chapter conceptualised
by Cacciatollo, Lang and Kidman (Chap. 5). In this case, Australian students engage
in learning to become a teacher in an international placement context, financially
supported by the Australian government’s New Colombo Plan (NCP); a policy with
strong political intent, designed specifically to build better relations in the Asian
region. This chapter traces the mindshifts (Arnold, 2015) and movements of thought
and emotion experienced by Australian students in a specific international context,
no doubt an aspiration of those who designed the policy. However, the authors also
identify the tensions, challenges and anxieties that accompany a teacher formation
experience in an international setting designed to enhance knowledge and under-
standing of cultural constructs, pedagogical responsiveness and social justice. Of
significance is the discussion regarding the politics of discomfort experienced by
some students and the ways in which staff and students addressed dilemmas.
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4.2 Political Work as Personal

Central to all teacher education programs at the level of implementation is the rela-
tional dimension. The profession of teaching is shaped by knowledge, and capaci-
ties but the core of all teaching work is deeply personal and involves relationships
amongst significant players. In this book the personal is evident in every chapter.
It necessarily must be by the very nature of our work albeit situated in a diversity
of local communities. Evidence is produced here from authors across the globe that
sustains the argument that the political work of teacher education is personal. As
students engage in lectures, tutorials, simulated clinics, teaching rounds and work-
integrated learning, new identities evolve based on socio-political, socio-historical
and socio-cultural positioning and repositioning. The reconstitution of selves is lived
out differently by all and it is vital that the voices of pre-service teachers, teachers
and teacher educators are invited into the conversation so that authentic narratives
can be heard, as is demonstrated forthwith.

Willis and Gibson (Chap. 6) focus on the emotional dimensions of the personal.
They highlight significant insights into the emotional work identified by early career
teachers in their role as assessors in a digital environment. Links with the earlier
chapter by Farrell and Marshall are strong. In Willis and Gibson, three groups of
early career teachers were invited to reflect in general terms about their experiences
as assessors using GoingOK. This research method generated a set of narratives that
are analysed within the chapter through the lens of abductive reasoning. The findings
highlight concerns about how such data can be manipulated by policy teams for pur-
poses beyond the original intent. Of significance, the chapter details the importance,
from the perspectives of early career teachers, of using the data to enhance student
learning. As the narratives unfold, it is exciting to read how this methodology can be
used to synthesise the key emotions of beginning teachers, particularly the emotional
labour they experience in relation to the multifaceted dimensions of assessment. This
chapter contributes to an emerging argument that learning tomanage emotional work
is core to success as an early career professional and identifies new areas of focus for
local and global actions for teacher educators and initial teacher education program
design.

White and McCallum (Chap. 7) focus on teacher emotions from a different but
equally important perspective as they ask questions about the adoption of awell-being
framework with pre-service teachers. In a global policy environment of evidence-
based practice, the Australian authors argue for an evidence-informed approach
focusing on teacher wellbeing. Following a brief critique of policy and literature,
the authors describe their research project in one Australian teacher education fac-
ulty. They present an innovative two-step approach towellbeing that uses appreciative
inquiry and a Carpe Diem process for teacher formation in the twenty-first century.
This local initiative generates new insights for all teacher educators addressing the
important dimensions of well-being, confidence and preparedness, belonging and
engagement. This is important political work for teacher educators – a catalyst to
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new ways of thinking about teacher formation in a highly regulated environment
where the personal can oft times be overlooked.

The reshaping of personal identities throughout teacher education is complex.
Students fall under the gaze of teacher educators in university settings and their
performances are critically assessed by many ‘authorities’ throughout their work-
place learning episodes. Policy reform can also become a further determinant of the
scrutiny of pre-service teacher capacities. Governments worldwide are introducing
new policies for ensuring public confidence in teacher graduates through various
culminating assessments. This interplay between policy reform and teacher identity
is the focus of the work of Burke, Selling and Nelson (Chap. 8) in Australia. The
chapter reports on the perspectives of one group of pre-service teachers required to
complete a mandatory Literacy and Numeracy Benchmark Test prior to graduation.
The authors adopt complexity theory (Morgan, 2008) to examine the perspectives
of students and position the voices of students in a context of increasing public con-
cern about the quality of teacher graduates. The impact of the benchmark testing on
the personal is having an adverse effect on many students, some experiencing high
degrees of stress. This chapter questions the political intent of this policy reform and
highlights how the change to one system can have unintended consequences thatwere
not expected nor accounted for at the level of policy design. This work foregrounds
the importance for teacher educators to claim possession of their field and speak out
to policy makers regarding the impact of their decisions and the potential deleterious
long-term effects it may have on pre-service teachers’ emerging identities.

4.3 Political Work as Possessive

This dimension of teacher educators political work calls on the global community to
take possession of their discipline, their profession and their voices as the experts in
their own field demanding commitment to inclusive and responsive practices within
teacher education.

The voices of teacher educators and other experts can be witnessed in the chapter
presented by Hoyte, Singh, Heimans and Exley (Chap. 9) in the context of Australia
where an inquiry into the status of the teaching profession was enacted in late 2018–
2019. In a complex and uncertain political environment in Australia, the inquiry was
initiated and delivered by the then coalition government just prior to a commonwealth
election. Over ninety submissions were received and many witnesses presented at
national hearings, passionately describing and critiquing the nature of teachers’ work
inAustralia. This chapter focuses specifically on an analysis of the submissionsmade
by teacher education faculties. It presents far greater insights into the problematic
status of the profession than the final report presented by government, particularly
through the lens of ‘quality’. The critique offered raises many questions from the
voices of teacher educators around the interplay of policy, professional practices and
power in teacher education and teaching inAustralia. In doing so, it commends expert
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teacher educators for contesting the hegemonic discourse that underpins conceptions
of teacher quality in Australia.

Lalwani and Fox (Chap. 10) also consider the role of teacher educators’ voices on
global issues and practices in education. Their chapter focuses on the global growth
of International Baccalaureate (IB) programs and implications for pre-service and
in-service teacher education. It revisits the well-accepted proposition that teacher
education programs founded and built on best practices will prepare globally aware
teachers, renew teachers’ knowledge and pedagogy, deepen their understanding and
advance their skills as capable 21st century practitioners. Further they argue, in the
context of IB programs, that to do so teacher education must be research-rich and
evidence-rich. What is of significance in this chapter is the empirical revelation that,
despite the increasing numbers of schools and universities taking up IB programs,
there is a dearth of research or evidence to support the trend. The chapter calls for
teacher education to maintain awareness of global trends in education and to explore
research possibilities across emerging initiatives.

The chapter written by Knight (Chap. 11) considers the significance of taking
possession of voice within our local contexts and in respect to Indigenous cultures
and communities. This piece shares ‘the ways in which pūrākau-a-iwi (local, tra-
ditional narratives), coupled with a growing understanding of Te Tiriti o Waitangi
(The Treaty of Waitangi—TTOW) can help teachers and educators to develop, re-
awaken, or retain their local identity’ in the context of Aotearoa New Zealand. The
adoption of a Kaupapa Māori approach using informal and semi-structured kōrero
(dialogue) facilitated research that was culturally, socially and educationally sensi-
tive and responsive. The author critiques the impact of globalisation on many facets
of Indigenous culture, language, and lifestyle in a manner that is rich and respectful
of first people’s worldviews, whilst identifying the oppression of colonisation and
globalisation and the resulting alienation from their cultural roots. Of significance
to this book, Knight shares the narratives of pre-service teachers and experts, giving
voice to their perspectives on the ways in which ‘te ao Māori’ (the Māori world) has
influenced their identity as a teacher and how this has shifted through the course of
their studies. Deep insights are gained through the voices of students and experts
regarding the place of Indigenous cultures as central to teacher education programs
and the importance of valuing diverse worldviews as teacher identities evolve in
bilingual and multicultural settings.

The chapter by Chan and Ritchie (Chap. 12) continues the discussion about the
implications of superdiversity on teachers in Aotearoa New Zealand. The authors
focus on critiquing a set of policy documents that shape early childhood teacher
education programs in Aotearoa, a country with a superdiverse population. This
chapter reflects on the diverse nature of multicultural societies in a similar manner to
Knight above. However, the interrogative focus in this chapter highlights a series of
contradictions that are evident across policies that claim to value biculturalismwithin
a context of superdiversity. A sophisticated, critical methodology is revealed which
in itself is instructive. Of significance is the call for teacher education programs to be
more inclusive and culturally responsive to both global and local knowledge in the
process of teacher formation in superdiverse contexts. The analysis is insightful for
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all teacher educators across diversifying international educational communities, in
support of socially just, responsible and transformative educational outcomes for all.
While terminologymay differ, the works of Knight together with this chapter capture
the necessity for a strong political call for inclusive practices in teacher education in
Aotearoa New Zealand that provide key insights for teacher education globally.

4.4 Political Work as Pragmatic

The political work of teacher educators needs to take account of and mediate con-
tradictions and binaries to maintain a focus on what is working to meet political,
social and educational agendas. Contradictions of this type are evident in many of
the practices within teacher education programs both locally and globally. Several
chapters in this book consider what is possible, achievable and outline the pragmat-
ics of progress through the contradictions and dilemmas as opposed to what is the
ideal. For example, professional practice, field experience, work-integrated-learning
or ‘prac’ is deemed to be the highlight and the ideal of teacher preparation programs.
This is generally an uncontested notion with teachers, pre-service teachers, teacher
educators and politicians as well as bureaucrats calling for ‘more prac’ or ‘more
money for longer pracs’. The pragmatics of why all stakeholders want ‘more prac’
is varied and largely under-theorised. Large-scale empirical evidence to support the
demand is not evident despite a relentless array, over time, of small-scale case study
research. In this next section we are privy to the political work that teacher educa-
tors are engaging in to take account of and mediate contradictions and binaries to
maintain focus on what is working through school-university partnerships to meet
political, social and educational agendas.

Green, Eady andTindall-Ford (Chap. 13) examine the contradictions from the per-
spective of mentor teachers and ask questions about what motivates school teachers
to support university partnerships. They auger a proposition that suggests a solution.
Despite the politicisation of the practical component of initial teacher education
programs and the over-regulation of work-based learning, participant involvement
in school-university partnerships is grounded in teachers’ professional commitment
and coupled with a strong professional learning culture of their school. The authors
also argue the validity of case research in building a deeper understanding an innova-
tive third space, school-university partnerships, particularly in the politicised space
of initial teacher education.

Sheehan (Chap. 14) focuses on a different model of teacher preparation that
includes a year-long component ofwork-integrated learningwith the specific purpose
of addressing the theory-practice divide. As with Green et al., this chapter highlights
the importance of the ethical leadership of mentor teachers in ensuring successful
school-university partnerships. Of significance is the political work of teacher edu-
cators as they take account of and mediate contradictions and binaries that emerge
throughout the initial teacher education course, across the university context and the
field. However, the teacher educators do not do so in isolation. Rather, the school
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and university are pragmatic partners in resolving issues, concerns and contradic-
tions, reducing the divide into an integrated holistic learning opportunity for all as
a community of practice. Methodologically this chapter is also of interest as it uses
case-based research that is designed to identify threshold experiences that contribute
to learner-practitioners developing vocational capability, an innovative orientation to
teacher education research.

Walker, Morrison, Beltman and Morey (Chap. 15) make a further contribution
to the critique of work-integrated learning as a central component of initial teacher
education programs. Their chapter addresses a different problem, the understanding
of the key components of work-integrated learning within online deliverymode. This
is a domain of study that has limited empirical research on which to base a reliable
assessment. This chapter raises some very important questions for teacher educators
moving towards online pedagogy for a variety of educational, political and economic
reasons.

In the completely different context of Uganda, Arinaitwe, Williamson and Kil-
patrick (Chap. 16) report on the mediation of contradictions and barriers associated
with recruiting teachers into rural, isolated or hard to staff schools. In this chapter, the
authors are writing in a context where there is an increasing number of students due
to the introduction of universal education, but there is a teacher shortage particularly
in the hard to staff rural areas. This is an international problem of teacher supply and
interesting insights can be gained as to ways of managing contestations that emerge
as policy and practice possibilities collide in order to meet political, social and edu-
cational agendas. The authors refer to the phenomena of policy subversion by head
teachers in rural schools in Uganda. While cognisant of the government policy to
employ teachers on merit, head teachers and their communities prioritise action and
outcomes and effectively work around policy to ensure all students have access to
teachers despite their location. When teachers cannot not be found for rural areas
through the merit system, local authorities make community-based decisions to fill
classes with temporary teachers, known as home-grown teachers. While the home-
grown teachers are deemed by government to be poorer teachers, local teachers and
parents value home-grown appointments whose values are more closely aligned to
their own community.

In taking yet another unique focus on the pragmatic political work of teachers,
McPhail and Rata (Chap. 17) examine the global tension between generic outcomes-
based curricula and knowledge-based approaches to curriculum design. An inno-
vative model of curriculum design is proposed that brings coherence to learning
communities and yet allows for diversity across contexts. The process of dealing
with the dilemmas faced by teachers at the level of curriculum deign in contempo-
rary contexts is analysed with a practical set of recommendations articulated that
will be of interest to many readers.
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4.5 Political Work as Philosophical

The political work of teacher educators needs to purposefully engage with knowl-
edge, values and ethics in pursuit of the great project of education as core to the
progression of socially just and sustainable outcomes globally and locally. This
final set of chapters raises significant questions for all. The challenges we must
take in our political work should be thought through carefully from philosophical,
epistemological and practical standpoints.

The chapter presented by Fujimura and Sato (Chap. 18), enlightens the reader
by way of policy analysis from the landscape of teacher education in Japan. The
authors take a comparative approach, particularly in relation to professional practice,
academisation of teacher education and the impact of global trends on local practices.
In terms of a synthesis of international trends, this chapter is highly instructive.
Philosophically, it proposes a process of policy ‘learning’ as an alternative to the
global political trend of policy ‘borrowing’. The narrative around confluence of the
international practices with local values and dispositions throughout the complex
processes of teacher development is equally enlightening with a key proposition
foregrounding the significance of national identity, history and culture, and the local
in moving forward.

Barr and Askell-Williams (Chap. 19) also look to international futures policies
in rethinking teacher formation for the twenty-first century and beyond. The focus
of this chapter is on epistemic cognitions and reflexivity. Some clear links with
the work presented by Farrell and Marshall (Chap. 3) are evident in relation to the
policy frameworks that are impacting on teacher preparation programs, particularly
those with a futures lens. The review of literature provided by Barr and Askell-
Williams may prove to be provocative for many readers. The authors’ analysis will
challenge teacher educators and policy writers to think deeply about how to enable
epistemic reflexivity as integral to futures-oriented teacher formation programs at
the pre-service and ongoing professional learning levels.

In the culminating chapter of the book Arnold, Manton, Schutt and Seddon
(Chap. 20) reveal the complexities and complications inherent in the interplay of
policy and teacher professionalism from global, national and local perspectives and
how these are played out in the context of the quality agenda. This chapter offers
rare and complex insights into theorising the reconstituting spaces of teachers’
work through the highly contestable policies and practices of professional partner-
ships. The shifting relations between universities, schools and government policies
regarding teacher education are analysed from the perspectives of the personal,
the political, the pragmatic and the professional. This intricate critique reminds all
teacher educators that they must continue to purposefully challenge historical and
contemporary knowledge, values and ethics that have shaped teacher education
either by professional choice or policy regulatory mandate. This final chapter raises
serious questions for consideration by the global/international community of teacher
educators and prioritises our collective responsibility to take our political work
forward from philosophical, epistemological and practical standpoints.
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5 Conclusion

Education and teacher educators are responding to the challenges, dilemmas, ambi-
guities and tensions inherent in the interplay of globalisation, ideation, creation and
development (Sahlberg, 2004) as evidenced by the productive, personal, possessive,
pragmatic and philosophical narratives in this book. The academy has researched,
agitated and engaged in rigorous debate in the global context to ensure robust, con-
temporary, evidence-based perspectives inform teacher education and the chapters in
this book are testimony to that political action and enliven the model of ‘third wave’
political action in teacher education.

Teacher educators and the research community through their political actions pro-
vide not only the evidence but momentum assisting governments and policy makers
to make informed decisions related to globalisation, teaching, and teacher education.
As we engage in the ‘third wave’ we are energised by the voices of teacher educa-
tors underpinned by essential socially equitable, just and sustainability agendas. The
chapters of Teacher Education in Globalised Times: Local Responses in Action pro-
vide illuminating stories, evidences and critiques, and most importantly challenge
our ways of thinking, being and doing. Grab your coffee, sit back and enjoy!
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Chapter 2
Primary Specialisation in Australian
Education: Pre-service Teachers’ Lived
Experiences

Reece Mills and Theresa Bourke

Abstract The positioning of teacher quality as a global problem in primary edu-
cation has led to the introduction of primary specialisation in Australian teacher
education programs. In this chapter, we adapt Ball, Maguire, and Braun’s (How
schools do policy: Policy enactments in secondary schools. Routledge, Abingdon,
OX, 2012) theorisations around policy enactment and Clandinin and Connelly’s
(Narrative inquiry: Experience and story in qualitative research. Jossey-Bass, San
Francisco, 2000) narrative inquiry space as an innovative approach to make visible
five Master of Teaching (Primary) pre-service teachers’ experiences as they com-
plete a new science specialisation. In doing so, we give voice to these participants
as ‘policy receivers’ who are rarely heard in the policy process. Findings reveal 14
themes around the material, interpretive, and discursive facets of primary speciali-
sation policy enactment. A number of challenges are described that contest primary
specialisation in its current form and recommendations are suggested for moving the
policy agenda forward.

1 Introduction

It is suggested that Science, Technology, Engineering and Mathematics (STEM)
knowledge and practices are necessary for the economic advancement and social
well-being of nations across the globe. Since societies must innovate and adapt to
uncertain futures, there needs to be a STEM skilled workforce and citizenry capable
of using disciplinary knowledge to problem solve. Globally, however, declining par-
ticipation in post-compulsory STEM education at school and university may hinder
the realisation of this aim (Henriksen, 2015; Timms, Moyle, Weldon, & Mitchell,
2018). There are variable long-term and short-term enrolment trends in Australia,
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the UK, and the US (Dobson, 2018; Higher Education Statistics Agency, 2019;
National Science Board, 2018). In Australia specifically, there has been continuous
decline in the number of high school students selecting post-compulsory science and
mathematics education in the past two decades (Kennedy, Lyons, & Quinn, 2014).
According to Kennedy et al. (2014), in the 20 years from 1992 to 2012, Year 12
participation in almost all science and mathematics subjects declined. While there
are many possible explanations for this trend, one explanation that has gained trac-
tion in educational policy is poor quality STEM instruction in the formative primary
years due to inadequate teacher preparation (Teacher EducationMinisterial Advisory
Group [TEMAG], 2014).

Primary teachers are perceived to face several challenges enacting quality science
education in particular. It is suggested that pre-service/in-service teachers may have
underdeveloped science content knowledge (Nixon, Smith, & Sudweeks, 2019) and
lack confidence in their ability to teach science (Palmer, Dixon, & Archer, 2015).
In turn, science may receive minimal instructional time in the primary classroom
(Brobst, Markworth, Tasker, & Ohana, 2017; Poland, Colburn, & Long, 2017).
Additionally, teachers may experience difficulty enacting effective instructional
approaches such as scientific investigations, which require substantive time and effort
to plan and teach. Teachersmay therefore rely on less demanding, transmissive forms
of instruction (Flückiger, Dunn, & Stinson, 2018). Other challenges teachers may
face include seeing the relevance and importance of science to the real world or other
curriculum learning areas, supporting students’ motivation and enjoyment learning
science, and science being under-resourced in schools in terms of learning materials
and equipment (van Aalderen-Smeets, Walma van der Molen, & Asma, 2012).

Due to these perceived concerns, Australian pre-service teachers are now required
to graduate with a ‘specialisation’ in a learning area that may include science (Aus-
tralian Institute for Teaching and School Leadership [AITSL], 2017a). The aim of
this chapter is to explore the lived experiences of five primary pre-service teachers
as they completed the first offering of a science specialisation at a large metropoli-
tan university in Australia. First, this chapter outlines the background for this study,
including the broad policy context and science specialisation modules/activities that
were developed. Then, the academic literature around subject specialisation in pri-
mary schools is summarised. Next, the theoretical/methodological framework for
the study is outlined. This framework adapts Ball et al.’s (2012) theorisations around
policy enactment and Clandinin and Connelly’s (2000) narrative inquiry space as
an innovative approach to make visible pre-service teachers’ lived experiences with
specialisation. Interview data were analysed to answer the key research question
for this study: How did pre-service teachers experience the enactment of a sci-
ence primary specialisation at one Australian university? From these findings, the
authors comment on the challenges and contestations of this policy direction and
make recommendations for the future.
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2 Background

2.1 Policy Context

The most recent review of education in Australia, Action Now: Classroom Ready
Teachers (TEMAG, 2014), recommended that primary pre-service teachers are
equipped with an area of specialisation such that they have additional expertise
in a learning area. This policy direction is manifested through the Australian Insti-
tute for Teaching and School Leadership’s (AITSL) Program Standard 4.4 in the
2015 Standards and Procedures for Accreditation of Initial Teacher Education Pro-
grams in Australia (updated 2018). The criteria included expert content knowledge,
pedagogical content knowledge, and highly effective classroom teaching (AITSL,
2015). Guidelines for accreditation state “the primary specialisation Program Stan-
dard deliberately does not specify the model that programs use to deliver primary
specialisations” (AITSL, 2017a, p. 3). However, it is expected that primary teachers
with a specialisation will have a positive impact upon students’ attitudes, engage-
ment, and achievement in the learning area, as well as the capability to effectively
share their expertise with other teachers (AITSL, 2017b).

2.2 Science Specialisation Modules/Activities

The university where this study took place trialed primary specialisations in 2017/18
for Master of Teaching (MTeach) pre-service teachers. The final science specialisa-
tion represents an action learning cycle and comprises seven onlinemoduleswith cor-
responding assessment artefacts (Table 1). The amalgam of the modules culminates
in the delivery of a science professional learning experience for in-service teach-
ers. Pre-service teachers’ progression through the modules was self-paced alongside
science curriculum and professional experience units.

3 Literature Review

A systematic review of the literature by two of the current authors (Mills, Bourke,
& Siostrom, 2020) proposed a tripartite way of thinking about subject specialism in
primary schools: (1) instructional coaches, (2) specialist teachers, and (3) generalist
teacherswith a specialisation (seeFig. 1).Here,we are focused on the latter, described
as a generalist teacher with additional expertise perhaps through interest, formal
qualification, or direction from the principal. Quite often this approach manifests as
team-teaching, where teachers share students or learning area/s where they feel most
comfortable. Although we delineated the tripartite model, our search of the literature
revealed slippage in terms and hybrid ways of working where educators may move
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Table 1 Description of the specialisation modules/activities

Module Description Assessment artefact

1. Content knowledge Conduct in-depth research
about a topic from the
Australian Curriculum

Infographic and
audio-recorded scientific
explanation

2. Review Reflect upon experiences
learning science and how
they shaped your thinking
about a science specialisation

Science teaching philosophy
statement

3. Identify Review literature to identify a
problem/challenge or
opportunity in primary
science

Annotated bibliography

4. Plan Design a professional
learning experience for
in-service teachers that
addresses an identified
problem/challenge or
opportunity

Presentation slides, notes,
and resources

5. Enact Deliver a professional
learning experience on
practicum

Signed statement of
undertaking

6. Evaluate Collect evidence of impact of
the professional learning
experience

Annotated evidence of impact

(continued)
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Table 1 (continued)

Module Description Assessment artefact

7. Reflect Reflect upon your experience
completing the modules and
your current thinking about a
science specialisation

Critical self-reflection and
amended science teaching
philosophy statement

Works with students

Generalist knowledge across 
all learning areas

Team-teaches with other 
generalist teachers in their 
area of expertise

Works with teachers

Specialist knowledge in 
one or more learning 
areas and in leadership

Leads instructional 
reform in their area of 
expertise

Works with students

Specialist knowledge in 
one or more learning 
areas

Teaches in their area of 
expertise

Subject 
Specialism

Instructional 
Coach

Specialist 
Teacher

Generalist teacher 
with a 

specialisation

Fig. 1 Approaches to subject specialism (from Mills et al., 2020)

between these roles. For example, teachers may be given time release from classes
to carry out roles such as delivering professional development, which is more typical
of an instructional coach. For further details about the broader literature on subject
specialism see Mills et al. (2020).

4 Theoretical/Methodological Approach

Here Ball et al.’s (2012) theorisations around policy enactment are positioned within
Clandinin and Connelly’s (2000) narrative inquiry space, both of which will now
be explained. According to Ball et al. (2012) policy enactment consists of three
facets—the ‘material’ (or contextual), ‘interpretive’, and ‘discursive’. The material
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facet describes how contextual factors influence policy. In this study, the material
details the concrete experiences of five MTeach students as policy receivers com-
pleting the science specialisation modules. The interpretive facet describes how poli-
cies are interpreted and translated by those involved in the policy process. Here we
describe how pre-service teachers’ felt about completing themodules, as well as their
interpretations of what it means to be a teacher with a specialisation. Finally, the dis-
cursive facet describes how policy is thought about, spoken about, and acted upon. In
this inquiry, this facet concentrates on pre-service teachers’ discursive positioning.

In order to glean a more detailed view of pre-service teachers’ experiences, these
facets were positioned inside a narrative inquiry space (Clandinin&Connelly, 2000).
This space borrows from the Deweyan idea that experiences are made up of sit-
uations (contexts/environments), continuity (past/present/future), and interactions
(personal/social). Figure 2 represents this three-dimensional space, allowing inquiry
to progress in four directions—inward, outward, backward, and forward. Inquiry
inward and outward refers to personal and social conditions respectively, while
inquiry backward and forward has a temporal dimension—the past, present, and
future.

Fig. 2 Policy Enactment Inquiry Space
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4.1 Participants and Data Generation and Analysis

The participants in this study were first-year MTeach (Primary) pre-service teachers
(n = 5) who gave informed consent to participate. Each participant was assigned
a pseudonym for confidentiality (Catherine, Daniel, Jackie, Julie, and Maryanne).
Further details on the participants are shown in Table 2.

Semi-structured interviews for around 45 minutes were conducted face to face
with the participants. Guided by our Policy Enactment Inquiry Space, questions
asked pre-service teachers to look inward (e.g., What do you understand by subject
specialisations?), outward (e.g., How is the science specialisation talked about by the
pre-service teachers in your course?), backward (e.g., Why did you choose science
as your area of specialisation?) and forward (e.g., What kind of impact do you
envision having on student engagement and learning in science, and how have the
online modules contributed to your ability to achieve this vision?) about their lived
experiences of primary specialisations. Interviewswere transcribed verbatim for data
analysis.

We conducted a thematic analysis (Braun & Clarke, 2006) in Nvivo to analyse the
interview data. In doing so, we first familiarised ourselves with the data by reading
and re-reading the interview transcripts. Next, we independently assigned segments
of text an initial code that was representative of its meaning, paying attention to
commonalities and contradictions in the data. Then we collaboratively compared,
re-worked, and refined our initial codes until we were confident they accurately rep-
resented the pre-service teachers’ experiences completing the specialisationmodules.
We used our Policy Enactment Inquiry Space as a framework to sort the codes into
broader themes. To do this we considered whether the data concerned the material,
interpretive, or discursive facet of policy enactment, then considered the interactions
(personal/social) and continuity (past/present/future) in the data. The final codes
were sorted into 14 themes. In presenting our findings, we privileged the use of
direct quotes from pre-service teachers as policy receivers, thus giving them voice
in the policy process (Ball et al. 2012).

Table 2 Participant information

Participant First degree Enrolment mode Full time/Part time

Catherine Social science Online Part time

Daniel Physics Face-to-face Full time

Jackie Medical science Online Part time

Julie Journalism Face-to-face Full time

Maryanne Nutrition and dietetics Face-to-face Part time
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5 Findings

Table 3 provides a summary of the themes that emerged in the Policy Enactment
Inquiry Space. We present the data by describing pre-service teachers’ material,
interpretive, and discursive experiences looking inward (personal), outward (social),
backward (past), and forward (future).

5.1 Material Findings

The material facet focused on pre-service teachers’ lived experiences, including the
content of the specialisation modules/activities and the context within which they
were conducted. Seven themes were evident in our analysis—knowledge, time, deliv-
ery mode, timing, past experiences, qualifications, and relevancy. The first three
themes—knowledge, time and delivery mode—relate to inward (personal) experi-
ences. The fourth theme—timing—relates to outward (social) experiences. The fifth
and sixth themes—past experiences and qualifications—concern looking backward
(past) and the final theme—relevancy—concerns looking forward (future). Each of
these themes is now elaborated.

5.1.1 Material—Looking Inward (Personal)

Knowledge. The first theme relates to enhanced knowledge, including content
and pedagogical content knowledge. Three participants (Catherine, Jackie, Julie)
described the specialisation modules positively, indicating enhanced content knowl-
edge and confidence in teaching science. Catherine, for example, explained that,
“… in creating the infographic I have upped my content knowledge and I can see
where everything kind of sits now… and I feel a lot more confident because of it”.
Julie echoed this sentiment, noting that “… having the content you can answer stu-
dents’ questions [and] you’re a bit more confident”. However, Daniel and Maryanne
had a contrasting view. For Daniel, “… there was very little science content in
both [the science curriculum unit] and the specialisation”. He explained creating the

Table 3 Themes generated from data analysis

Frameworks Inward (personal) Outward (social) Backward
(past)

Forward
(future)

Material Knowledge
Time
Delivery Mode

Timing Past
Experiences
Qualifications

Relevancy

Interpretive Confusing Valuable Transformative Visionary

Discursive Concern—Novice/Expert Concern—Novice/Expert Perceived
Difficulty

Employability
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infographic and audio-recorded scientific explanation “… didn’t really extend [his]
content knowledge at all”. Maryanne noted there was “not enough focus on science”
and “there should be a slightly higher expectation” of science content knowledge.
Therefore, pre-service teachers’ opinions on the amount and level of science content
knowledge were divided.

In terms of pedagogical content knowledge, all five pre-service teachers agreed
that the modules enhanced their knowledge about pedagogical approaches. This is
exemplified in the following quote from Jackie: “it [the specialisation] gave me a
greater understanding…into teaching science to children”. Julia noted howshe devel-
oped a repertoire of science teaching strategies completing the specialisation, saying
“I can use… different pedagogies to teach science it doesn’t have to be through trans-
mission”. She noted that her new practices were “supported by evidence” because
“the online modules provided research literature showing what works in science
teaching”. Three pre-service teachers shared their newfound understanding from the
specialisation about inquiry-based learning and science investigations (Jackie, Julia,
Maryanne), play-based learning (Julia), and coding and robotics (Julia). Enhanced
pedagogical content knowledge, therefore, appeared as a strength through the online
modules. Nevertheless, Daniel noted that while the specialisationwas helpful in firm-
ing up his pedagogical approach in science, it did not deliver the level of expert knowl-
edge he was expecting, and he acknowledged that he would have to continuously
develop this as a teacher.

Time. All five pre-service teachers found the modules/activities time-consuming,
which they described as a constraint to completing the specialisation. Catherine indi-
cated the modules took much longer than she expected: “They were supposed to take
four hours … but [it took] sixteen hours”. Jackie also described the modules took “a
fair bit of time to complete”. Maryanne explained that, for her, administrative pro-
cesses like learning how to use presentation and audio-recording software were the
most time-consuming aspects. She recalled how she had to learn to merge multiple
documents to PDF format in order to submit her assessment. Jackie described that
her science teaching would have benefited from more time to work though the spe-
cialisation: “I think my understanding would have been deeper and I would have felt
a lot more confident”. The implication here is that because the activities, including
administrative tasks, took a long time to complete, pre-service teachers may have
felt rushed and did not spend time to meaningfully understand the subject matter.

Delivery mode. Pre-service teachers received the modules with mixed feelings.
While Jackie and Julie appreciated the layout of theArticulate RISEmodules, Cather-
ine andMaryanne found the independent and online delivery offered both affordances
and challenges. Jackie and Julie agreed the modules were “easy to follow” and “user
friendly”. Catherine described the modules as “absolutely perfect” but also felt iso-
lated completing them independently from coursework. She suggested “having a
community [e.g. online discussion board in BlackBoard] would be really useful”.
Maryanne described the modules as “fabulous” but also identified the online delivery
as a challenge, describing how “it’s [the specialisation] not explicitly interwoven so
there’s not a set time [to complete the modules] really within your course”. These
comments show that the intended flexibility afforded by self-paced online modules
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did not always have the desired effect and that perhaps there could be more explicit
links between the specialisation and regular coursework.

5.1.2 Material—Looking Outward (Social)

Timing. Four pre-service teachers (Catherine, Daniel, Jackie, Julie) identified com-
peting assessment due dates as a challenge in completing the specialisation modules.
Catherine noted “towards the end [of semester] it was just so hectic to get it [assess-
ment] done”. Julie explained “the constraints were from more external factors of the
course like other subjects and stuff taking priority”. When prompted to elaborate
on this sentiment, she explained “… the specialisation … due date fell in between
a couple of assignments” and some of her friends “dropped out a couple of days
before it [the assessment] was due”. This means pre-service teachers were juggling
the specialisation on top of their regular MTeach coursework and had to make deci-
sions about what assessment items to prioritise. Since the specialisation is a course
requirement graded at Satisfactory/Unsatisfactory, it seems that this was assigned a
low priority or pre-service teachers simply chose to withdraw from the modules.

5.1.3 Material—Looking Backward (Past)

Past experiences. Three pre-service teachers (Catherine, Jackie and Julie) chose
the science specialisation based on their past experiences of school science. Their
negative experiences in particular were a strong motivation to choose science. Jackie
described “I chose based mainly off my own experience [at school]”. She recalled
her science education “was out of a textbook” and there was “not a lot of inquiry” and
“not a lot of experimentation”. Jackie recalled how “the teacher would write things
up on the board” and students “didn’t really do much”. Julie echoed this sentiment,
stating she “picked science … in high school … but had a really bad science teacher
so … dropped out”. She explained further “… when I learnt science it was more
transmission … so the teacher just talked, and we wrote notes.” These pre-service
teachers wanted to do better for future generations of children who had an interest in
science. Julie explains this viewpoint: “I sort of chose it [the science specialisation]
because I felt I want to be a good science teacher and get kids excited about science”.

Qualifications. Twopre-service teachers (Daniel andMaryanne) chose the science
specialisation because they had formal qualifications in science related fields. Daniel
has a degree in physics and previously worked in a microbiology and chemistry
laboratory, whereas Maryanne has a degree in nutrition and dietetics and currently
works as a dietitian. Maryanne expressed why she chose the science specialisation in
her comment “I think it makes sense… to gowithmy strength”. For these pre-service
teachers, it made sense to capitalise on their formal qualifications.
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5.1.4 Material—Looking Forward (Future)

Relevancy. For three pre-service teachers (Catherine, Jackie and Maryanne) who
were enroled part time, the relevancy of the specialisation subject matter when they
graduate (i.e., four years later) was of concern. This was particularly true of the pro-
fessional learning presentation for in-service teachers (Modules 4 and 5).Maryanne’s
comment illustrates the pre-service teachers’ concern: “I need to continually update
this [presentation] over the time period between now andwhen I deliver it… because
I want it to be a professional development opportunity not something that is dated”.
This shows the pre-service teachers were worried about the currency and innovative-
ness of the professional learning presentation into the future because they wanted it
to be well-received by teachers.

5.2 Interpretive Findings

Four themes were evident as to how the pre-service teachers viewed specialisations,
and their future role as a teacher with a specialisation. These views were confus-
ing, valuable, transformative, and visionary. The first theme—confusing—relates to
inward (personal) experiences, while the second theme—valuable—relates to out-
ward (social) experiences. The transformative theme concerns looking backward
(past) and the visionary theme concerns looking forward (future).

5.2.1 Interpretive—Looking Inward (Personal)

Confusing. The five pre-service teachers knew little about primary specialisations
and had differing views about the role of a teacher with a specialisation. This is epit-
omised in Jackie’s response to being asked what she knew about primary speciali-
sations: “I don’t know a lot about it sorry”. Daniel viewed the science specialisation
as a means to help him “become a better science teacher” and “lead by example”.
Maryanne, on the other hand, specified that for her, “[science] will be my area that I
am responsible for having expertise in”. She elaborated on what this meant by giving
examples of the types of activities she might be involved with, which included “re-
viewingwhat’s already there [science education broadly]”, “planning and sequencing
of lessons”, and “a role in the professional development of that particular area for
teachers”. Although Jackie did not know a lot about the science specialisation, she
described how this might “take the workload off generalist teachers”. This suggests
she believed she might be solely responsible for teaching science within and across
year levels. Together these comments suggest a general lack of understanding about
the definition of a teacherwith a specialisation andwhat their role and responsibilities
may be in schools.
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5.2.2 Interpretive—Looking Outward (Social)

Valuable. One pre-service teacher (Julie) noted how other people told her the science
specialisation was of value. Julie spoke to a friend who works as a school admin-
istrator who advised her to choose science: “She said people want science teachers
… even in the primary school”. Julie also spoke about how STEM is always in the
media and portrayed as necessary in school science. She described that “It’s kind
of everywhere and they [media] always talk about bringing it in the classrooms”. In
this case, other people’s perspectives informed Julie’s view about the value of the
specialisation.

5.2.3 Interpretive—Looking Backward (Past)

Transformative. Three pre-service teachers’ (Catherine, Daniel, Jackie) view of
learning in science transformed as a result of their engagement with the speciali-
sation. Daniel recalled how “I came into science sort of thinking it was going to be
very traditional … in the way that I was… taught”. The science curriculum unit,
however, challenged his perceptions. Daniel elaborates by suggesting he now knows
to “get the kids to be engaged and active and ask questions” and “then… bring in the
science behind it”.When Jackie was asked about the extent to which she has changed
the way she thinks about school science, she responded with, “dramatically”. Jackie
explained that “… my experience of science was that it was just basically out of
a textbook … I was pleasantly surprised to see how hands on it was”. The notion
that children have existing conceptual frameworks about how the world works was a
major insight for Jackie: “… how students’ beliefs are taken into consideration into
creating a program I guess to teach them… that’s opened my eyes quite a lot.” For
Catherine, “a big moment” that changed the way she viewed learning in science was
understanding “there is a continuum, or a progression, and you are working [teach-
ing] towards a big idea”. These are important realisations for pre-service teachers
who will graduate with a specialisation in science that show their developing view
of learning from a constructivist perspective.

5.2.4 Interpretive—Looking Forward (Future)

Visionary. All five pre-service teachers held positive visions for their future sci-
ence teaching. At interview, Jackie and Maryanne commented on their intention to
incorporate inquiry-based approaches in their science teaching and acknowledged
the importance of building upon young children’s natural curiosity about the world
around them. Jackie spoke about “connecting” with students and wanting to “learn
about my students and know what their interests are and try and create their learn-
ing around that”. The pre-service teachers’ viewpoint is summed up by Maryanne
who described her future science teaching as “organised chaos” and remarked that
inquiry-based science is “the biggest thing I want to impact”.
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5.3 Discursive Findings

The three themes in the discursive facet that focused on pre-service teachers’ posi-
tioning are concern—novice/expert, perceived difficulty and employability. The con-
cern—novice/expert theme relates to both inward (personal) and outward (social)
experiences. The perceived difficulty theme concerns looking backward (past) and
the employability theme concerns looking forward (future).

5.3.1 Discursive—Looking Inward (Personal)

Concern—novice/expert. Four pre-service teachers (Catherine, Jackie, Julie,
Maryanne) were concerned that the science specialisation positions them as both
novice (i.e., beginning teacher) and expert (i.e., teacherwith a specialisation). Cather-
ine noted “the term [specialisation] is very sticky for me”. She described “coming
in as a person who wants to learn yet being an expert in something seems really
confused”. The pre-service teachers’ concern arose from the requirement to deliver
a professional development presentation to in-service teachers on their professional
experience placement. Pre-service teachers described the prospect as “nerve wrack-
ing” (Jackie) and “terrifying” (Julie), and one pre-service teacher (Maryanne) ques-
tioned whether she would have the capability to impact another teacher’s practice.
Alongside this, it is also unknown how experienced teachers might feel about the
prospect of graduates leading professional development. This is shown in the next
theme.

5.3.2 Discursive—Looking Outward (Social)

Concern—novice/expert. The novice-expert discourse was also evident looking out-
ward with pre-service having mixed beliefs about whether schools will share their
personal concerns. While Catherine and Maryanne were concerned about how they
would be viewed by other teachers, Jackie and Julie were optimistic about this.
Catherine described that she felt “insecure” because “the last thing they [in-service
teachers] want to hear from a newbie is how to do it [teach science].” She com-
mented “I don’t imagine it’s going to go down well”. Maryanne shared this view
and expressed her concern that “I don’t know how well regarded or seriously I
would be taken.” In opposition to this perspective, Jackie described “I think having
that extra support … would be a good thing for them [schools].” Similarly, Julie
thought schools would respond positively to beginning teachers with a specialisation
in science. She noted how she saw “the younger teachers … sort of coming through
[university] and leading it [science education]” while she was on professional experi-
ence. This novice/expert binary permeated these pre-service teachers’ views around
specialisations and emerged as a serious concern.
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5.3.3 Discursive—Looking Backward (Past)

Perceived difficulty. This discourse was evident in Catherine’s description of how
her school science teacher privileged high performing students, which impacted on
her decision to choose science as her area of specialisation. Catherine explained “the
teachers were only teaching toward males or high, high performing students.” For
Catherine, this discursive practice positioned science as a subject with specialised
knowledge that only some people can do, which led her to lose her “passion” for
science. This discourse also arose in Maryanne’s description about why or why not
pre-service teachers chose the science specialisation. She described searching for
other students studying the specialisation at the first science workshop and how she
was met with the response: “No, are you kidding me? No, I’m not doing that … it’s
just too hard” (Maryanne). This indicated pre-service teachers had already decided
science was too hard, or specialised, before they had even engaged with the subject
matter.

5.3.4 Discursive—Looking Forward (Future)

Employability. Three pre-service teachers (Catherine, Daniel, Jackie) thought a sci-
ence specialisationwouldmake themmore employable as a graduate teacher. Cather-
ine described the specialisation as her “selling point” and Daniel explained how he
thought it would give him an “advantage” over candidates who did not have the same
qualification. Jackie also shared this view. She commented on how “there is a lack of
students going into the STEM careers after they graduate high school, so I think that
having the teachers that are able to really encourage that from a young age … that
will be more employable”. Although Daniel thought the science specialisation was
advantageous, he considered “those who do literacy and numeracy as specialisations
might initially have an advantage over those of us who do science” due to the current
emphasis on standardised testing of these areas. What is clear from these remarks
is pre-service teachers have strong beliefs that the science specialisation will impact
their future employment.

6 Discussion

From our findings, which described pre-service teachers’ material, interpretive, and
discursive experiences looking inward (personal), outward (social), backward (past),
and forward (future), a number of positives and negatives arose. In terms of the mate-
rial facet, some pre-service teachers supported the online module approach. Others,
however, commented on not having enough time to deeply engage with the mod-
ules, being disconnected from the broader MTeach course, as well as competing
assessment due dates. A further material consideration was pre-service teachers’
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knowledge. All pre-service teachers’ believed that their pedagogical content knowl-
edge was enhanced by undertaking the specialisation in science, as they learnt about
a range of evidence-based science teaching approaches. However, in terms of content
knowledge, pre-service teachers had contrasting opinions mainly due to the level of
expertise they brought to the specialisation in the first place. This raises the chal-
lenge of how to pitch the level of content knowledge needed to prepare graduates
from diverse backgrounds in the four science disciplines—biology, chemistry, Earth
and space science, and physics—across all primary year levels. In this study, the
three pre-service teachers with non-science backgrounds found the level and amount
of content knowledge sufficient, whereas the two pre-service teachers with science
degrees expected this to be more in-depth. This raises another challenge about how
pre-service teachers choose an area of specialisation—should pre-service teachers
have a prior degree in their area of specialisation and/or be encouraged to choose
based on their strength, or are their past experiences or personal interests acceptable
motives? These challenges are closely related to how the role of a teacher with a
specialisation is interpreted.

In terms of the interpretive facet, pre-service teachers in this study appeared to
be confused about the role of a teacher with a specialisation. While Daniel’s view
of the specialisation was close to AITSL’s intent, other participants thought they
might conduct work closer aligned to a specialist teacher (i.e., teaching science
within or across year levels) or an instructional coach (i.e., delivering professional
development to in-service teachers). Lack of a clear definition presents a challenge
for all stakeholders in the primary specialisation space. This is unsurprising given
that the notion of a teacher with a specialisation has not been well explicated in
policy (Bourke, Mills, & Siostrom, 2019). That said, some pre-service teachers in
this study did interpret the primary specialisation as valuable and transformative for
the future.

Discursively positioning beginning (i.e., novice) teachers as experts and leaders
also raises challenges. Pre-service teachers in this study shared concerns about being
positioned in thisway, believing theymay experience resistance from their colleagues
because they lack classroom experience. According to AITSL, teachers with a spe-
cialisation may have the capability to integrate science across other learning areas,
critique science curriculum and programs, and facilitate science learning transitions
from pre- to primary and primary to secondary schooling (AITSL, 2017b). These
appear to be tasks more aligned to a Head of Curriculum role and seem commensu-
rate with Highly Accomplished and Lead teachers (AITSL, 2015). Other challenges
within the discursive facet relate to the perceived difficulty of science. If young chil-
dren see science only taught by a teacher with a specialism, this may reinforce the
perceived difficulty of the discipline. Nevertheless, some pre-service teachers in this
study did see the science specialisation as making them more employable.

Having outlined the challenges present in the data, we reflect upon and make
recommendations about primary specialisation moving forward. First, if the aim of
specialisation is that pre-service teachers have more education in a priority learning
area like science, university faculties should havemore flexibilitywith course content
and design. Second, other models such as specialist teachers or instructional coaches
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adopt a ‘less is more’ stance, meaning that teachers have responsibility for planning
and teaching in one learning area only (e.g., Markworth, Brobst, Ohana, & Parker,
2016). A primary specialisation does not encourage this standpoint as specialists are
also supposed to be generalists. Third, if a teacher with a specialisation is responsible
for leading teams of teachers in science education, then having an interest in science
may not affect instruction and learning in a meaningful way. Our vision is that
pre-service teachers need to have a genuine strength in their area of specialisation,
including the capability to lead the design, implementation, and evaluation of science
teaching innovations. Our fourth recommendation is that primary specialisation is
offered as a postgraduate pathway because research in science teacher education
from the US shows that science content knowledge develops alongside a teacher’s
experience (Nixon et al., 2019). This is especially relevant to beginning teachers,
who develop and refine their content knowledge for up to approximately 10 years
after commencing their career (Nixon et al., 2019). Finally, we recommend further
development of the roles and responsibilities of a teacher with a specialisation so
that preparation in initial teacher education can be enhanced and these educators
can be more impactful in schools. This requires research to identify successful and
contextually relevant approaches to knowledge specialism in the primary school
to find out what practices are impactful for student achievement, engagement, and
participation in science education.

7 Conclusion

In response to the overarching research question for this study How did pre-service
teachers experience the enactment of a science primary specialisation at one Aus-
tralian university? It becomes clear that even though pre-service teachers felt posi-
tively about the science specialisation, their collective experiences indicate the need
to further consider how the primary specialisation is enacted and the challenges that
arise from this new change to the way primary educators are prepared. By adapting
Ball et al.’s (2012) theorisations on policy enactment and Clandinin and Connelly’s
(2000) narrative inquiry we formulated a Policy Enactment Inquiry Space to make
visible theways inwhich pre-service teachers as policy receivers experienced the sci-
ence specialisation. There were 14 themes related to pre-service teachers’ material,
interpretive, and discursive lived experiences of primary specialisation personally,
socially, and in the past and future. Of most significance in our findings is: the lack
of consensus among pre-service teachers about the definition and ways of work-
ing of a teacher with a specialisation; the inclusion of specialisation in pre-service
teacher education rather than as a postgraduate qualification in its own right; and the
discursive positioning of pre-service teachers as novice/expert. In response to the
challenges raised in this study, there appears to be the need to consider alternatives
to the perceived problem of quality primary science education and post-compulsory
enrolments in science/STEM. An emerging body of evidence suggests that primary
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specialisation should be contested in its current form (e.g. Bourke et al., 2019; Mills
et al., 2020) and further research in this space is warranted.

Glossary

Primary specialisation A policy direction introduced in Australian initial teacher
education programs from 2019 onwards that mandates additional education of
pre-service teachers in a priority learning area of national significance (e.g.
English/literacy, mathematics/numeracy, and science)
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Chapter 3
The Interplay Between Technology
and Teaching and Learning: Meeting
Local Needs and Global Challenges

Rachel Farrell and Kevin Marshall

Abstract Digital literacy is a cornerstone of all teacher education programmes, the
significance of digital tools in teaching and learning now universally recognised. This
case study reports on the development of a digital portfolio in initial teacher education
as a mechanism towards documenting learning, fostering reflection and building key
digital competencies both at the individual teacher and wider school community
level. In so doing, it sought to glean insights into how learning and pedagogical
knowledge development of student teachers can be supported by the development of
digital portfolios while on school placement in collaboration with cooperating (host)
teachers. Through an analysis of interviewswith 10 student teachers, 10 co-operating
teachers, 10 university tutors and a review of the reflective diaries of 10 student
teachers our findings supports the view that while there is a need for investment of
time and resources, digital portfolios can facilitate a more inclusive teaching and
learning environment, foster collaborative practice between student teachers and
co-operating teachers and deepen school-university partnerships.

1 Introduction

The impact of globalisation on teacher education has been profound. Teachers are
positioned at the very centre of a global movement to equip students with the nec-
essary skills of creativity, critical thinking and problem-solving to enable them to
engage as global citizens. Higher education institutions, industry partners and pol-
icy makers have responded differently to the challenges of globalisation, advocates
arguing for its potential to democratise education through technological advances,
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internationalisation, market forces and harmonisation initiatives, critics arguing that
it deepens inequality and fosters corporatization (Giroux, 2002).

It is now widely accepted that the ultimate goal of learning in a global society is
the acquisition of ‘adaptive expertise’ (Timperley, Ell & Le Fevre, 2017) or ‘adap-
tive competence,’ i.e. the ability to apply meaningfully learned knowledge and skills
flexibly and creatively across different contexts. While schools are key sites for the
building of adaptive competences (De Corte, 2012), including the competences to
embed digital technology in teaching, learning and assessment (UNESCO, 2018), a
recent OECD report (2015, p. 3) notes that ‘the reality in our schools lags consider-
ably behind the promise of technology.’ While there is an expectation that teachers
are proficient in the use of digital technology, in the classroom, the reality is that
this is not always the case (Tondeur, Pareja Roblin, van Braak, Voogt, & Prestridge,
2017). Furthermore, while teachers regularly report their own use of digital technol-
ogy, they often restrict its use to preparation rather than exploring it as a pedagogical
tool (Slaouti and Barton, 2007). The narrow use of digital technology by novice
teachers in particular may be attributed to the ‘praxis shock’ or ‘transition shock’
that they encounter when entering the profession (Korthagen, Loughran, & Russel,
2006). Admiraal et al. (2017) suggest that novice teachers need role models for tech-
nology integration on two levels: Teacher educators modelling how technology can
be used effectively in subject teaching and cooperating teachers acting as role mod-
els and mentors for pre-service teachers by integrating technology in their subject
teaching.However, the dearth of positive rolemodels at teacher education institutions
as well as on school placement has been found to limit student teachers’ capacity
and currency in becoming digitally literate (OECD, 2010). Provision of continuing
professional development for teacher educators (Kelchtermans, Smith, & Vander-
linde, 2018) is fundamental to developing digital competence, as is collaboration
with leading experts including those from industry (Zipke, 2018).

Digital literacy is a cornerstone of all teacher education programmes, the signif-
icance of digital tools in teaching, learning and assessment now universally recog-
nised. As Starkey (2019, p. 16) notes ‘the agenda underpinning initial teacher edu-
cation research is evolving as digital tools are introduced, integrated or infused into
schooling and education systems.’ In the Irish context, there is a real commitment
to exploring ways in which digital tools such as eportfolios can enhance teaching
and learning across the continuum of education (Brown et al., 2017). Informed by
the UNESCO ICT Competency Framework for Teachers (UNESCO, 2018) which
underlines the role of technology in transforming education and in contributing to
sustainable development (UNESCO, 2015; OECD, 2018, 2019), the Irish Digital
Learning Framework (DES, 2017) provides a comprehensive set of digital compe-
tencies for teachers. Building on the Digital Strategy for Schools (DES, 2015, p. 31)
and mapped to Looking at Our Schools (DES, 2016), this framework highlights the
need to ‘develop teachers’ knowledge, skills and confidence to embed ICTmore into
their pedagogy and practice. Ireland’s latest OECD PISA (Programme for Interna-
tional Student Assessment) report notes an underuse of digital technology for school
subjects by students in Ireland (inside and outside of class) compared to the corre-
sponding averages across OECD countries. Exploring how digital devices are used
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in classes, students in Ireland reported that across selected subjects (English, Sci-
ence, and Mathematics), it was mainly the teacher who used digital devices in the
classroom. Principals’ views on the capacity of their schools to enhance teaching
and learning through digital technology were also less favourable in Ireland than on
average across the OECD. In particular, principals in Ireland highlighted access to
technical support or assistance, the availability of effective professional resources
for teachers to learn how to use digital technology, and the skill levels of teachers
(and time for planning) as challenges to successful integration of digital technology
in teaching and learning (ERC, 2019).

2 Value of Digital Portfolios in Initial Teacher Education
and Beyond

The origins of the portfolio concept dates back to the eighteenth century when the
Italian word ‘portafoglio’ described a ‘case for carrying lose papers’ used by artists,
musicians, writers, and architects to carry, protect and show their work (Bryant &
Chittum, 2013). For countless generations paper-based portfolios have served the
purpose of collecting evidence that is collated by people who are active participants
in their own learning, to convey their learning journey over time and to demonstrate
their abilities (Barrett, 2010). Digital portfolios (also known as eportfolio, efolio,
webfolio, etc.) essentially constitute an electronic version of a paper-based portfolio,
created in a digital environment, and can include text, images, audio and video mate-
rial (Barrett, 2010). In the early 1990s, digital portfolios evolved, exploiting the tech-
nologies of the digital revolution, in tandem with the emergence of learner-centred
and constructivist approaches to teaching, learning and assessment. The potential
offered by evolving technologies has enabled eportfolios to ‘go beyond the limits
of paper-based portfolios’ (Theodosiadou & Konstantinidis, 2015, p. 18) and has
triggered a move towards the use of multi-modal approaches to portfolios in educa-
tion. Growing attention within the higher education landscape on quality and on the
measurement of learning through outcomes-based assessment has further increased
eportfolio practice in higher education around the world (Eynon & Gambino, 2017).
A growing body of evidence suggesting that eportfolio-based assessment enables
students to integrate their learning and make connections between modules in an
authentic and meaningful way (Buente et al., 2015; Eynon & Gambino, 2017; Mor-
reale, Van Zile-Tamsen, Emerson, & Herzog, 2017), as well as fostering a sense of
community and collaborationwith peers (Barbera, 2009;Bolliger&Shepherd, 2010),
while at the same time empowering students to learn in a self-regulated way (Alexiou
& Paraskeva, 2010; Jenson, 2011; Nguyen & Ikeda, 2015) have all contributed to the
move towards eportfolio-based teaching and learning.
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3 Context: Digital Strategy and the Embedding
of ePortfolios in Irish Education

The merits of technology-supported assessment (Laborda, Sampson, Hambleton &
Guzman, 2015) as one mechanism for supporting student learning and assessment
across the curriculum has prompted deep engagement with digital technology across
the education system in the Irish context. Schools across Ireland now have access
to a range of digital technologies that can be used for formative (developing stu-
dent learning) as well as summative (evaluating student learning) assessment. In line
with the requirements of Looking at Our Schools (DES, 2016), the use of digital
technologies can help schools to gather information about students’ learning from
multiple sources and teachers can use this data to design more appropriate student
learning activities. The Department of Education and Skills (DES) In Ireland has
already explored the use of digital portfolios (eportfolios) through the European
funded EUfolio project (2013–2015) and they now believe that there is potential to
extend their use for primary and post-primary students (DES, 2015). The Digital
Strategy for Schools (DES, 2015) also acknowledges that computer-based assess-
ment is becoming a core part of PISA. In the 2015 PISA assessment, Irish students
were assessed on their collaborative problem-solving skills, using computers for the
first time. Furthermore, for the first time a parent/guardian questionnaire was admin-
istered and principals completed digital, rather than paper versions of the background
questionnaires (ERC, 2014, p. 33).

Acknowledging the necessity to acquire relevant and essential ICT knowledge and
skills, the DES also recognise that teachers will need to have access to professional
development, on an ongoing basis, throughout their career. This is particularly perti-
nent in the area of ICT, where technology changes at a rapid pace. With the growing
need for proficiency in the use of digital technology across the continuum of educa-
tion in Ireland and elsewhere, the DES has resourced their largest national teacher
support services the Professional Development Service for Teachers (PDST) to be
one of the leading enablers to drive the Digital Strategy for Schools by supporting
schools to effectively integrate ICT into teaching, learning and assessment and pro-
viding advice and support to the Department on the implementation and impact of
the Strategy. There is a specific objective set out in the Digital Strategy for Schools
under Theme 1: Teaching Learning and Assessment using ICT where the PDST has
a specific role “To promote the use of digital portfolios (eportfolios) for primary
and post-primary students” (DES, 2015, p. 27). Furthermore, the Strategy notes that
“teachers can gather and record evidence and reflect on ongoing learning throughout
their career by collating this evidence in a teacher professional (paper or digital)
portfolio” (DES, 2015, p. 31).

Yet, despite the very clear commitment to the use of eportfolios across second-
level, there is an absence of explicit government policy in relation to the adoption of
eportfolios in higher education. This contrasts starkly with the policy context in the
U.K., U.S., Australia and New Zealand. In Ireland, the National Strategy for Higher
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Education to 2030 sets out ambitious aims for higher education to widen participa-
tion, increase student numbers, improve retention and become much more flexible
(DES, 2011). As a result, the National Forum for the Enhancement of Teaching and
Learning was created in 2012, with a key objective to build the digital capacity of
Irish higher education. In Teaching and Learning in Higher Education: A Road Map
For Enhancement in a Digital World 2015- 2017 the National Forum’s report recom-
mends that Ireland ‘develop a consistent, seamless and coherent digital experience
for students in Irish higher education and actively engage with students and teachers
to develop their digital skills and knowledge’ (National Forum for the Enhancement
of Teaching and Learning, 2015, p. ix).

While there is growing evidence that eportfolio-based learning has the potential
to support many of Ireland’s strategic higher education objectives, to date there has
been minimal engagement by Irish higher education institutions (Baird, Gamble
& Sidebotham, 2016; Eynon & Gambino, 2017; Lambe, McNair, & Smith, 2013;
Morreale et al., 2017) with this mode of learning. It is evident that traditional forms
of assessment still prevail in Irish higher education; however, there are signs that a
growing number of Irish higher education institutions are beginning to engage on
some levelwith digital portfolios.Using an eportfolio to document student experience
while on school placement is an emerging area of research within the portfolio
landscape and, as evidenced in this study, can promote reflective practice and a
culture of collaboration. Digital portfolios provide the link between learners’ social
and personal experiences and their academic and work-related aspirations, and as
such represent a powerful tool for documenting and managing one’s own learning
over a lifetime in ways that foster deep and continuous learning (Jenson & Treuer,
2014).

4 Case Study

This case study reports on the development of an eportfolio in initial teacher education
as a mechanism towards documenting learning, fostering reflection and building key
digital competencies both at the individual teacher and wider school community
level. It is based on interviews with 10 student teachers, 10 co-operating (host)
teachers, 10 university placement tutors and an analysis of the reflective diaries of 10
student teachers. A purposive sample was selected from an open call to students who
had a willing co-operating teacher and an interest in developing resources, tutorial
videos and digital portfolios. Selection took cognizance of Goodson & Sikes’ (2010)
observation that ‘adequacy is dependent not upon quantity but upon the richness of
the data’ (p. 23). Thus, the number of participants in the study was small.

Research participants were provided with information on the research project
before the interview. They were again provided with this documentation at the time
of interview and asked to sign a consent form. Each individual was interviewed
once, each interview lasting approximately one hour. If consent was given, interviews
were recorded and in the absence of consent, field notes were taken. Transcripts were
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thematically analysed and coded. Participants were allocated pseudonyms in order to
ensure confidentiality and the dialectical features of the interviewdatawere preserved
in linewith best practice in reporting qualitative data research (MacNaghten&Myers
2004; Rapley, 2004).

The data analysis followed a grounded theory methodology (Glaser & Strauss,
1967; O’Donoghue, 2018). It involved analysis of interview transcripts to generate
substantive theory ‘grounded’ in the data provided by the participants through semi-
structured interviews conducted using guiding questions to prompt discussion. The
value in this process was the flexibility it provided to respond to and explore partic-
ipants’ responses (Punch & Oancea, 2014), especially as the interviews progressed
and themes being generated could be explored further.

Using an inductive analysis, three main themes emerged from the research in
relation to the interplay between technology and teaching and learning: the creation
of a more inclusive teaching and learning environment; the fostering of collaborative
practice between student teachers and co-operating teachers andfinally the deepening
of school-university partnerships.

5 The Creation of a More Inclusive Teaching and Learning
Environment

Participants generally believed that engaging in the development of a digital portfo-
lio fostered a more constructivist pedagogical orientation (DES, 2015) which in turn
fostered a more inclusive teaching and learning environment. A number of partici-
pants commented on this, particularly evidenced through the development and use
of resources to support teaching and learning:

I gained more confidence in creating my own differentiated content and facilitating students
to do the same. Collaboration and creativity around the development of resources meant that
the students and I wereworking together, on an equal level per se, as co-learners, co-inquirers
(Student Teacher A).

Student Teacher B observed:

I felt this kind of real integration of technology to support teaching and learning transformed
the classroom. It created a much more inclusive environment, at all levels, both for me and
the students. Technologies like Microsoft Teams or Google Classroom helped me distribute
notes, homework, resources and facilitate things like group projects and differentiation.
All of this meant that the whole atmosphere in the classroom was more interactive, more
collaborative and more inclusive.

Interestingly, a number of student teachers aligned their courage to use new tech-
nologies with their perceived rapport with a particular class and their expectations
around issueswith classroommanagement andwith supporting pupilswith additional
needs:

I feel very confident in my use of technology, but I am always careful to try new technologies
with a class that I have a good relationship with (Student Teacher D).
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Immersive Reader in One Note has opened up a whole new world to students with dyslexia
(Student Teacher C).

Co-operating teachers echoed the view of student teachers that technology, used
effectively, fostered a more inclusive teaching and learning environment:

I noticed the kids stepped up their engagement with the curriculum because they were
comfortable and engaged with the approach being employed. Technology, because it was
being used sensitively and creatively, certainly increased their level of engagement and
deepened their understanding and interest, particularly those kids with additional needs
(Co-operating Teacher D).

University placement tutors also commented on the way in which the use of
technology promoted a more inclusive teaching and learning environment:

I felt the technology used by the student teacher in the classroom allowed for amore inclusive
teaching and learning environment, as those pupils who had difficulties with traditional
methods of teaching and learning were provided with a more open, accessible way into
the curriculum. The technology thus for many pupils levelled the playing pitch (University
Placement Tutor G).

Comments from student teachers’ reflective diaries also supported the view
that technology, used effectively, created a more inclusive teaching and learning
environment:

I notice Martha is more engaged and seems more at ease when we are using technology
rather than textbooks (Student Teacher F).

The kids, especially those who find Maths challenging, seem to relax more into it when they
are using their devices (Student Teacher H).

The majority of participants, student teachers, co-operating teachers and univer-
sity placement tutors, were of the view that technology supported a more inclusive
teaching and learning environment, and while data was not gathered from the pupils,
it is evident in the student teachers’ reflective diaries that they believed the pupils
also supported this view.

6 Fostering of Collaborative Practice Between Student
Teachers and Co-operating Teachers

Engaging in the use of digital portfolios fostered collaborative practice between
student teachers and co-operating teachers. Initially the technology enabled student
teachers to use alternative modes of reflection that empowered them to identify
and map out their own development. This reflection by necessity required a critical
dialogue with their co-operating teacher:

Because I was recording much of what I was doing, it provided a better means of sharing
it with my co-operating teacher and this impacted on the overall delivery of the material in
the class (Student Teacher G).
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I hated typing up reflections as part of the end of my lesson plans but when I switched to
blogging I actually began to enjoy reflecting as it wasmore likeme tellingmy story on a daily
basis and it felt more empowering as opposed to an exercise I had to do for an assignment.
I also liked the fact that my placement tutor could dip in and look at what I was saying and
comment on how I was doing. It made me feel like my reflections were more real (Student
Teacher B).

I was very flattered when my student teacher shared their blog with me. It made me feel that
my opinion was valued and I was very happy to take the time to give constructive feedback
on some of the areas they were talking about. As time went on the blogging actually became
routine and almost like our planning platform (Co-Operating Teacher E).

The development of digital portfolios also allowed for the sharing of resources and
reflections with ease, both within subject specialisms and across subjects promoting
a cross-curricular approach.

I can share these templates with cooperating teachers and fellow students (Student Teacher
J).

My student teacher was great at sharing resources and was very helpful in showing me how
to create some nice quizzes and games using very simple and free online tools (Co-operating
Teacher B).

The use of digital portfolios also upended the typical co-operating teacher/student
teacher hierarchy, positioning the student teacher to mentor the co-operating teacher
in the use of technology to support teaching and learning:

Some of my cooperating teachers are struggling with using technology in their subject area.
They have asked me to present some ideas during our subject department meetings. A few
of us have started working collaboratively on PowerPoint Presentations – the teachers could
not believe how easy it is to do this! (Student Teacher A).

I was delighted to be able to show my cooperating teachers how to use the shared settings in
both Google Drive and One Drive. We have now set up a shared folder so that we can share
resources and collaborate on planning lessons and units of work across a number of subjects
(Student Teacher I).

I really enjoyed working with my student teacher this year more so than any other year, as I
found that there was something in it for me. I got to learn how to use some really useful and
interesting digital tools relevant to my subject in a very targeted and non-threatening way
(Co-operating Teacher F).

These findings align with the growing body of evidence which points to the way
in which distributed leadership empowers student teachers to take the lead in the area
of digital technology while on school placement (Murphy, 2020).

7 Deepening of School-University Partnerships

The use of digital portfolios not only allowed for the sharing of student teachers’
expertise with co-operating teachers, but it enabled the building of communities of
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practice at a broader school level, thus bridging the perennial school-university dyad.
Thiswas achieved incrementally by student teachers gaining confidence over the year
to not only help individual teachers but entire subject departments and in time whole
staffs as evidenced by this one student teacher’s experience:

One co-operating asked me to sit down with him and teach him how to use basic ICT for
pedagogy. Then the principal asked me to work with different subject departments to show
them how to set up a digital portfolio. I also set up an after-school club for teachers who
wanted to learn more about using digital technologies in their classroom. I am now on the
ICT committee in school and I have been asked to present on the use of Microsoft Teams at
the next staff meeting. I cannot believe that as a student teacher that this much confidence
has been placed in me (Student Teacher B).

Co-operating teachers were keenly aware of the way in which their work with
their own student teacher had a ripple effect across subject departments and the
wider school community:

I am delighted with my student teacher this year. They have been such a help to me in getting
used to using ICT in the classroom. I never really understood the concept of a digital portfolio
until they showed me theirs, and I have shared this with my fellow teachers, many of whom
are now embedding this in their own teaching. As a school, we have really benefitted from the
expertise this particular student teacher has brought, particularly in the area of technology
(Co-Operating Teacher B).

Furthermore, university placement tutors noticed a change in attitude of placement
schools regarding the value of skills learned in the university setting.

The principal called me into ask me about the digital portfolio project in the School. They
said that it was the first time in ages that they felt that the effort of taking on a student teacher
was worth it as they felt they were getting something back. It is great to see such positivity
towards the students and it is great to see the work being done by the university being valued
by the school (University Placement Tutor B).

This data thus supports the view that the expertise student teachers can offer
schools in relation to their digital competence can assist in fostering reflective practice
at a whole school level and bridge the perennial theory/practice divide (Harford &
MacRuairc, 2008).

8 Conclusion

While research into the use of digital portfolios is limited in the Irish context, this
small-scale study supports the view that digital portfolios can support amore inclusive
teaching and learning environment, foster collaborative practice between student
teachers and co-operating teachers and deepen school-university partnerships.While
challenges did present including the resource-intensive nature of this intervention,
the investment of time and the difficulties faced by schools with a poor technological
infrastructure, the collaborative nature and reach of this intervention as well as its
capacity to democratise the teaching and learning environment provide a powerful
argument for testing the study on a larger scale.
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Chapter 4
Internationalisation of NZ Tertiary
Education: Supporting International
Students’ Adjustments
to Learner-Centred Education

Rosemary D. Richards, Tepora Emery, and Lois France

Abstract As international tertiary student populations in New Zealand have rapidly
increased, research was undertaken to provide authentic insights into the challenges
faced by international students and their teachers. Based on narrative approaches
and semi-structured interviews, qualitative research was undertaken over one year
with 12 international graduate and postgraduate students, and 10 teachers of inter-
national students. The researchers consciously challenged their cultural assumptions
and framed their research approaches through bicultural lens as they used Māori
values to guide their interactions with participants and the valuing of participants’
stories of experience (kōrero). As the research grew as an entity, it was a place where
stories were shared, valued and woven together to create strength and support. With
a focus on supporting international students’ transitions to learner-centred educa-
tion, this discussion explores these kōrero, in terms of challenges and satisfactions
expressed by international students, students’ academic adjustment challenges as
reported by lecturers, and lecturers’ advice to those teaching international students.
Together these understandings helped to clarify the roles and responsibilities of ter-
tiary educators and students in terms of fostering effective andragogical practices
and culturally supportive environments for international students and their teachers.

1 Introduction

Ranking sixth on the world knowledge economy index in 2012, New Zealand is an
attractive option for international students. As such, Institutes of Technology and
Polytechnics (ITPs) have enjoyed a 17% increase of international students between
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2014 and 2015, and a further 5% in 2016 (Education New Zealand, 2016, 2018).
While New Zealand aims to provide “world class, responsive and student-centred”
education (New Zealand Government, 2018, p. 10), learner-centred education is
not the model for all nations, and international tertiary students and their teachers
may experience challenges as they acclimate scholarly and social practices to meet
the expectations of learner-centred approaches that are premised on active-learning,
critical thinking and student engagement.

The globalisation of education is big business, and the economic and social value
for students, educators and host countries is well documented (for example, Allen,
2018; Wu, Garza, & Guzman, 2015). At the same time, it is up-close-and personal
for those who experience education as international students, domestic peers and
teachers. Research-based data from many countries report on international students’
challenges and adjustments and, to a lesser extent, faculty members’ challenges
and adjustments to teaching international students (Jin & Shenghua, 2019). Such
findings may be used to critique and update policies and practices in adult educa-
tion. At the same time, at local levels it is important that the voices of key stake-
holders are accessed and acknowledged in culturally appropriate ways, to inform
ongoing improvements to international students’ programs, delivery and support.
Thus, in recognition of the challenges faced when teaching and supporting interna-
tional students, a research project was undertaken with twelve international gradu-
ate/postgraduate students, and ten lecturers within one New Zealand ITP. Research-
based insights helped to clarify the roles and responsibilities of tertiary educators
and students in terms of fostering effective andragogical practices and culturally
supportive environments for international students and their teachers.

2 International Students’ Adjustments to Learner-Centred
Education

The New Zealand code of professional standards for the teaching profession requires
teachers to “develop learning-focused relationships with learners, enabling them to
be active participants in the process of learning” (Education Council, 2017, p. 20).
Learner participation is a key theme within New Zealand education, and assumes
that effective learning-focused approaches will empower individuals to actively par-
ticipate. However, as Australian researchers Bunn and Lumb (2019) point out, there
is a tendency to assume that individuals will “have the capacity to rationally choose
pathways thatwillmaximize their own interests”without consideration of theways in
which the education systems “reproduces trajectories of disadvantage and advantage”
(p. 7). Therefore, the responsibility for learner-engagement, and the development of
international students’ agentic capabilities to participate in learner-centred education
should be a relational one, that acknowledges the many conditions and relationships
within educational environments.Research-basedfindings provide some insights into
the complexities of supporting international students’ adjustment to learner-centred
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education. The following discussion briefly considers cultural notions of effective
tertiary education, thewell-being of international students thatmay contribute to their
acclimation to learner-centred education, and the importance of student-teacher inter-
actions in student experience. Consideration is also given to roles and responsibilities
for learner-engagement.

2.1 Cultural Models of Effective Tertiary Education

Effective education is, by necessity, flexible, fluid and evolving, as it meets the needs
and aspirations of communities and nations. Moreover, social, cultural and historical
ways of knowing and being influence how education is enacted and experienced.
In New Zealand, we posit, effective tertiary education not only expands students’
knowledge, it also develops their skills and attitudes as critical thinkers, self-directed
learners and inquiring minds. As such, Socratic, reflective questioning processes that
evaluate assumptions, beliefs and knowledge are favoured as teaching approaches
in Western education (Panko, 2015; Zhu & Bresnahan, 2018). However, this notion
of effective tertiary education may be in sharp contrast with international students’
previous experiences and value sets. For example, “contemporary Chinese education
tends to comprise repetition, rote learning, and memorization” and students’ values
may not be focused on ability so much as “exertion of effort and their obligation to
bring recognition to their families” (Zhiheng & Brunton, 2007, p. 126). Therefore,
teachers should not assume that international students will seamlessly adjust their
practices and align their values with learner-focused education.

2.2 Well-being of International Students

The wellbeing of students is integral to their educational adjustments and outcomes
andNewZealandwas the first nation to introduce a national pastoral care requirement
for international students in 2002, followed by the International Student Wellbeing
Strategy (New Zealand Government, 2017). Research has recognised that interna-
tional students’ adaptations to their learning experiences and environment effects
their sense of belonging (Glass, Kociolek, Wongtrirat, Lynch, & Cong, 2015), per-
sonal values (Zhang & Zhang, 2017) and sociocultural well-being (Zhiheng & Brun-
ton, 2007; Zhu & Bresnahan, 2018). For example, in research involving 140 Chinese
students across five New Zealand tertiary settings, it was noted that “Chinese stu-
dents who reported feeling ‘unsafe’ also struggled to adapt to the learning behaviour
in New Zealand classrooms” and this was intensified for those whose English skills
limited “interaction with other New Zealand classmates and tutors because they
‘feared losing face’ from making mistakes” (Zhiheng & Brunton, 2007, p. 134). In
American research, which examined howdomestic undergraduate students perceived
Chinese international students’ (CISs) reticence and face concerns, it was reported
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that domestic students who valued participation in active-learning and had positive
attitudes towards CISs were more likely to show liking towards Chinese students
(Zhu & Bresnahan, 2018). However, overall, Chinese students’ reticence resulted in
domestic students’ negative perspectives of them.

In research on the personal values and life goals among international students in
three New Zealand tertiary institutes, Zhang and Zhang (2017), surveyed 200 inter-
national students and interviewed 24. Having found a positive correlation between
students’ spiritual values and intrinsic goals, they recommended international stu-
dents’ connections with local families and communities, and exposure to interdisci-
plinary coursework that helped them to “adjust to life and study in a new country,
appreciate different cultural perspectives, and develop positive values and life goals”
(p. 1512).

Thus, many factors influenced international students’ well-being and adjustments
to academic life in their host countries, and statistical research with 207 international
graduate students at U.S. universities suggested that students’ “resilience had the
greatest effect on adjustment” (Wang, 2009, p. 22). Recommendations from this
research included provision of programs and activities to increase students’ resilience
levels, and students beingmentally and emotionally prepared to encounter adjustment
challenges. Also, in the U.S.,Wolf and Linh (2019) conducted case studies with eight
Chinese nurses who had several years’ nursing experience in their home country,
and were enrolled in a Master’s qualification that was taught in English. Findings
revealed that, although challenges diminished over time, listening and academic
writing remained difficult, especially as participants were unfamiliar with academic
writing styles. The participants’ comments suggested that they were active learners
and, over time, there was increased use of “social strategies as they frequently sought
support from peers, tutors, and professors” (p. 221).

2.3 The Importance of Student-Teacher Interactions

As noted, New Zealand teachers are expected to develop learning-focused relation-
ships with learners, which will enable students’ active participation in their learning
processes. However, relationships between teachers and students cannot be confined
to just learning-focused as the nature of interactions between international students
and their teachers, not only impacts students’ academic performance, but also their
well-being and motivation levels. For instance, in U.S-based research, forty inter-
national students, representing subgroups of high or low academic preparedness
and financial resources, undertook in-depth interviews to illustrate how they made
“meaning of personal dispositions, attitudes, and behaviors of professors” and inter-
actions that they perceived had “an educational and developmental impact on their
sense of belonging” (Glass et al., 2015, p. 354). Evidence pointed to some students
having positive interactions with staff and at crucial times in students’ transitions
to university and during their academic struggles, “professors who responded with
care and concern had transformative effects, both in terms of the students’ academic
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success but also in a long-term trajectory of their personal ways of knowing and
sense of possible selves” (p. 363). However, results also indicated that those students
with low academic preparedness and financial resources provided no examples of
positive student–faculty interactions.

Postgraduate students’ experienceswith their research supervisorswere also high-
lighted in research by O’Meara, Knudsen, and Jones (2013). This research, which
involved eleven faculty members and ten students, revealed that “the best possi-
ble mentoring and advising relationship is one in which the faculty member is a
good communicator, is highly socially aware and skilled, has a service orientation,
develops others, shows empathy, handles conflict well, collaborates, and has political
awareness” (O’Meara et al., 2013, p. 341). Thus, relationships between international
students and their lecturers and supervisors, and the skills and attitudes of academic
staff impacts students’ experiences.

2.4 Responsibilities for Learner-Engagement

As Bunn and Lumb (2019) noted, “part of the difficulty of working with concepts
such as engagement and aspiration in education stems from an ontological problem
in the constitution of the individual student and the responsibilization of this actor to
perform hegemonic forms of educational engagement and aspiration” (p. 9). Like-
wise, in the New Zealand context, the assumption that international students have
the requisite skills to embrace self-directed learning, and are responsible for doing
so, is problematic. For instance, in qualitative research with 20 international doctoral
students with non-English speaking backgrounds, in three New Zealand universi-
ties, the acculturation issues surrounding research supervision was investigated (Li,
2016). Despite these students’ general satisfaction with their supervisors, in general
“the onus of acculturation and transformation was placed mainly on international
students rather than on the supervisors” (p. 756).

In one New Zealand university, Skyrme (2007) undertook longitudinal research
that involved 12 Chinese international students who were beginning their studies.
In describing the contrasting experiences of two students, in relation to one course
and its assessments, it was noted that one student struggled in “the ‘DIY’ (do-it-
yourself) learning expected in the university” (p. 357). Skyrme recommended that
teaching staff accepted greater responsibility for providing teacher-led guidance for
students within first-year courses. Panko (2015) also pointed out that teachers of
international students needed to consider teaching techniques that built on students’
current attributes and then gradually transformed their approaches to teaching and
learning.

Recommendations from research also acknowledged otherswith roles and respon-
sivities that can impact on international students’ experiences. In terms of domestic
students, for example, Zhu and Bresnahan (2018, p. 1629) recommended that, in
addition to encouraging Chinese international students to participate in class dis-
cussion, staff should help “American students to understand the cultural explanation
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of CISs’ reticence and to avoid stereotyping based on CISs’ reticence.” In New
Zealand-based qualitative research, that investigated 12 domestic tertiary students’
attitudes and experiences of learning alongside international students (Kaur, 2019),
recognition was given to positive and negative impacts of culturally diverse classes.
Recommendations from this research included providing peer-mentoring opportuni-
ties between domestic and international students, which would benefit all students,
and lead to deeper interactions and expanded worldviews.

3 Global Issues and Local Level Responses

Thus, research indicates that international students’ adjustments to academic life was
multifaceted, and at local levels, teaching staff and others had roles and responsibil-
ities in supporting international student’s adjustments to learner-centred education.
Likewise, students’ preparedness, resilience, connections with local communities
and ability to engage in active-learning influenced how they may be regarded by
domestic students and staff, and the supportive relationship that may develop.

Our localised research was also informed by our professional interests and skills
in teaching in postgraduate programs, including those with adult teaching endorse-
ments. As such, we considered our assumptions about the nature of effective learner-
centred education and supportive learning environments for international students.
We believed that being responsive and student-centred, required a good understand-
ing of the special nature of working with adults and how to encourage learners’
engagement in learning. Adult-learning theories are sometimes referred to as andra-
gogy, although the principles that underpin this approach are also central to effective
pedagogy. Contemporary theories of andragogy, such as the works of Knowles,
Holton III, and Swanson (2015), recognise the importance of active-learning and
adult students’ development of competencies through processes such as critical
reflection and inquiry-based learning. Those who support active-learning approaches
subscribe to the view that “for learning to occur people must not be passive recipi-
ents. Rather, the learner must be actively involved in the learning process” (Friesen
& Scott, 2013, p. 13).

As tertiary educators and researchers, we noted the special nature of teaching
adults. Knowles et al. (2015) suggested that the following can be assumed about
adult learners: Firstly, they needed to understand how the learning was relevant to
them; secondly, they needed to be seen as capable of self-direction; a third point was
that adults brought a wealth of prior knowledge; fourthly, adults’ learning orientation
was life-centred and learning must be meaningful and useful. Lastly, adults tended
to be motivated by intrinsic rewards, such as gaining increased job satisfaction, self-
esteem, quality of life or well-being. Aswe taught international students and engaged
in this research, our beliefs about effective andragogy helped to guide our respectful
interactions with adult learners and research participants.
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Adult students’ ability to engage in student-centred and self-directed learning can-
not be assumed, especially if previous experiences excluded or discouraged innova-
tive or inquiry-based approaches to learning.Yet, inmanyWestern education systems,
adults’ competencies in self-directed learning was seen as essential, as developing
such competencies empowered adults to “adapt accordingly to fluid and complex
social contextual changes” (Morris, 2019, p. 57). The review of literature endorsed
the view that students, and perhaps especially international students, may need to be
guided towards effectively engaging in self-directed and student-centred learning.

4 Our Research: Tauawhitia

A research team, comprising the authors, undertook the research project Tauawhitia
to provide authentic localised voices on the issues that concerned graduate and post-
graduate international students, and teaching staff in one ITP. The term ‘Tauawhitia’,
which was proposed by the second author, related to Māori values of awhi, which
means to embrace and support one another; and also encapsulated the Māori notion
of ako, or teaching and learning as a fused and integrated process. As the research
grew as an entity, as a place where stories were shared, valued and woven together to
create strength and support, the project became known as Tauawhitia. This discus-
sion focuses on some of the findings as related to building better understandings of
insiders’ views of the challenges and suggestions for supporting international tertiary
students’ engagement in learner-centred education.

4.1 Research Methodologies

Qualitative research highlights the socially constructed nature of reality, the close
relationship between the researchers and what is studied, and the situational con-
straints that shape inquiry. How social experience was created and given meaning
was central to this form of researching (Denzin & Lincoln, 2011). Our approach
involved the use of participants’ stories, to understand and explain social phenom-
ena; it did so by placing emphasis on processes andmeanings that were not rigorously
scrutinised or measured in terms of quantity, intensity or occurrence. To this end,
data was gathered through facilitated research conversations.

Several key philosophies and perspectives underpinned Tauawhitia’s methodolo-
gies and research methods. It wove together two key methodologies, which had
underpinned the first and second author’s previous works—kaupapa Māori research
principles and narrative inquiry. Together, the researchers explored and shared their
own beliefs, and how these translated into research methods.

Firstly, in keeping with the values of the biculturalism, the research was informed
by the fundamental precepts of kaupapa Māori. However, we did not claim to
be undertaking kaupapa Māori research, for as Graham Smith, an internationally
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renowned Māori educationalist, claimed “kaupapa Māori theory provides a space
for thinking and researching differently, to centre Maori interests and desires, and
to speak back to the dominant existing theories in education” (Smith, Hoskins, &
Jones, 2012, p. 11). Thus, while kaupapaMāori research was usually done byMāori,
with Māori, the key researchers in Tauawhitia were Māori and Pākehā, who believed
that the values underpinning this approach were consistent with their own cultural
identities and fostered respect for cultural and national identities. The second author
provided guidance and challenged our cultural assumptions throughout the research
processes, which was important and relevant when working with culturally diverse
participants. We attempted to reflect a kaupapa Māori research framework, “orien-
tated toward benefiting all the research participants and their collectively determined
agendas” (Bishop, 1995, p. i). This framework addressed the concepts of initiation,
benefits, representation, legitimation and accountability as subsets of power and
enabled the establishment of lines of accountability through shared initiation and
identification of benefits (Bishop, 1995). These facets of the research method and
methodology are now described.

Initiation refers to how the research process began, andwhose “concerns, interests
and methods of approach determine/define the outcomes” (Bishop, 1995, p. 21). The
Tauawhitia research responded to concerns raised by international students, and those
who taught and supported them. To foster collaboration, the research team sought the
endorsement and involvement of other stakeholders through the establishment of an
ethnically diverse research reference group, which included one international student
and one lecturer who had non-New Zealand citizenship. Throughout the project,
members of this group discussed and refined research methods, data analysis and the
nature of interactions with participants.

In terms of benefits, Tauawhitia aimed to speak with clarity, truthfulness and
power about staff and international students’ learning and teaching experiences and
was designed to benefit and inform a cross section of stakeholders within the ITP. It
was envisaged that the findings from the research would benefit and inform tertiary
level international education locally, regionally, nationally and internationally.

Issues associated with representation and legitimation were considered as the
research was graced by the voices of staff and international students. These partic-
ipants legitimated their own ‘voice’ (kōrero) in the research. This process involved
presenting data back to the participants and asking them, “Is this what you said
and is it what you meant—have we represented your kōrero accurately?” While
their diverse narratives of experiences become part of the overall picture of student
and staff experiences, the experiences of individuals were treated with respect and
legitimised as personally important.

In relation to accountability, the researchers were aware that they were in receipt
of privileged information, which could be interpreted within overt theoretical frame-
works and covert ideological frameworks. As such, care was taken not to distort,
make invisible, overlook, exaggerate or draw conclusions, based on assumptions,
hidden value judgments or other misunderstandings. Foremost, accountability for
research processes and outcomes was to the research participants, and as a represen-
tative piece of work, accountability to the tertiary institution was also imperative.
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Therefore, the research team ensured that reporting requirements were met and the
mana (prestige, integrity) of the participants and institute were upheld.

Consistent with these overarching kaupapa Māori philosophies, narrative inquiry
approaches were employed as these promoted connectedness and meaningful inter-
actions through kōrero. Other research with international students in New Zealand
has recognised the value of narrative approaches that prompt and support those who
may not be fluent in English. For example, in research that investigated 108 inter-
national students’ expressions of satisfaction and dissatisfaction with their tertiary
experiences, it was noted in follow-up interviews with twenty students that “the use
of narrative frames [was] especially effective when dealing with language learn-
ers due to the built-in scaffolding that helps students to find the language to say
what they want to say” (Ryan, Rabbidge, Wang, & Field, 2019, p. 799). In our own
research, narrative inquiry was a form of data gathering that recognised that every-
one’s narrativewas valid and researchers and participants co-constructed understand-
ings through sharing and re-sharing narratives of experience. When designing the
prompting questions, and interpreting narratives of experience, consideration was
given to where researchers “and their participants [were] placed at any particular
moment—temporally, spatially, and in terms of the personal and the social” (Clan-
dinin & Connelly, 2000, p. 95). Thus, it was accepted that all comments were valid,
and represented a snapshot of each person’s experiences as shared at that time, but
also as connected with their past experiences, heritage and aspirations. This aware-
ness of connectedness also resonated with Bronfenbrenner’s (2005) notions of the
ecological nature of individuals interactions within their immediate environments,
which in turn were mediated by the forces of other interrelated systems. This model
proved effective in research that explored “how academic advising with international
students was shaped by individual backgrounds and environmental influences” (Leaf
Zhang, 2018, p. 1764), as it provided deep understanding of individual and contextual
factors that influenced students.

Thus, Tauawhitia was informed by the view that students’ and staff-members’
experiences in tertiary settingswere both individual experiences and connected expe-
riences, which were influenced by social forces, such as institutional and political
constructs. While these wider spheres had direct and indirect influence on how the
participants experienced their tertiary setting, this study begun with, and built on,
individuals’ stories and the prompting questions, as used in semi-structured inter-
views (see Table 1), were designed to acknowledge people’s past, present and future
aspirations and advice. The research questions, which participants had copies of as
part of the consent process, also provided insights into how they experienced sup-
port services and internationalisation, which was identified in each course outline as
teaching and learning that incorporated international perspectives and ensured the
identity and culture of all students was embraced within the learning environment.
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Table 1 Prompts for research conversations

Key prompts for students Key prompts for lecturers

What are you enjoying the most about
studying here at this tertiary institute?
What life events brought you to this place?
What have been some of struggles you’ve had
as a student? What has helped you through?
Have there been times at this tertiary institute
when you have felt proud of being
(Filipino/Indian/Nepalese…)? Have there
been opportunities when your cultural values
and beliefs have been brought into your
studies?
What support services have you used and/or
what do you know about the support services?
If you were to give advice to a new
international student about being successful at
this tertiary institute what would that be?

What are you enjoying the most about
teaching international students here at this
tertiary institute?
What have been some of struggles you’ve
had? What has helped you through?
What specific support have you had for
working with International students?
What support services have you used and/or
what do you know about the support services?
Can you give some examples of when you
included your students’ cultural beliefs and
values in your learning and teaching practice?
If you were to pass on a ‘pearl of wisdom’
gained from your experience of learning and
teaching with international students, what
would it be?

4.2 Research Processes and Fieldwork

4.2.1 Ethical Research

In addition to carefully considered research methodologies and underpinning
philosophies, ethics approval was gained from the tertiary institute’s Human Ethics
Committee. Ethical issues such as informed consent, rights to decline, and issues
of confidentiality and anonymity were taken into account. Information sheets and
consent forms were provided for students and staff, and written consent was obtained
prior to undertaking research conversations.

4.2.2 Participant

The seven female and five male students, aged from early 20 to late 40s, were from
India, Philippines, Nepal and Eastern Europe and enrolled in graduate or postgrad-
uate qualifications across four faculties. The three female and seven male lecturers
taught in undergraduate, graduate or postgraduate programs across three faculties.
All were New Zealand residents or citizens and this ethnically diverse group com-
prisedmembers with countries of origin that included New Zealand, Asia, the United
Kingdom and Eastern Europe.
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4.2.3 Fieldwork

The research fieldwork was undertaken over one year, and the essence of the par-
ticipants’ stories worked their way back into stories within the field. As such the
researchers were not only the recipient of participants’ stories, but also part of these
stories. This was consistent with narrative inquiry approaches (Connelly & Clan-
dinin, 2006), and seeking and analysing participants’ narratives of experiences was
both a research method and a process of meaning making. Most notably, as the
researchers reflected on the students’ stories of experiences this impacted their own
teaching approaches, especially in terms of building international students’ sense
of belonging. Thus, as the next ‘generation’ of students arrived, the stories of their
predecessors prompted pedagogical changes in teacher-learner interactions. These
changes, as experienced by the new students became the next part of the narrative
and carried forward into the research space.

Alongside these living and evolving stories of experiences were those of the
teacher-participants. Their stories were somewhat more static, in that they were not
familiar or immersed in the student-participants’ narratives of experience. However,
academic staff provided insights into the connections and disconnections between
their own and the students’ stories of experience.

The sense of being part of the research, rather than being researched upon, was
essential to fundamental precepts of kaupapaMāori as participants’ own voices were
legitimised in the research and they participated in kōrero that acknowledged their
shared and unique stories and viewpoints. The research participants arranged for a
mutually convenient time andplace tomeetwith a researcher.After an initial greeting,
each student-participant was asked what he/she enjoyed most about studying at the
tertiary institute. This question was asked first in order to connect with the here-
and-now and set the scene for prompts to follow, which invited discussion about
past experiences, and future projections or aspirations. The sense of their personal
stories having temporal dimensions,was in keepingwith narrative inquiry approaches
(Clandinin & Connelly, 2000).

4.2.4 Data Analysis

Each response was transcribed and checked by the relevant interviewer against their
audio files. Participants were also invited to verify the transcripts. Members of the
research team met on several occasions, to critically discuss the emerging themes
from individuals and across the sample, and how these might be grouped under main
themes and subthemes. In many cases respondents’ answers to specific questions
provided insights into several aspects of their experiences. The prompt regarding
the passing on of advice to other teachers or students, provided insights into recom-
mendations from staff for working with international students and for prospective
students. A full research report was provided to the ITP, and made available for
participants to view.
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5 Participants’ Stories of Experiences: Challenges,
Satisfactions and Advice

Adults orientation to learning tends to be life-centred and related to real-life situa-
tion. It was not surprising, therefore, that significant research themes were related to
international students’ social and emotional journeys as students. When asked what
they enjoyed and their struggles, their comments provided insights into their aca-
demic adjustments and challenges. Some of these themes are now discussed. This is
followed by indications of students’ satisfaction, academic challenges as identified
by lecturers, and advice for those teaching international students.

5.1 Academic Adjustments and Challenges for Students

International students reported experiencing anumber of academic adjustment issues,
including understanding what was required of them in terms of participation in
learning. While all of the students had completed at least one degree in their home
countries, they were relatively unfamiliar with New Zealand education systems and
student-centred learning approaches and expectations. Depending on their homeland
practices, students had limited experience of academic writing, referencing and sum-
mative assessment based onwritten assignments. One lecturer reported, “I remember
the look on their faces when [students] said, “So you mean you want our words, and
not the book’s words?” And that was enormously important to me because it taught
me that they…didn’t understand what I was wanting and the way that I had explained
it had not helped them.”

Therefore, from cultural perspectives, these approaches required some adjust-
ment by students as they were expected to participate in problem-solving, inquiry-
based learning, critical discussions and submit written assignments. The discon-
nection between international students’ previous educational experiences and what
was expected in the ‘Western’ tertiary settings, has been observed in other research
with international students inNewZealand (e.g., Li, 2016; Ryan et al., 2019; Skyrme,
2007; Zhiheng&Brunton, 2007) and elsewhere (e.g., Allen, 2018; Glass et al., 2015;
Leaf Zhang, 2018; Wang, 2009; Wolf & Linh, 2019; Zhu & Bresnahan, 2018). Thus,
our local research confirmed that lecturers needed tobe aware of these disconnections,
and provide appropriate additional support for international students.

While English was a language of instruction in some home countries, for all stu-
dents it was a second language. In the New Zealand tutorials, students were expected
to process complex ideas and interact with others, to clarify ideas and work on
group tasks. While students sometimes self-selected homogeneous cultural group-
ings, which allowed discussions in their first languages, the readings, reporting back
and instructions were in English. What complicated matters for many students, was
the struggles they had in understanding the New Zealand ‘Kiwi’ accent. Given that
many student-centred learning experiences required students to follow instructions
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for task engagement, group work and critical discussions, this adjustment impacted
strongly on some students in terms for their confidence levels and verbal contribu-
tions. This resulted in reticence to communicate verbally and some students reported
having to consciously muster their confidence to speak in English. Verbal interac-
tions were essential in students’ acclimation to their host nation, in their academic
and day-to-day lives. Yet, students reported that they were reluctant to engage with
lecturers, and with locals, which was also noted in other research (e.g., Wolf & Linh,
2019).

All students reported that their decision to study in New Zealand was a significant
one, which would enhance their life experiences, and that of their families. However,
many students and/or their spouses needed part-time work to support their living and
study expenses. Some students without additional family support, reluctantly relied
on their families in their home countries to support them, until they were able to find
employment. With these pressures, the dynamics of finding jobs, being employed
andmeeting full-time study requirements, featured strongly as struggles for students.
It was evident that, for many international students, the challenges of academic life
intermeshed with everyday living challenges.

For several students their downward change of social, professional and/or aca-
demic status, affected their sense of self. For example, one older student, who had
a respected professional career in India, expressed shame about describing her cur-
rent employment to her family. Given that most students were previously regarded
as highly performing students, including high ranking academic positions in ter-
tiary institutes, it was personally, professionally and academically confronting to
struggle with new teaching and learning approaches, localised English and low
status employment. All of these factors potentially impacted students’ emotional
readiness to engage in active-learning experiences, including group discussions and
self-directed learning.

In addition, international students were often separated from their families for
part or all of their studentship in New Zealand, and some spoke of their isolation and
loneliness. For instance, one person spoke of crying at home while struggling with
assignments. Perhaps reflecting the difficulty some experienced in understanding the
NewZealand accent, or the need todiminish isolation, another participant commented
that he/she would have preferred to have learning support as part of a group rather
than individually. So,while studentswere in peer-groups in the learning environment,
they had not necessarily created friendships within local communities that helped to
support them outside of the educational environments.

5.2 Indications of Students’ Satisfaction

Despite challenges faced by students there were strong indications of student satis-
faction. Positive comments were made about how their postgraduate studies could
be applied to their various professional fields, and some students appreciated their
development as critical thinkers. Many students liked the combination of practical
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and theory-based learning and easy access to facilities and support systems. They
regarded the range of culturally diverse lecturers as a positive feature of their expe-
riences. These responses aligned with principles of effective adult education as the
students found the learning relevant, well supported and their learning experiences
also expanded other skills, such as critical reflection.

Other indicators of students’ positive experiences included the respectful relation-
ships that developed between students and lecturers. Also, students felt they were
treated as adults, with courtesy, valued as individuals and their prior knowledge was
valued. As noted in other research, relationships between students and lecturers are
crucial in the ways international students experiences tertiary education (O’Meara
et al., 2013). Students expressed satisfaction with active-learning approaches, where
they learnt through having practical experiences. This encompassed using e-services
and computers and developing skills through technology-enhanced learning experi-
ences. Many students valued their easy access to their lecturers for academic help,
and with whom they could safely share their feelings and emotions.

Thus, when students were asked about what they enjoyed and what struggles
they had, their comments provided continued support for their tertiary institute’s
commitment to internationalisation and sound adult-learning theory and practices.
The active-learning approaches, while challenging, were recognised by students as
valuable and their positive relationships with lecturers provided some level of safety.

5.3 Academic Adjustments—Challenges Reported
by Lecturers

The International students’ adjustment to learner-centred education was one of the
challenges faced by teaching staff. Some noted that students’ prior non-engagement
with student-centred learning methods, led to an inability, or unwillingness by some
to participate in group work and discussions. Students’ prior experiences of assess-
ment systems and criteria for success, which may have been based almost entirely
on examinations, impacted on their ability to produce assignments with critical, ref-
erenced writing. This situation was of concern for staff and students. In addition,
marking of assignments written by students with English as second language was
challenging. One lecturer expressed concerns about the authenticity and reliability
of student results when students received extensive external support, and therefore,
the integrity and credibility of themselves, as markers, and the institution.

Recognising the challenges associated with marking, teaching international stu-
dents, and supporting engagement in learner-centred activities, some staff suggested
that intercultural professional development training should be provided, and one lec-
turer had found books on teaching international students useful (e.g. Carroll & Ryan,
2005). Some lecturers, who had qualifications in adult teaching, noted the value in
utilising andragogical approaches to facilitate students’ active-learning engagement.
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5.4 Staff Advice to Those Teaching International
Students—Recommendations from the Field

Apart from recommending on-going professional development and reading, lecturers
had a variety of suggestions for those who taught international students. Seven key
themes emerged as follows.

Firstly, teachers needed to actively support students’ adjustment to NewZealand’s
academic and sociocultural environments. Some suggested beginning courses slowly
and initially focusing on students’ acculturation rather than new learning. In addition,
one person said it was important to help the students to feel “confident in learning,
confident in their abilities and their reason for being here.” Several lecturers com-
mented on using group work to support international students’ adjustments, with one
suggestion being to mix domestic and international students to support adjustment
and confidence to interact with locals. This suggestion acknowledged the impor-
tance of building students’ communication skills and confidence levels, which were
applicable to wider contexts.

The second themewas around expectations. Some recommended that lecturers set
clear and explicit expectations of student conduct and academic requirements. Others
noted that lecturers must be good role models by, for example, always being on time.
It was felt that lecturers should provide clear expectations about assessments and
clearly explain every point of the assignments. Lastly, one lecturer suggested having
realistic expectations of students and not to expect “fifty students to all become
critical thinkers in one month.”

Encouraging positive interactions between students constituted the third theme.
Most suggested forming learning groups that encouraged meaningful interactions.
Suggestions for grouping included forming heterogeneous groups of domestic or
international students, or mixed international intercultural groups, or small self-
selected groups, which were likely to be culturally homogeneous and provide on-
going networks of support. Rather than letting the bonds develop naturally, one
person recommended having team games to help build positive relationships.

The fourth theme related to effective teaching strategies and approaches. It was
expressed that lecturers should be purposeful in their approaches, aware of their
teaching strategies, and be prepared to change as students adjusted to learner-centred
approaches. Also, with many students having English as a second language, teachers
may have to talk slowly, vary their vocabulary, and assist students to understand learn-
ing resources, such as academic readings. The recommendation to slow down and
“allow international students more time to formulate their thoughts before speaking”
was also noted by Wolf and Linh (2019, p. 222).

Other suggestions related to teaching approaches focused more on the students’
roles. It was generally expressed that all students should be prepared to actively par-
ticipate in tutorials and one lecturer recommended randomly allocating each student
a question associated with an upcoming reading so all were prepared to answer a
question, if called upon. The lecturer believed that this would motivate all students to
be prepared. At the time of the interview, this technique was relatively new, and the
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lecturer had yet gauged its effectiveness or impact on students’ self-directed learning
or participation. Two lecturers noted the value of ‘ako’ where students were also
teachers: One suggested asking knowledgeable students to explain concepts to other
students in their first language and to represent their views in English discussion.
Another lecturer encouraged a groupmember with good English and communication
skills to share messages between their group and the lecturer.

Effective assessment procedures featured as a theme, with three suggestions.
Firstly, assignments should suit learners’ needs, be interesting and fun; and sec-
ondly, there should be an early assessment point to access students’ understanding
and assess prior knowledge, and to provide appropriate feedback to guide their self-
directed learning. Lastly, it was necessary to go through every point of the assessment
tasks and requirements until learners understood.

The final theme, which permeated most teachers’ replies, was the need for pos-
itive and respectful attitudes towards working with international students. Sugges-
tions included, acknowledging students as individuals, showing each person respect,
listening to them, asking questions and always honouring their presence. It was men-
tioned that it was important to enjoy your teaching and to let this show through as
this was likely to promote students’ enjoyment of learning. Several people noted the
importance of knowing the students and explicitly linking current learning with stu-
dents’ prior knowledge and experiences. One lecturer, who themselves had English
as a second language, commented that in deciding how to respond to students’ issues
one should “imagine what you would need if you were an international student.” As
such, empathy underpinned interactions with students.

Thus, through their responses in theTauawhitia research thosewho taught interna-
tional students demonstrated values associated with awhi, showing care and support,
and encouraged notions of ako, where students and lecturers where in dynamic and
dual roles of being teachers and learners. The important roles that lecturers played
in the quality of international students’ educational experiences were acknowledged
by all participants.

6 Implications for Teaching and Learning

Weaving together the narrative threads of international students and lecturers kōrero,
it is apparent that students face adjustment issues and that lecturers are aware of
these and mitigate these through various strategies. The seven themes that emerged
from lecturers’ advice resonates with some recommendations in other research. For
example, the value of promoting interactions between students, between domes-
tic and international student and between students and lecturers is vital for effective
learn-centred education, andGlass et al. (2015, p. 363) note that “inclusive classroom
practices and professors’ intercultural competence play a critical role in creating a
positive campus climate for international students.” Likewise, Allen (2018) recog-
nises the importance of “Intercultural education” and actively embracingmultiplicity
of perspectives and acceptance of difference that “allows each person respectful and
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equal recognition, an imperative for students to feel that their cultural identities are
acknowledged” (p. 267).

In terms of enhancing students and teachers’ classroom experiences, it became
clear that teachers need to consciously plan for student success and participation
in learner-centred education. This planning can be enhanced by taking into account
the special nature of teaching adults and relating this specifically to international
students. Firstly, each international student needs to understand how the learning is
relevant to him/her; secondly, as adult learners, they need to be seen by others as
capable of self-direction and, given their previously academic success that underpins
postgraduate entry, this is vital for their sense of belonging and well-being. A third
point is that each international student brings a wealth of prior knowledge, and
their intercultural experiences and multiple social and cultural perspectives, can be
drawn upon to make learning meaningful and interesting for all. Fourthly, adults’
orientation to learning is life-centred and related to real-life situations—therefore the
learning must be meaningful and useful to them, building on past experiences and
with a view of future aspirations. Lastly, adult learners tend to be more motivated by
intrinsic rewards, rather than external motivators. For international students, being
in their host country is part of their motivation to engage in higher education, and
how they experience international education socially and culturally is integral to their
motivation to learn, their self-esteem, quality of life and well-being.

Making learning relevant can be challenging when international students come
from diverse backgrounds and professions. However, providing real and simulated
experiences can help students discover gaps between what they currently knew and
what they needed to know. This can be effective in assisting students to see the
relevance of the learning experiences, and at the same time encourage them to take
responsibility for their own self-directed learning.

Connecting international students’ learning experiences to authentic contexts can
be motivating, but some students may require extra support in adjusting to new
ways of working and interacting. Considering that adult learners have a wealth of
experiences, we could ask them to work in groups and propose authentic contexts
for their own inquiry-based learning. Also, considering when skills and knowledge
are most needed by the students, would assist in introducing new concepts and ways
of working in a controlled manner. For example, if teaching oral communication
skills, contact could be made with local employers and discussions had about the
ways an adult might communicate orally when approaching managers or attending
interviews.

Teachers should always be respectful of challenges faced by all students, build on
their existing skills and encourage and model critical reflective practices. Being and
having positive role models is important for the integrity of a safe and supportive
learning environment, and also in terms of helping students to adjust to new cultural
ways of being. As noted in other New Zealand-based research, tertiary staff should
“respect and value the diverse cultural and religious backgrounds and perspectives of
students, and insist that respect of this kind governs students’ interaction with each
other” (Zhang & Zhang, 2017, p. 1514). In addition, respect between learners can be
fostered, when learning experiences utilise and build students’ skills in sharing and
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peer-support. This promotes respect for diversity and inclusion, and assists teachers
to access and build on learners’ prior knowledge,which in turn promotes international
students’ fuller and meaningful engagement in their own learning.

Collectively, adult students have a wide range of life skills that can be called upon
to contribute to their community of learners. As such, group discussions on topics
relevant to the learning outcomes, that draw on the international students’ skill sets,
can promote authenticity and relevance. For example, simulation exercises, problem-
solving activities, case studies and peer-helping activities are ways for students to
share and expand their knowledge and skills. A note of caution—the sharing of prior
knowledge, which is learner-centred and enjoyed by students, should be starting
points and not endpoints. Teaching should to be informed by research and relevant
professional practice, and lecturers should thoughtfully introduce new and chal-
lenging tasks, information and skill requirements. These more challenging activities
contribute towards intrinsic rewards as adult learners develop new skills, and their
learning promotes connections with applicable research and professional practices.

Assessments are important and each assignment must be meaningful, linked
clearly to the learning outcomes and contribute towards students’ personal growth,
skills and understandings. Lower level assessment processes, such as recall of facts,
figures and lecture notes, may lead to higher grades for some but contribute little to
skills and attitudes that lead to intrinsic rewards, associated with personal and pro-
fessional growth. Assessments are central to quality tertiary education, and if student
enjoy their learning through these processes, then teachers are more likely to enjoy
their teaching. Also, care should be taken not to over-assess any program of learning,
as this may burden students and teachers and diminish engagement in non-assessed
learning experiences.

Lastly, while lecturers must be knowledgeable and skilled teachers, if they are
the ones doing most of the talking, explaining and transmitting of knowledge, then
little learning will take place. Effective teachers plan for success, they know and
value their learners and they involve their students in meaningful, active-learning
experiences. Good teachers do not need to demonstrate their superior knowledge—it
is the learnerswhomust construct understandings. Indeed, themost effective teachers
may be those who plan ‘behind the scenes’ and when the stage of learning is active,
they appear to be doing very little, while the students are doing all of the work.

Glossary

Ako To learn, teach, advise
Awhi Embrace and support one another
Kaupapa Māori Māori agenda, Māori approach, Māori ideology
Kōrero To talk, speak(verb); a discussion, narrative (noun)
ITP Institutes of Technology and Polytechnics
Māori Indigenous person of Aotearoa/New Zealand (For Māori terms (see Maori

dictionary website: https://maoridictionary.co.nz/))

https://maoridictionary.co.nz/
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Mana Prestige, spiritual power, authority (noun)
Pākehā New Zealander of European descent
Tauawhitia Related to Māori values of awhi, which means to embrace and support

one another; and also encapsulated the Māori notion of ako, or teaching and
learning as a fused and integrated process
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Chapter 5
Study Abroad Programs: Are They
an Effective Tool for Developing a Social
Justice Standpoint for Preservice
Teachers?

Marcelle Cacciattolo, Catherine Lang, and Gillian Kidman

No culture ever developed, bloomed and matured without
feeding on other cultures … reciprocal influences and
intermingling.
(Maria Vargas Llosa, 2010 Nobel Prize in Literature, as cited in
Zaidi et al., 2016, p. 1).

Abstract Overseas study abroad programs to Asia are funded by the Department of
Foreign Affairs and Trade (DFAT) and offered to Australian undergraduate students.
In this chapter we investigate the theme of social justice in teacher education pro-
grams through short-term internationalmobility programs. Research aims reported in
this chapter identify the benefits and challenges encountered by preservice teachers
when they participate in international study tours. Data findings draw attention to the
effects of international study tours on the development of intercultural competency
skills for preservice teachers. Preservice teachers articulated the benefit of exposure
to a pedagogy of discomfort and its connection to interculturality. In many cases
encountering a pedagogy of discomfort (Boler & Zembylas, 2003) created opportu-
nities for ‘mindshifts’ to occur for preservice teachers. This assisted their movement
from an ethnocentric standpoint to an ethnorelative standpoint (Bennett, 2004).
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1 Introduction

Since 2013, preservice teachers in Australia have regularly been invited to participate
in short-term mobility programs in Asia. These programs seek to deepen undergrad-
uate students’ knowledge of the Indio-Pacific region and are now funded by the
Department of Foreign Affairs and Trade through the New Colombo Plan (NCP).
An additional aim of the program is to provide studentswith opportunities inwhich to
see and experience theworld, inways thatwill enable greater appreciation and insight
of Asian cultures. In addition, establishing a heightened sense of cultural competency
is a necessary graduate skill needed to work effectively in a multicultural workforce
(Beutel & Tangen, 2018; Santoro & Major, 2012). For graduate teachers, who work
with culturally and linguistically diverse learners, being aware of their specialised
needs is important to the creation of inclusive classrooms (Florian, 2012).

This chapter provides insight into the personal and professional benefits for pre-
service teachers when they participate in short-term mobility programs (also known
as international professional experience and international study tours). It draws atten-
tion to the importance of ‘tensions’ often encountered by preservice teachers when
they are confronted with other ways of knowing and being (Hoare, 2013; Lang,
Cacciattolo, & Kidman, 2016). The chapter adds to the assertion that challenging
overseas experiences can provide leverage for the generation of an ethnorelative
mindset (Bennett, 1993, 2009). Moreover, the capacity to be reflexive and self-aware
during moments of ‘discomforting truths’ is a necessary precursor to the develop-
ment of intercultural competence. In the absence of an inward-looking critical lens,
missed opportunities for understanding and dissecting ethnocentric standpoints arise
(Cushner & Chang, 2015). Indeed, preservice teacher reflections presented in this
chapter provide insight into those qualities and attributes that contribute to trans-
formative mindshifts. The meaning of the term ‘mindshifts’ is taken from the work
of Julie Arnold (2015). In her Ph.D. work that traces mindshifts in 4th year Bach-
elor of Education preservice teachers, Arnold refers to those ‘Aha’ and ‘Lightbulb’
moments, ‘where understanding is reached and there comes a sense of recognising
the transition; often the process appears seamless, but it has great impact on the
learner’ (p. 1). In the case of this research, mindshifts are examined in response to
preservice teacher movement towards or away from intercultural competency.

2 Context

TheGlobal Education Program (GEP) began in 2013 inKuala Lumpur (KL) as an ini-
tiative that was partially funded by an Australia-Malaysian Institute grant. Since this
time there have been 15 iterations involving 418 Australian preservice teachers and
92 Malaysian schools and kindergartens across four states. 28 Australian academics
from across 6 universities have also been involved in the GEP. Preservice teachers are
placed in mixed-university, but single gender, self-contained hotel apartments. Their
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teaching experiences in Malaysian government schools are also in mixed university
groupings, with three or four preservice teachers allocated to each school. These
kinds of encounters broaden and build preservice teachers’ professional and per-
sonal networks (Fredrickson, 2004). Collaboration with mentor teachers and school
students on curriculum design and effective pedagogical approaches also helps to
scaffold and consolidate intercultural competency (Hains-Wesson &Appleby, 2017;
Knutson, Miller, & Gonzalez, 2016). Intercultural competency is a core attribute
central to the formation of socially just preservice teachers (Garmon, 2004; Gorski,
2009).

Accompanying academics involved in overseas study tour programs have many
roles and responsibilities (Lang, Cacciattolo, & Kidman, 2016; Kidman, Lang, &
Cacciattolo, 2017). Of great importance is a need to work productively and proac-
tively with their students in ways that encourage intercultural dialogue and respect
for cultural difference (Cushner & Chang, 2015; Nguyen, 2017). In the GEP pro-
gram, academics work with preservice teachers in ways that extend their inter-
cultural competency understandings and skills. They visit pre-service teachers in
their schools over the duration of the professional placement and provide culturally
appropriate academic guidance where necessary. Preservice teachers generally find
that the crowded and under-resourced multi-lingual environments are often a chal-
lenge. Teaching large class sizes, exposure to corporal punishment and cross-cultural
communication barriers can also cause distress. If left unresolved or unsupported,
these kinds of experiences can lead to overwhelming feelings of anxiety. The aca-
demics abroad work hard to address issues and discomforting emotions as they arise.
Weekly group meetings provide opportunities for debriefing, action planning and
inter-cultural dialogue. Preservice teachers also reflect on their experiences, through
journal writing that closely examines mindsets that hinder or encourage social justice
preservice teacher dispositions.

3 Literature Review

The personal and professional benefits of short-term mobility programs are well
documented in the literature (Addleman et al., 2014; Barkhuizen & Feryok, 2006;
Brindley, Quinn, & Morton, 2009; Santoro, 2014; Root & Ngampornchai, 2013).
Brown (2009) asserts that ‘exposure to a new culture has transformative potential’ in
so far as its ability to ‘increase cross-cultural understanding’ (p. 504). Experiencing
different cultural contexts can also enrich and expand global perspectives and tran-
scultural mindsets (Hol, 2016; Lee, 2011). For preservice teachers, participating in
international school placements can add to the ‘incorporation of a global dimension
to their teaching’ (Heyl &McCarthy, 2003, p. 3). This can result in the establishment
of culturally responsive teaching practices that best serve the needs of multi-cultural
learners (Santoro, 2014). All these elements help to craft and nurture professional
teacher identities for preservice teachers entering into the profession (Chinnapan,
McKenzie, & Fitzsimmons, 2014; Northcote et al., 2014).
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Intercultural competency is intrinsically linked to social justice; one cannot exist
without the other. Being able to express empathy across cultures for example is a nec-
essary character trait needed to combat prejudice, racism and hegemonic discourses
(Calloway-Thomas, Arasaratnam-Smith, & Deardorff, 2017; Zhu, 2011). Similarly,
an ability to appreciate and understand all cultural perspectives, the act of privileg-
ing all voices, is a moral and ethical stance against forces that silence others. When
individuals choose not to stereotype or marginalise one cultural group above another,
they are sensitive of the nuanced ways in which people from distinct cultures think
and behave (Cushner & Mahon, 2009). Jackson (2015) also recognises that not all
international study tours have a positive effect on students who may return home,
‘more ethnocentric and less willing to interact with people who have a different lin-
guistic and cultural background’ (p. 92). Intercultural understanding and competence
therefore require cognitions and behaviours that embody particular mindsets, hearts
sets and skill sets (Guo, 2013; Pusch, 2009). In linking this back to preservice teach-
ers and international study tours, being cognisant of personal attitudes that generate
negative cultural stereotypes, is the first step to addressing ethnocentric position-
alities. International study tours can therefore provide opportunities for preservice
teachers to self-reflect on behaviours and thought patterns that seek to marginalize,
undermine or delegitimize alternative cultural beliefs and values (Beutel & Tangen,
2018).

Bennett’s (1993) developmental continuum of intercultural sensitivity draws
attention to the different ways in which individuals respond to cultural difference.
Bennett outlines six distinct phases that an individual must pass through in order to
become interculturally sensitive. The six stages are listed below (Fig. 1).

The ethnocentric stage is where an individual believes that his or her culture is
superior to others. In this head space, individuals are more likely to display a lack
of tolerance or respect for people or groups of people who share different cultural
beliefs. As seen in the diagram above, denial, defence and minimisation are core
features that make up the ethnocentric mindset. Injustice, xenophobia, social bias,
prejudice and racism are common outcomes (Bizumic, 2015; Maeder & Yamamoto,
2015). In contrast, ethnorelativism is a state of thinking and feeling that embraces and
appreciates ‘otherness’ in culturally sensitive ways. Bennett makes the point that ‘as
individuals move through the continuum there is an increase of cultural awareness,
understanding and adjustment’ (p. 22). Bennett (1993) notes that progression from
the ethnocentric stage to the ethnorelative stage requires a reframing of one’s cultural
conditioning. It also involves the ability to critique and question internal dialogue
that is exclusionary. Bennett’s continuum of intercultural sensitivity is used in this

Denial Defence Minimisation Acceptance Adaptation Integration

Ethnocentrism Ethnorelativism

Fig. 1 Bennett’s continuum of intercultural sensitivity (source modified from Wurzel, 2004)
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chapter to make sense of and to explore preservice teacher intercultural mindshifts
that occur during their time on the GEP study tour.

The embodiment of a state of anxiety and distress when individuals step outside
of their comfort zone is examined closely in this chapter. The writers build on and
advance Boler’s (1999) notion of a ‘pedagogy of discomfort’. They do this by explor-
ing moments of cultural tensions faced by preservice teachers when they participate
in international study tours. Of particular importance is how preservice teachers
navigate themselves through incidents of intercultural discontent. Boler and Zem-
bylas’ (2003) reflections on ‘discomforting truths’ draw our attention to moments
of ‘numbness’ and ‘powerlessness’ that often occurs when we are immersed in a
different cultural context. In this state of play, tension can arise for the individual
when there is a collision between different worlds. Unable to negotiate the fluidity
of both worlds, the individual can be quick to adopt a deficit gaze. When this occurs,
an ethnocentric shield rises fuelling actions of prejudice and racism.

When subjective realities are destabilised a vulnerable self soon emerges. Expo-
sure to different customs and cultural beliefs can lead to feelings of instability and
judgement. This is especially the case when cultural difference is viewed though a
deficit lens. Seeing other lived worlds as inferior and substandard to one’s own can
result in interactions with people that are offensive. Boler and Zembyla (2003) draw
our attention to how teachers can use these encounters as openings for examining
hidden truths. This is the space where social and cultural transformation is most
likely to occur and where shifts to an ethnorelative mindset can evolve. Investigating
the impact of intercultural emotional upheaval while on international study tours is
the first step to unpacking elements of social justice in teacher education programs.

4 Research Approach

As this research project was concerned with capturing the inter-cultural mindshifts
that occurred for preservice teachers on the GEP study tour and their perceptions
of this process, an interpretivist paradigm was chosen. An interpretivist paradigm is
a qualitative research approach that investigates subjective viewpoints (Bradshaw,
Atkinson, & Doody, 2017; Vande Berge, Paige & Lou, 2012). Interpretivism is asso-
ciated with research that seeks to understand how individuals construct meaning of
their lived realities (Leitch, Hill, & Harrison, 2010; Crotty, 1998). An interpretivist
methodology also aims to understand how historical, cultural, political and structural
forces help shape human experiences (Thanh & Thanh, 2015). Dean (2018) notes
that interpretivism is distinct from quantitative research in that it does not focus on
finding the answers to objectified truths. Moreover, an interpretivist research agenda
is not typically bound by the need to measure causal variables so as to generate sta-
tistical data. Instead people’s voices, feelings and perceptions are valued. Through
inductive reasoning, multiple truths and realties are identified and brought to the
surface. What it means to be human, in the midst of varied positionalities, is at the
heart of an Interpretivist methodology (Erlingsson & Brysiewicz, 2012).



80 M. Cacciattolo et al.

4.1 Malaysian School Context

The data findings presented in this chapter relate to the different cultural experiences
encountered by the preservice teachers during their school placement. Preservice
teacherswere placed in a range of primary and secondary schools inKL.The religious
denominations of these schools varied with some being Christian whilst others were
Islamic or non-denominational. There was also one international school in the mix
that had a pre-existing partnership with one of the universities.

School sites were located in different parts of KL. This meant that some preser-
vice teachers could walk to their schools while others had to rely on public trans-
port or taxis. It was not uncommon for some preservice teachers to have to leave
their hotels at 5.30 am. This is because schools in Malaysia typically commence
at 7.30 am and finish between 12.30–1 pm. Some preservice teachers participated
in extra-curricular activities after school which meant that their school day did not
finish until 3–4 pm. With such early starts and long days, preservice teachers also
had to plan for their classes for the next day, participate in GEP debriefing sessions,
attend organised cultural activities and participate in EFL (English as a Foreign Lan-
guage) professional development sessions. Some preservice teachers were invited to
traditional Malaysian weddings and to dinners at the homes of their mentor teachers.
There were also cultural exchange programs with a local Malaysian University that
allowed for intercultural dialogue between staff and students.

4.2 Data Collection Tools

The data was collected in 2015 during one of the GEP study tour iterations. Three
universities participated during this time. This study tour cohort was made up of 27
preservice teachers (22 females and 5 males). During the pre-departure meetings, all
preservice teachers were invited to participate in the study. They were also advised
that their participation was voluntary and that their identities would be de-identified.
The participants came from a range of socio-economic backgrounds andwere largely
under the age of 28 years. This is because the NCP grant will only fund 3% of
undergraduate students who are over the age of 28 years.

Consent was obtained by each of the authors from their host institution’s ethics
committee. The data collected consisted of several elements. In particular the authors
focused on the following processes:

In the Moment Reflective Journaling Preservice teachers were required to keep
daily reflective journals and participate in weekly discussion groups held every Tues-
day while inMalaysia. They were encouraged through prompts and guided questions
to engage in a process of reflexive practice as they attempted tomake sense of the ten-
sions faced during the Global Education Practicum. Building on the seminal work of
Loughran (2016), they were encouraged to share key incidents in an attempt to better
understand their practice. Listening to different interpretations of teaching moments
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enabled each of them to consider and draw attention to hidden assumptions that
influenced their own interpretation of events and incidents.

Return to Experience The base of all learning is the lived experience and the ability
to return to this experience allows for further reflection. The preservice teachers
were required to submit a final assessment task within one month of returning to
the university. These were presented as journals demonstrating how the experience
affected pedagogical learning as well as personal growth. This chapter relied upon
these journals to give an account of the events as they unfolded. The emphasis was
on recalling the events in a form that enabled them to be revisited.

The Re-evaluation of Experiences In this project the re-evaluation of experiences
was conducted by the authors. The process of re-evaluation included relating new
information to the known information, where relationships and patterns were sought.
Bennett’s continuum (1993) guided the analysis of the preservice teachers’ final
reflections, presentations and focus group discussions and informed the data analysis
processes as detailed in the next section of the chapter.

4.3 Data Analysis

Thematic analysis is typically favoured in qualitative research and helps researchers
to identify patterns in the data collected. A process of thematic coding was used to
analyse preservice teacher data (Creswell, 2013; Ryan & Bernard, 2003). Braun and
Clarke (2006) identify 6 stages that are involved in thematic coding. These include,
familiarising yourself with the data, generating initial codes, searching for themes,
reviewing themes, defining and naming themes and producing the report. Modelling
on Braun and Clarke’s thematic analysis stages, the researchers met to discuss the
best way forward in analysing their data. They did this by meeting regularly to
discuss emergent themes. During this time, they shared key quotes and examples
of ‘mindshifts’ that became visible in their students’ work. One author used the
NVivo software tool (Richards, 2005) and developed coded nodes associated with
the preservice teacher experiences in schools and the wider environment. Nodes
created were named: Culture, Diversity, Challenge, Personal Challenge and Growth.
Another author came up with the coded themes, Reflective Practitioner, Developing
an Activist Mindset and Partnerships. The data were then searched to identify cases
and comments where preservice teachers reflected on social justice issues.

Datawere grouped under general headings as follows,with examples of preservice
teachers’ comments that guided the thematic approach:
Culture:Anything related to different social-cultural and religious activities andprac-
tices in the classroom or the school. This can relate to students, parents or teachers,
such as:

The culture of the school was quite powerful… There are very high levels of respect paid
to adults from the students and the students are very well behaved and well mannered. The
generosity of everyone at the school was just incredible.
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Diversity: In teaching this often applies to catering for differences in student learning
and abilities in the classroom, such as:

I was just taken back by how there was absolutely no catering for differentiated needs… I
mean this in the sense that there was (sic) large class sizes, you were given the information
and if you (the student) did not get it you would need to find your own way to catch up.
There was no group work or much time for discussion.

Challenge: In respect to how the preservice teachers felt in their professional roles
and how they managed it (adjusted):

For my English class …. I asked the students to write me a creative piece of writing about
what they think may happen in the book. This task turned out to be much harder for the
students than I had anticipated. After the first lesson I learnt that the students were not used
to having creative freedom in the classroom and were too scared to make a mistake. This
made me go back after the lesson and reconstruct the lesson.

Personal Challenge: Any change or adjustment or personal challenge mentioned by
the preservice teachers, such as:

Before going into the classroom everybody would remind us to speak slow and clear which
I thought I was doing however I did have my mentor ask me at the end of my first lesson
“what type of English do you speak?”

Growth: Comments related to personal ‘mindshifts’, such as:

This experience has opened my eyes to many new values and ways to teach. The ways that
the teachers taught and the students behaviours that I think I would like to adopt into my
classroom and then there were things that I experienced that made me question and realise
again why I want to be a teacher and what kind of teacher I want to be.

Reflective Practitioner: Insights discussed by preservice teachers that involved
reflection in and on action, such as:

It is important as a pre-service teacher to reflect on every class you teach or observe. I find
myself reflecting on what went well and how could I improve on what didn’t go so well.

Developing an Activist Mindset: Preservice teacher reflections that demonstrated a
desire to embrace and address social justice issues, such as:

The reason I decided to write about the teaching style of this Chinese school is because I
think it is unfairly stereotyped. The teachers know the students better than we do yet we
still see ourselves as superior to them just because it is an Asian country. The way we teach
in Australia is very innovative but that’s because the students know how to respond to it.
The teaching in Malaysia is a different type of innovative but it still works and they are still
learning regardless of what we believe.

Partnerships: Preservice teacher understandings of the need for collaboration and
respectful dialogue when working with school stakeholders, such as;

As we live in a dynamic world it is essential for every teacher/pre-service teacher to have
an understanding of how to teach globally. There are things we may not agree with in the
schools but we have to see it as a learning experience



5 Study Abroad Programs: Are They an Effective Tool … 83

One author immersed herself in the reading and re-reading of journals formeaning
to determine emerging themes. Another author used critical incident analysis and
reflective practice to identify the underlying issues that provoked strong feelings in
preservice teachers about their particular teaching situations.

The next section provides evidence of what the preservice teachers communicated
around their perceptions of intercultural competency. At least one third commented
on having an intercultural ‘mindshift’ in their understanding of social justice and the
need to add this awareness to their teaching practices in Australia.

5 Data Findings

Four main data themes are presented in this chapter that demonstrate intercul-
tural ‘mindshifts’ and highlight a growth of social justice awareness for preservice
teachers. The four themes are noted below:

• Preservice teacher movement from an ethnocentric to an ethnorelative mindset
• Social Justice and the Reflective Practitioner
• Developing an Activist Mindset
• Partnerships.

In presenting these findings four subsections have been generated to demonstrate
intercultural ‘mindshifts’ and preservice teacher growth of social justice awareness.
The final section draws our attention to how preservice teachers demonstrated an
activist mindset through engaging in reflection on and in action (Schon, 1996). It
also highlights the role of school partnerships in generating effective inter-cultural
dialogue between preservice teachers and Malaysian school stakeholders.

5.1 Preservice Teacher Movement from an Ethnocentric
to an Ethnorelative Mindset

Overwhelmingly the data drew attention to preservice teacher movement that aligned
with Bennett’s intercultural sensitivity continuum (1993). Stages of acceptance of
difference, adaptation to this difference and then integration of the difference was
reported in preservice teacher reflections. The following excerpt from Jenny’s journal
demonstrates how she has moved to an open and flexible mindset and realises that
is important for professional growth:

From what I have observed and learnt over the placement days I now understand the impor-
tance of creating a ‘universal’ classroom. Creating equal opportunities for every student once
they step inside the classroom. Ensuring as a teacher that there is open communication on all
levels, and that every student feels they can participate within their own, and others’ learning
process… The sharing of cultures and in cultural experiences can be extremely rewarding,
interesting and create a sense of approachability between student and teacher. (Jenny)
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Brenda also reflected that disagreement is also fine, and demonstrates a self-
awareness to be open to this in the future:

I think we often get so caught up in our world that we forget how different others may be.
We forget that not everybody agrees with the things we find to be second nature to us as we
have always lived by our own rules. When somebody questions me it may not be because of
disagreement but instead they may actually need help or reassurance. With saying that, their
questioning may be of disagreement and that too is fine….I hope that by having an open
mind, my students will too have an open mind and a curiosity about how other people on
this same earth can live so differently or so similar to ourselves. (Brenda)

In each of the above comments we can see that the preservice teachers are aware
that they have had a ‘mindshift’ that could contribute to their teaching skillset when
they return to Australia. The experience of this teaching placement is recognised as
having an ongoing impact on their identity as teachers. There is also an awareness
that the Australian way of doing things is not always accepted as the best:

This practicum has really given me so much that I can take on with me in the classroom. It
has allowed me to have an open mind about learning techniques and keeping in mind that
not all cultures have the same beliefs and values as myself or of the Australian curriculum.
(Denise)

5.2 Social Justice and the Reflexive Practitioner

Too often teachers make assumptions about learning and its connection to materi-
alistic wealth. When working with students who experience social and economic
disadvantage, judgements are frequently made about a student’s ability to meet the
demands of schooling (Norman, 2016). Low teacher expectations can also emerge
when students are perceived as lacking the cultural capital needed for academic
success. As Dantas (2007, p. 78) explains,

… the challenge resides in the damaging impact of deficit beliefs and stereotypes about
what counts as learning […] combined with the invisibility and disconnect of what diverse
students bring as funds of knowledge in classroom assessment and instructional practices.

With the adoption of a deficit teacher lens, marginalised students can be labelled
in ways that seek to disadvantage them even further. This is especially the case
when a teacher’s positionality embodies an ethnocentric mindset (Lang et al., 2016).
When working with learners from diverse cultures, preservice teachers may lack
a sensitivity surrounding culturally appropriate teaching and learning approaches.
Their interactions with students during practicum placements are influenced by their
values and beliefs as well as their social identities (Nawrocki, 2015). Exposure to
foreign teaching contexts can also bring to the surface taken for granted beliefs of
western superiority. We see this in the case of Chrissy below:

I wanted to experience a different culture, to improve my skills and meet new people. I didn’t
really set out to question and clarify my own culture, but that is what I found I was doing
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after only a few days … I have learnt that possessions are not synonymous with capacity.
The boys in my science classes have very little, but that does not necessarily mean they have
any less to offer… I cannot wait to return home with a new outlook, not just on my teaching,
but also a new perspective about the world. (Chrissy)

Chrissy’s narrative draws our attention to an intercultural ‘mindshift’ that occurs
during her international study tour. In her encounter with Malaysian students she
experiences a moment of self-realisation a necessary precursor to self-actualization
(Maslow, 1943). We see this when she questions her inner beliefs tied to wealth,
privilege and success. She soon understands that happiness and wealth is a social
and cultural construct that is not generalizable. Further, she comes to realise that a
lack of resources is not an indicator of an absence of human flourishing. For Chrissy,
this ‘mindshift’ demonstrates personal and transformative growth. She is committed
to remaining open to different cultural viewpoints when she returns to Australia. This
is an important quality for the socially just teacher who embraces cultural difference
in respectful and inclusive ways.

5.3 Developing an Activist Mindset

Embodying a social justice agenda is interlinked with the role of the activist teacher.
The activist teacher acts and thinks in ways that enable others to thrive. Part of
this agenda involves questioning those practices and structures that lead to unequal
positions of power (Darder et al., 2002). Disrupting and agitating oppressive forces
that silence and marginalise individuals or groups of people is central to this cause
(Freire, 2007). In the classroom, the activist teacher signifies a willingness to reveal
howcontrolling social forces perpetuate dominant viewpoints. Exclusionary teaching
and learning tactics that create barriers for learners to succeed are broken down and
exposed.

Addressing perceived schooling barriers required careful dialogue with preser-
vice teachers. Many reacted negatively to instances of corporal punishment. Gender
division in physical education classes was another issue that preservice teachers
discussed during debriefing sessions. Streaming classes according to academic abil-
ity, the treatment of students with additional needs and didactic mentor teaching
approaches were also topics that were commonly discussed. Many of these prac-
tices created discontent and scrutiny for preservice teachers. One preservice teacher
reflected on behavioural management in the following way:

Each country has its own way of managing both classroom and behavioural management. In
Australia we are encouraged to provide incentives and reward good behaviour as opposed
to punishing negative behaviour. We never use physical punishment and are encouraged
to not yell and single out a child in front of his/her peers. In the last week it has come to
my attention that classroom and behavioural management are dealt with a lot differently
in Malaysia. … While sitting in the staff room there have been multiple occasions where
students are brought into see the discipline teacher. The students are often scolded, asked to
stand facing a wall for a set period of time, they are smacked on their hands or head with
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a cane and are yelled at. I understand that each country has its own management plans, but
it has been hard having to witness this when it goes against everything that we have been
taught throughout our university course. (Denise)

Another preservice teacher below recognises that as a visitor in a school on a
short-term placement she had a lack of power. However, the confronting experience
of seeing a student being disciplined helped her to consider alternative ways in which
education can be delivered in other cultural contexts:

This [discipline practices] to me seemed like an incredibly unfair and unjustified and sick-
ening use of corporal punishment. This was the most confronting part of my placement to
date. I know there is nothing I can do to change this system, but through this I can develop
a greater understanding of how some people experience education. (Cherie)

Another preservice teacher commented on how the international placementmoved
her out of her comfort zone and created a ‘mindshift’ in her understanding of the
profession:

With the benefit of hindsight, I can see that this placement was exactly what I needed for
my learning. Most importantly being out of my comfort zone has really helped me with my
learning and I found myself loving teaching… I gained a more global perspective about the
plight of the people I came in contact with and the different cultures offered me tremendous
ability to identify with people outside of my own comfort zone. (Donna)

The experiences narrated above tell us that movement towards the adoption of
an ethnorelative lens is often difficult and discomforting; it requires a disciplined
mindset that is open to critiquing taken for granted assumptions of heteronormative
cultural domains.

5.4 Partnerships

An additional theme to emerge is the role of study tours in extending professional
partnerships for both staff and students. Engaging in international practicum involves
working in professional networks with mentor teachers and school stakeholders.
Some preservice teachers were required to complete an Applied Curriculum Project
(ACP) that contributed something new to the school. Some of these extra-curricular
activities involved hosting professional development sessions for thementor teachers
on a range of topics that were negotiated by school teams. Other preservice teachers
led and developed school concerts that involved cultural dances and songs. A com-
mon project task was the development of units of work that favoured both Bahasa
and English. Planning, implementing and evaluating these units involved careful dis-
cussion with mentor teachers and English language co-ordinators. This led to delib-
erations around effective EFL pedagogies, inquiry-based models of teaching and
culturally appropriate resources that could be implemented for each lesson. Working
collaboratively in teams also involved working respectfully with mentor teachers to
understand improvements that needed to be made.
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The ability to manage constructive critical feedback is important to preservice
teacher growth. Too often preservice teachers take a negative view of constructive
peer and mentor feedback. Preservice teachers who are able to move beyond this
discomfort to a space of inner reflection and conscious self-assessment are more
likely to encounter professional growth. We see this in Sally’s journal entry below:

I believe the proof of this personal progression can be seen in the reflection and feedback of
both my own criticism and those of my peers and mentors. In these reflections mentioned in
my lesson plans, you can see progress and suggestions that show a growing understanding
for my circumstances

I believe this extreme situation has given me skills to better my practice in a classroom that
may have one or two EAL students, or perhaps even an English speaking student that does
not understand what was assumed to be an easy task. This situation and experience has given
me…more patience and understanding for students that do not understand what their teacher
is saying. (Sally)

Sally’s engagement with a professional team allowed her to consider areas of
her teaching that needed improvement. She demonstrated an understanding of the
need to be patient with EFL learners and is committed to using this insight in her
Australian classroom.

Sally’s commitment to understanding the needs of EFL students means an altering
of mindset. She displayed a willingness to modify her thought processes so that she
could adopt more inclusive teaching practices in Australian classrooms. A commit-
ment to social justice begins with this kind of attitude and action in an attempt to
enrich and transform the lives of others.

Similarly, in her final reflection, Julie discusses the benefit of working in teams:

I was able to have my first glance at teaching from an authoritative position and therefore
build on my professional pedagogy and discover whom I can and will become as a teacher…
I was able to share ideas, resources and experience with my peers at my school, in my
friendship group and with my roommate on a daily basis which really fuelled my success
in the classroom and helped make the experience so much easier… I was able to build
meaningful relationships with not only my mentor teacher but a variety of teachers at my
school that helped to build trust and confidence. These relationships allowed both us and
the Malaysian teachers to be able to learn, discuss and reflect on different teaching attitudes,
techniques and curriculum. (Julie)

Working with colleagues in respectful ways is central to sustaining a level of
productivity. Whilst there were some preservice teachers who found it difficult to
maintain a team spirit, the majority of preservice teachers managed to do so. For
these students, there was a greater level of appreciation for the kinds of skills and
behaviours needed to fuel inclusive interprofessional collaboration.

6 Discussion and Conclusion

The examples provided here are a sample of the data provided by our preservice
teachers at the end of their placements. Encountering communication barriers in
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their classrooms meant that many preservice teachers were in a better position to
understand those complexities that often emerge for EFL learners. For those preser-
vice teachers who had never travelled abroad, they soon became aware of the nuanced
cultural variances that make up different nationalities. This insight they believed was
essential to becoming a transformative teacher who can stand in the shoes of students
who come from diverse cultural backgrounds.

Not all preservice teachers had the same experiences. Some preservice teachers
found themselves struggling in terms of the context of the experience, and then sought
academic support. Otherswere unable to resolve the cultural discrepancies they faced
so were therefore unable to enter into and develop a growth mindset (Dweck, 2017),
For example, some of the preservice teachers had 50 students in their classrooms
where spacewas limited.Western student-led pedagogieswere difficult to implement
and this was exacerbated by the high stakes testing and examinations prevalent in the
Malaysian school system. Many preservice teachers also struggled with traditional
grammar-based approaches that are typically favoured above the Communicative
Language Teaching (CLT) approach. Nikian et al. (2016, p. 7) affirms the challenges
faced by many Malaysian teachers when test schools dominate teaching outcomes;

‘Examination-based system at schools has also been criticized as another reason for the
unsuccessful implementation of CLT and for why teachers are still practising the teacher-
centered teaching method in Malaysia. Upon analysing the KBSM syllabus, it was found
that many grammatical skills are tested in examinations and students have to learn them
during the class time to pass exams and obtain good grades’.

What is seen as effective pedagogical approaches is therefore a social construct
that differs across cultures. The differing educational values were insurmountable
for some of the preservice teachers.

The views presented in this chapter verify the premise that an immersive intercul-
tural experience challenges our preservice teachers to develop a greater understand-
ing of social justice issues. It is quite natural to avoid placing ourselves in situations
of discomfort, but when we find ourselves there, we need to be reflective and seek
a workable solution—it is sometimes a ‘fight or flight’ response. By accepting an
international practicum these preservice teachers demonstrated awillingness to expe-
rience new situations and new learning. However, they did not consciously expect
to experience discomfort. During times of discomfort and tension many of the pre-
service teachers utilised a range of personal resources to cope with the situations at
hand. Some relied on peers and the accompanying academics to help make sense of
tensions as they arose. Others reflected on their personal mindsets in an attempt to
understand how their reactions and actions were hindering or encouraging inclusive
teaching practices. Working collaboratively with a team of educators assisted in hav-
ing a greater understanding of cultural sensitivities necessary for forming respectful
and trusting relationships.

A state of agitation and uncertainty, that emerges from feelings of discomfort,
is necessary for the emergence of a social activist mindset. This is because a social
activist mindset requires an individual to stand in the shoes of others, in empathetic
ways, so as to understand how political and social forces perpetuate inequality and
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oppression.When preservice teachers are in a state of vulnerability, they are given an
opportunity to assess and reassess feelings that arouse a sense of fear and suspicion.
In this space preservice teachers interrogate assumptions they have taken for granted
that seek to minimise, negate or vilify cultural difference. Such ‘awakenings’ form a
powerful backdrop to create a mindshift towards social justice. Preservice teachers
begin to question and interrupt social forces that have assisted in the construction of
beliefs that seek to position one cultural group as being superior to another.

In a globalised world, a twenty-first-century teacher must embody specific skills
and knowledge that enable all learners to flourish. He or she needs;

…..to be aware of the global nature of societal issues, to care about people in distant places,
to understand the nature of global economic integration, to appreciate the interconnectedness
and interdependence of peoples, to respect and protect cultural diversity, to fight for social
justice for all, and to protect planet earth – home for all human beings (Zhao, 2010, p. 426).

Overseas study programs can provide graduate teachers with greater insight into
how to effectively dealwith the complexities of 21st century classrooms. In this space,
interculturally competent teaching and learning practices can also be developed,
trialled and enhanced. This can assist in the creation of a repertoire of socially just
signature pedagogies that fuel inclusion for all learners (Shulman, 2005).Establishing
and fostering inclusive classroom practices that embrace multicultural traditions and
values is central to the creation of global citizens.

On a final note the authors would like to acknowledge the Australian Govern-
ment’s commitment to enhancing undergraduate student knowledge of the Indo-
Pacific region. With the continuation of funded mobility programs, such as The
New Colombo Plan (NCP), undergraduate students have access to a range of inter-
cultural experiences. Data findings from this research help to inform academics,
undergraduate students and government/policy delegates on pedagogical and cur-
riculum practices that foster ethnorelative mindsets. Data findings can also help to
informaccompanying academics on the benefits and challenges that often accompany
international study tour programs.

References

Addleman, R. A., Nava, R.C., Cevallos, T., Brazo., C.J., & Dixon, K. (2014). Preparing teacher can-
didates to serve students from diverse backgrounds: Triggering transformative learning through
short-term cultural immersion. International Journal of Intercultural Relations. 43, 189–200.

Arnold, J. (2015). Tracing the mindshift in preservice teachers: Learning landscapes (Unpublished
doctoral dissertation). Melbourne, Australia: Victoria University.

Barkhuizen, G.,&Feryok,A. (2006). Pre-Service teachers’ perceptions of a short-term international
experience programme. Asia-Pacific Journal of Teacher Education, 34(1), 115–134.

Bennett, M. J. (1993). Towards ethnorelativism: A developmental model of intercultural sensitivity.
In R. M. Paige (Ed.), Education for the intercultural experience (pp. 21–71). Yarmouth, ME:
Intercultural Press.

Bennett, M. J. (2004). Becoming interculturally competent. In J. Wurzel (Ed.), Toward multicul-
turalism: A reader in multicultural education (2nd ed., pp. 62–77). Newton, MA: Intercultural
Resource Corporation.



90 M. Cacciattolo et al.

Bennett, M. J. (2009). Defining, measuring, and facilitating intercultural learning: a conceptual
introduction to the Intercultural Education double supplement. Intercultural Education, 20, S1–
S13. https://doi.org/10.1080/14675980903370763.

Beutel, D. A., & Tangen, D. (2018). The Impact of intercultural experiences on preservice teachers’
preparedness to engage with diverse learners. Australian Journal of Teacher Education, 43(3),
168–179.

Bizumic, B. (2015). Ethnocentrism. In R. A. Segal & K. von Stuckrad (Eds.), Vocabulary for the
study of religion (Vol. 1, pp. 533–539). Leiden, the Netherlands: Brill Academic Publishers.

Boler, M. (1999). Feeling power: Emotions and education. NY: Routledge.
Boler, M., & Zembylas, M. (2003). Discomforting truths: The emotional terrain of understand-
ing difference. In P. P. Trifonas (Ed.), Pedagogies of difference (pp. 110–136). New York, NY:
Routledge.

Bradshaw, C., Atkinson, S., & Doody, O. (2017). Employing a qualitative description approach in
health care research. Global Qualitative Nursing Research, 4, 1–8.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3, 77–101.

Brindley, R., Quinn, S., & Morton, M. (2009). Consonance and dissonance in a study abroad
program as a catalyst for professional development of pre-service teachers. Teaching and Teacher
Education, 25(3), 525–532.

Brown, L. (2009). The transformative power of the international sojourn. Annals of Tourism
Research, 36(3), 502–521.

Calloway-Thomas, C., Arasaratnam-Smith, L.A.,&Deardorff, D.K. (2017). The role of empathy in
fostering intercultural competence. In D. K. Deardorff & L. A. Arasaratnam (Eds.), Intercultural
competence in higher education: International approaches, assessment and application (pp. 32–
42). NY: Routledge.

Crotty, M. (1998). The foundations of social research. Sydney: Allen and Unwin.
Chinnapan, M., McKenzie, B., & Fitzsimmons, P. (2014). Pre-service teachers’ attitudes towards
overseas professional experience: Implications for professional practice. Australian Journal of
Teacher Education, 38(12), 36–54.

Creswell, J. W. (2013). Qualitative inquiry and research design: Choosing among five approaches.
Thousand Oaks, CA: Sage.

Cushner, K., & Chang, S. (2015). Developing intercultural competence through overseas student
teaching: Checking our assumptions. Intercultural Education, 26(3), 165–178.

Dantas, M. L. (2007). Building teacher competency to work with diverse learners in the context of
international education. Teacher Education Quarterly, 34(1), 75–94.

Darder, A., Baltodano, M., & Torres, R. D. (Eds.). (2002). The Critical Pedagogy Reader. NY:
Routledge.

Dean, B. A. (2018). The Interpretivist and the Learner. International Journal of Doctoral Studies,
13, 1–8.

Dweck, C. S. (2017). Mindset: Changing the way you think to fulfil your potential. Great Britain:
Robinson.

Erlingsson, C., & Brysiewicz, P. (2012). Orientation among multiple truths: An introduction to
qualitative research. African Journal of Emergency Medicine, 3(2), 92–99.

Florian, L. (2012). Preparing teachers to work in inclusive classrooms: Key lessons for the profes-
sional development of teacher educators from Scotland’s inclusive practice project. Journal of
Teacher Education, 63(4), 275–285.

Freire, P. (2007). Pedagogy of the oppressed. NY: Continuum.
Fredrickson, B. L. (2004). The broaden-and-build theory of positive emotions. Philosophi-

cal transactions of the Royal Society of London Series B—Biological Sciences, 359(1449),
1367–1377.

Garmon, M. A. (2004). Changing preservice teachers’ attitudes/beliefs about diversity. What are
the critical factors? Journal of Teacher Education, 55, 201–213.

Gorski, P. C. (2009). Intercultural education as social justice. Intercultural Education, 20(2), 87–90.

https://doi.org/10.1080/14675980903370763


5 Study Abroad Programs: Are They an Effective Tool … 91

Guo, L. (2013). Translating global citizenship education into pedagogic actions in classroom
settings. Education Review, 3(2), 8–9.

Hains-Wesson, R., & Appleby, M. (2017). A perspective on third-party providers and study tour
programs: A mixed method study issues. Educational Research, 27(3), 435–452.

Heyl, J. D., & McCarthy, J. (2003). International education and teacher preparation in the US.
Paper presented at the Conference on Global Challenges and US Higher Education: National
Needs and Policy Implications. Retrieved June 5, 2010, from http://ducis.jhfc.duke.edu/archives/
globalchallenges/pdf/heyl_paper.pdf.

Hoare, L. (2013). Swimming in the deep end: transnational teaching as culture learning? Higher
Education Research & Development, 32(4), 561–574.

Hol, A. (2016). Students as global citizens: lessons from the international study tour. International
Scholarly and Scientific Research & Innovation, 10(8), 2640–2644.

Jackson, J. (2015). Becoming interculturally competent: Theory to practice in international
education. International Journal of Intercultural Relation, 48, 91–107.

Kidman, G., Lang, C., & Cacciattolo. (2017). ‘Preservice teachers’ international teaching place-
ment: outcomes for the accompanying academic. In A. Fitzgerald, G. Parr, & J. Williams (Eds.),
Narratives of learning through international professional (pp. 29–45). Singapore: Springer.

Knutson Miller, K., & Gonzalez, A. M. (2016). Short-term international internship experiences for
future teachers and other child development professionals issues. Educational Research, 26(2),
241–259.

Lang, C., Cacciattolo, M., & Kidman, G. (2016). The Global Education Practicum: perspectives
from accompanying academics. Asia-Pacific Journal of Teacher Education., 45(2), 145–161.

Lee, J. (2011). International field experience—what do student teachers learn? Australian Journal
of Teacher Education, 36(10), 1–22.

Leitch, C. M., Hill, F. M., & Harrison, R. T. (2010). The philosophy and practice of interpretivist
research in entrepreneurship. Quality, validation, and trust. Organizational Research Methods,
13, 67–84.

Loughran, J. (2016). Effective reflective practice. Journal of Teacher Education, 53(1), 33–43.
Maeder, E.M.,&Yamamoto, S. (2015). Culture in the courtroom: Ethnocentrism and juror decision-
making. PloS one, 10(9).

Maslow, A. H. (1943). A theory of human motivation. Psycho-logical Review, 50, 370–396.
Nawrocki, H.M. (2015).Positionality and its effects on pedagogy: examining the identity categories

of race, class, and gender of english as a second language (ESL) preservice teachers (Unpublished
doctoral dissertation). USA: University of Tennessee.

Nikian, S., Mohamad Nor, F., Rejab, A., Hassan, H., & Zainal, Z. (2016). The challenge in instill-
ing communicative competence in second language learners. Journal of Advanced Review on
Scientific Research, 26(1), 1–12.

Norman, P. C. (2016). Teacher attitudes and perceptions of low and high socioeconomic status
students (Unpublished doctoral dissertation). USA: UtahState University.

Northcote, M., Kilgour, P., Reynaud, D., & Fitzsimmons, P. (2014). Engaging in deep cultural
learning through the intersection of multiple contexts. Australian Journal of Teacher Education,
39(10), 47–58.

Nguyen, A. (2017). Intercultural competence in short-term study abroad. Frontiers: The Interdis-
ciplinary Journal of Study Abroad, xxix(2), 109–127.

Pusch, M. D. (2009). The interculturally competent global leader. In D. K. Deardorff (Ed.), The
SAGE handbook of intercultural competence (pp. 66–84). Los Angeles/London: Sage.

Richards, L. (2005). Handling qualitative data: A practical guide. London: Sage.
Root, E., & Ngampornchai, A. (2013). I came back as a new human being: Student descriptions of
intercultural competence acquired through education abroad experiences. Journal of Studies in
International Education, 17(5), 513–532.

Ryan, G. W., & Bernard, H. R. (2003). Techniques to identify themes. Field Methods, 15, 85–109.

http://ducis.jhfc.duke.edu/archives/globalchallenges/pdf/heyl_paper.pdf


92 M. Cacciattolo et al.

Santoro, N. (2014). If I’m going to teach about the world, I need to know the world: developing Aus-
tralian pre-service teachers’ intercultural competence through international trips. Race Ethnicity
and Education, 17(3), 429–444.

Santoro, N., &Major, J. (2012). Learning to be a culturally responsive teacher through international
study trips: Transformation or tourism? Teaching Education, 23(3), 309–322.

Schon, D. A. (1996). Educating the Reflective Practitioner: Toward a New Design for Teaching and
Learning in the Professions. San Francisco: Jossey-Bass Inc.

Shulman, L. (2005). Signature pedagogies in the professions. Daedalus, 134(4), 52–59.
Thanh, N. C., & Thanh, T. T. (2015). The interconnection between interpretivist paradigm and
qualitative methods in education. American Journal of Educational Science, 1(2), 24–27.

Vande Berg, M., Paige, R. M., & Lou, K. H. (2012). Student learning abroad: paradigms and
assumptions. In M. Vande Berg, R. M. Paige, & K. H. Lou (Eds.), Student learning abroad: What
our students are learning, what they’re not and what we can do about it (pp. 3–28). Sterling, VA:
Stylus.

Zaidi, Z., Verstegen, D., Vyas, R., Hamed, O., Dornan, T., & Morahan, P. (2016). Cultural hege-
mony? Educators’ perspectives on facilitating cross-cultural dialogue. Med Educ Online, 21(1),
33145.

Zhao, Y. (2010). Preparing globally competent teachers: A new imperative for teacher education.
Journal of Teacher Education, 61(5), 132–142.

Zhu, H. (2011). From intercultural awareness to intercultural empathy. English Language Teaching,
4(1), 116–119.

Marcelle Cacciattolo is a sociologist and an Associate Professor in the College of Arts and Edu-
cation at Victoria University. She received her PhD from Monash University in 2002. Over the last
20 years her research has been cross-disciplinary involving health sciences and education-based
research. Other research projects that Marcelle has been involved in include young people and
their wellbeing, refugee relocation, international study abroad programs, social justice and authen-
tic teaching and learning pedagogies within tertiary settings. Marcelle is the chief investigator of
the NETDS project at Victoria University. In this role she works closely with preservice teachers
and schools to examine how inclusive pedagogies can support children and families who are the
least advantaged. Marcelle is currently the Course Chair of the Master of Teaching (Secondary
Program).

Catherine Lang’s research spans the under-representation of women in computing, and pre-
service teachers’ STEM pedagogies. She was a Chief investigator in the ARC project: “Digi-
tal Divas: developing and implementing a curriculum initiative for secondary school girls”. The
research data reported in this chapter was collected while she was in the position of Director,
Teacher Education Programs at La Trobe University. Recent projects include the evaluation of 21st
Century skills across Teacher Education courses at Monash University and preservice teacher lev-
els of creativity using a variety of tools (Sphero, Cosmo AI robots, Virtual Reality) with Coder
Academy as a research partner.

Gillian Kidman is a former science and mathematics teacher from Queensland where she spent
about 5 years teaching and doing PD in mathematics in rural and remote Indigenous Communities.
Gillian is now a STEM education researcher, but not in directing her efforts towards mainstream
STEM education. Instead she continues to work with Indigenous students but now in the Northern
Territory. She is the STEM Education Adviser for the South East Asia Ministries of Education
(SEAMEO) where she is working on STEM policy, STEM teacher PD and STEM pedagogies
suited to developing nations and disadvantaged communities with few resources.



Chapter 6
The Emotional Work of Being
an Assessor: A Reflective Writing
Analytics Inquiry into Digital
Self-assessment

Jill Willis and Andrew Gibson

Abstract Digital tools are reshaping how we understand assessment and evaluation
in educational contexts as they create new forms of digital assessment data. Such data
has been critiqued by educational scholars as it is increasingly associated with high
stakes accountability,with the computational interpretation and abstraction occurring
at a distance from the authors and their learning experiences. This chapter explores an
alternative, educative vision for digital tools and the assessment data they collect. It
is a case study of how a digital self-assessment tool captured evidence of early career
teachers developing their assessment capability. It also positions an innovative digital
research methodology within global sociological concerns about digital assessment
tools, to consider how they might inform locally meaningful data stories.

1 Introduction

Currently there are few insights about how early career teachers navigate their assess-
ment capabilities within a rapidly changing data driven educational landscape. 20
Early career teachers (ECTs) in three Australian contexts reflected and self-assessed
their experiences in their first year of teaching using an online digital reflective
writing application called GoingOK.1 The ECTs self-reflections were recorded in a
personal digital journal, alongside a plotline of point-in-time emotional responses to
the prompt ‘How are you going?’ The digital data was analysed in a transdisciplinary
process that combined interpretive and computational insights, that together enables
pragmatic identification of meaningful data stories. One of the unexpected data sto-
ries was about the emotional work of becoming an assessor. This chapter illustrates

1http://goingok.org.
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the relationships between reflective self-assessment and learning to develop assess-
ment capabilities as an early career teacher, and the methodological processes of
foregrounding a hidden data story about the emotional work of early career teachers
when they are learning to be assessors. The chapter concludes with implications for
teacher education in the development of teacher assessment capability, and for local
innovations in digital tools and research to address global assessment concerns.

Assessment in education has become strongly associated with accountability and
performativity in contexts around the world. Assessment data are used to regulate the
practices of teachers, schools and teacher education with concerning consequences
such as narrowed curriculum, increased stress, greater time pressures and limited
freedom being well documented (Ball, 2003; Klenowski, 2011; Thompson &Mock-
ler, 2016). Instead of a local experience of performance to inform a student and
teacher of the next steps in learning, assessment information can quickly become a
data package that can travel beyond the local context in national and global systems.
The affordances of digital technology enable large data sets to be created, leading to
comparisons between educational systems which in turn contribute to educational
governance systems that are increasingly networked (Sellar, Rutkowski, & Thomp-
son, 2017). These systems help to create dominant teacher quality discourses of
effectiveness, performance and readiness that reflect a rational, scientific approach
to education which can lead to a technical form of professionalism (Eacott, 2017;
Churchward & Willis, 2019; Bourke, Ryan, & Lloyd, 2016). In this policy context,
assessment outcomes play a significant role, becoming part of algorithmic account-
ability calculations that are often opaque and used for decisions far removed from
the control of the original assessment actors. Yet digital data innovations that cre-
ate performativity discourses, also point to possibilities for disrupting assessment
practices to enable small everyday data to generate local, collaborative assessment
responses (Cope & Kalantzis, 2016).

Importantly online digital tools also have the potential to enable new local forms
of assessment. When pedagogic and computational systems are designed together,
there is the potential for digital tools to support teachers and students to collabora-
tively inquire into learning and reclaim some ownership over assessment decisions.
One example is through online digital self-assessment tools that can assist learners
to record their own reflective self-assessment over time, and through seeing patterns,
engage in self-regulation. The teacher can quickly gather this information, see imme-
diate patterns from a group of students, and make adjustments to their pedagogical
practices in response. There are a number of digital tools like online polling soft-
ware, learning management systems and apps such as Class Dojo that enable such
self-assessment activities.

While such digital formats of online formative assessment tools are convenient
and easy to use, some with international popularity and reach, they have also raised
new questions. Ownership of data and on-selling of data is one concern (Slade &
Prinsloo, 2013). When digital tools become ubiquitous, they can also be creating
an always-measured sense of self that is fostered throughout childhood through
schooling practices as well as wearable devices and digital games (Smith, 2017;
Lupton, 2016). It is not yet clear what the extended temporal consequences might be



6 The Emotional Work of Being an Assessor … 95

for authors when aggregated smaller scale assessment performances like digital self-
assessments are adopted, as they have an existence long after the events, and might
be read by unknown audiences (Williamson, 2016). Use of digital self-assessment
tools in research in learning situations raises complex ethical questions (Gibson &
Willis, in press). Researchers need to consider ethical use of digital tools and data
alongside their potential to identify new patterns and possibilities for learning. We
also need to know more about the experience of teachers as they engage in their
everyday experiences of being assessors.

Teachers are front line actors in the changing digital assessment story. Teachers
make decisions to use digital assessment tools, and their assessment decisions, aggre-
gated by digital means, are also scrutinised. To understand how to prepare preservice
teachers to be adaptive, ethical assessors in an increasingly digitally mediated envi-
ronment,we need to knowmore about the day-to-day assessment experiences of early
career teachers. This chapter reports on insights about being an assessor; insights that
became evident in self-assessment reflections of three groups of ECTs. Reflections
were gathered through an online reflective writing application and analysed using
Reflective Writing Analytics (RWA). In analysing the reflections we noticed how
learning to be an assessor is related to intensive emotional labour. This chapter high-
lights the findings about the emotional work of being an assessor and points towards
possibilities for local and global actions for teacher educators and for researchers
drawing on digital self-assessment data.

2 Reflective Writing Analytics: A Socio-Technical
Interactive Ecosystem

To realise the potential of digital tools informing local evidence stories and empower-
ing authors, the computer, human users and the social context need to be considered
as part of a socio-technical ecosystem. Computational analysis promises quick anal-
ysis of large amounts of data, but it is often not meaningful. Human socio-cultural
analysis can find patterns in human experience, but it is labour intensive and the
generalisability of interpretations conclusions can challenged when applied to data
at scale. This is particularly the case when dealing with reflective writing, where data
is personal writing as part of a process of self-reflection. Finding sensitive ways to
uncover the meaning of reflective writing is a key focus of Reflective Writing Ana-
lytics (RWA). RWA uses natural language processing (NLP) technologies to compu-
tationally analyse reflective text, interacting with human insights for the purposes of
scalable meaning-making (Gibson, 2017). Our approach has been to bring social and
technical philosophies and approaches together through a continuously interactive
dialogue, pragmatically focused on achieving good outcomes for participants. We
draw on Peirce’s (1905) pragmatic maxim that the full understanding of a concept is
found in its practical effects, and apply this idea in a socio-technical process of inquiry
(Gibson & Lang, 2018). This is an application of Transepistemic Abduction (TeA)
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Fig. 1 A pragmatic
socio-technical approach to
Reflective Writing Analytics
(RWA) with GoingOK

where abductive reasoning occurs across distinct epistemic domains towards a pro-
ductive end (Gibson, 2017).Abductive reasoning is sometimes thought of as the guess
which best explains a surprising phenomenon. The way that TeA informs our socio-
technical approach is illustrated in Fig. 1. Interactions between the socio-cultural and
the technical-analytical domains lead to an abductive interaction (a kind of interactive
‘guessing’) that is inherently socio-technical. It is a dialogue between human delib-
erations and generated computational analytics. This dialogue is focused towards a
dedication to a practical outcome—the application of the analytics to support further
action. We detail this process in the remainder of this chapter showing the potential
for the theory of TeA and application of RWA in Assessment for Learning (AfL).

3 Invitation: Early Career Teachers Reflect

GoingOk was created to support a group of early career teachers in their first year
of teaching through facilitating digital personal reflective writing (Gibson, 2017).
The digital tool and the pedagogic processes have since been refined across seven
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projects from 2013, and as of January 2020, GoingOK has been used by over 2600
people who have written more than 14,600 reflections. This growing database allows
for the creation of computational models of reflective writing characteristics, which
can help inform the socio-technical approach to RWA. It also allows for analysis
that is difficult to do manually, such as feature comparisons between subsets (e.g.
a single cohort of authors) and all reflections in the database. This can help reveal
characteristics of reflection that are unique to a specific group of authors, or which
might be found more generally in the reflective writing of authors from different
contexts.

Three groups of early career teachers (ECTs) were invited to reflect in general
terms about their experiences in teaching using GoingOK, authoring their own teach-
ing story. The ECTs were located in remote Queensland (BCQ), South Australia
(BCSA) and metropolitan and regional Queensland (BW), Australia (see Table 1).
Ethical approval from the host universities was sought and participants consented
for the data to be compared in future analyses such as this.

When an author logs into their personal GoingOK page and create a reflection,
they create three different data types (see Fig. 2). Firstly the author uses a visual
slider to indicate how they are going, which creates the reflection point. The range
from distressed to soaring with going ok is captured as a number between 0 and

Table 1 GoingOK projects with ECTs

Year Project name Code Number of authors Number of reflections

2013 Becoming colleagues
(Queensland)

BCQ 7 118

2014–15 Becoming colleagues
(South Australia)

BCSA 8 129

2014–15 Beginning well BW 5 58

Total 20 Total 305

Fig. 2 The GoingOk user interface
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Fig. 3 An example of a digital plotline over time (kolsag, BCQ)

100. Secondly the reflection text in response to the prompt Describe how you are
going… is captured as text. Thirdly when the author clicks the ‘save’ button, the
server adds a reflection timestamp to the reflection entry.

Each participant had their own account, and for each reflective entry would slide
the slider to indicate how they were going, a decision that was recorded by the digital
tool with 0 representing distressed, 100 representing soaring, and 50 representing
going ok. As the entries accumulated over time, they were visible to the beginning
teacher as a plotline, with the ups and downs recorded (Fig. 3).

Authors also wrote reflective text in the text box each time, that created a longi-
tudinal narrative. The data set is a collection of rich, point in time reflections about
the day-to-day experiences of beginning teachers (Crosswell, Morrison, Gibson, &
Ryan, 2017; Crosswell, Willis, Morrison, Gibson, & Ryan, 2018).

The first group of ECTs (BCQ)worked with the research team2 while they were in
their final year of their undergraduate program and during their first year of teaching
engaging in collaborative interpretation of the data. The sliding scale was modelled
on the idea of a common Assessment for Learning ‘traffic light’ self-assessment
activity. However the ECTs and researchers were keen to avoid a deficit framing
of ECT capabilities that might be implied by medical metaphors of pulse checking,
or external judgment metaphors of performance. Instead the decision was made to
recognise the personal agency of the ECTs who were authors of their professional
identity, creating plotlines of their experiences, and through the creation of reflective
narratives that could empower them to be resilient colleagues (Morrison, Willis,
Crosswell,&Gibson, 2014). Reflectivewritingwas seen by theECTs and researchers
as a strategy for professional and personal development.

2The research team included the authors, along with Leanne Crosswell and Chad Morrison.



6 The Emotional Work of Being an Assessor … 99

4 Gathering Reflective Writing—ECT Professional
Self-assessment and Personal Reflexivity

Reflection is a well-established practice in teacher education, with deep roots in the
work of Dewey (1933) and Schön (1983). Reflection is an active and intentional
inquiry that enables the author to look back on experience, to question and make
connections, and in doing so create new knowledge to inform current and future
practice. Through reflection teachers can frame and reframe problems of practice
(Loughran, 2002), and craft a responsive professional identity (Beijaard, Meijer,
& Verloop, 2004). Expressively writing a story about self, as is done in reflective
writing also provides personal well-being benefits (Pennebaker & Seagal, 1999).
These benefits were also experienced by the early career teachers who indicated that
GoingOK felt like ‘a big listening ear’.

As the digital tool also required the author to make a judgement about their
emotional state using a sliding scale and then explain it, the reflections could also
be seen as a form of self-assessment. Reflection and self-assessment are closely
related. Self-assessment is most often associated with cognitive views of assessment
for learning or formative assessment pedagogies where the learner/author evaluates
their performance against formal criteria and/or specific curriculum goals to develop
self-regulation in formal learning settings (Panadero, Andrade, & Brookhart, 2018).
However other assessment scholars write about self-assessment as a more informal
and internalised process of reflection that legitimises the experiences of the author as
they explore new learning experiences (Swaffield, 2008; Bourke & Mentis, 2013).
Self-assessment when viewed from this socio-cultural theoretical lens is a process
of social negotiation. Explicit and tacit, group and individual knowledge is always
being worked out and resolved by the individual as they engage in the practices of
the group (Willis & Cowie, 2014). At the heart of self-assessment is a process of
questioning and evaluating, of self judgement that can lead to decisions about what
to do next (Boud, 1995; Sadler, 1989). Margaret Archer’s (2003, 2007) theories
inform this analysis, especially her proposal that in an increasingly complex world,
individuals draw on their inner evaluative conversations to make their way through
the world, reflexively discerning and deliberating about their situations in light of
their concerns, to dedicate towards what to do next.

When the first sets of data were read by the researchers it became evident that
GoingOK reflective entries typically were highly self-evaluative. The early career
teachers were evaluating their own experiences at that moment of the entry by sliding
the slider, and in their text often began by discerning what they were feeling and
thinking about, deliberating about what was important or not, and often by the end
of a short reflective entry dedicating towards a course of action. For example,

Having a fabulous week in terms of teaching and being organised but am feeling a little
bit stressed about reporting for term 1 [Discerning feelings]. I’m mostly feeling this way
because I just don’t know how it’s going to turn out. We have requested parent interview for
the beginning of term 2 and am feeling a little bit anxious about this. [Deliberating about
why reporting is causing anxiety]. I probably don’t have anything to worry about, it’s just
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that it will be my first time. [Dedicating to press on with some reassuring self-talk] (kolsag
BCQ, plotpoint 82).

I have just finished report writing with interviews next week. This week has probably been
the most full on and stressful week of my teaching career so far [Discerning context and
evaluating emotion]. I did have my first teacher meltdown this week with many different
layers responsible for this, [Deliberating about why] but I have been proactive in dealing
with stressors and I have been communicating strongly with my class. I have great external
support. I am really looking forward to next week. I feel like I’m starting fresh and have a
really clear mind [Dedicating towards positive next steps] (dobpoc BCSA, plotpoint 63).

These internal conversations were ECTs working through their concerns to recog-
nise what they were caring about and how they might adapt their practices to have a
better chance of realising what matters most to them (Archer, 2003). The GoingOK
entries of ECTs recorded deliberations about a wide range of topics like moving to
a new town, figuring out expectations of principals and the parents of students in
their classes, recording highs and lows of classroom teaching, managing a sense of
professional identity, and trying to eat healthy and exercise to be resilient (Cross-
well et al., 2018). This analysis focused on their experiences as assessors, using a
socio-technical analytic approach.

5 Discerning Assessment Capability Through
Socio-Cultural Qualitive Analysis

The first qualitative analysis of the reflective entries for assessment capability was
informed by a socio-cultural view of assessment that acknowledges that learning
is a social process, embedded in contexts and relationships. This view is reflected
in much of Australia’s research about teacher assessment capability and informed
the inductive qualitative coding. Teachers have multiple social roles in assessment
practices including those of assessors, pedagogy experts, student partners, motiva-
tors, teacher learners, and stakeholder partners (Alonzo, 2016). Teachers also have
to be literate in multiple assessment contexts from high stakes standardised tasks,
to classroom interactions and culture fair assessment (Willis, Adie, & Klenowski,
2013). Assessing involves critical reflexivity and collaboration (Willis & Klenowski,
2018; Wyatt-Smith & Gunn, 2009), and considerations about beliefs and feelings
about assessment (Looney, Cumming, van der Kleij, & Harris, 2017). Charteris and
Dargusch (2018) also emphasise that assessment capability transcends a checklist
approach and is an ongoing development that involves bodies and minds in assess-
ment decision making in situ. The initial coding was done by one author (Willis)
who noted the phrases that referred to assessment practices, relationships, beliefs,
emotions and concerns. A second reading using Archer’s scheme of 3Ds of reflex-
ivity (deliberation, discernment, and dedication) highlighted how the ECTs were
engaging in reflexive self-evaluation.

Assessment seemed to be a recurring topic for reflection, often interwoven with
other topics. The early career teachers confidently reflected on how they used data
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to evaluate how well their students were learning, and how to integrate assessment
into their daily planning, assessment and reporting. They discerned their excitement
and pride when students showed progress in pre and post test data, or where they
successfully exhibited portfolio work.

Feeling good about where things are heading. We had a successful exhibition of learning
last night that the students came in with parents to show their work. It was a long process
to ensure that everything was completed in time, but it was very rewarding (gixbob, BCSA,
plotpoint 83).

I’m going ok. Assessment time and things have shifted up a gear. Late night marking and
phone calls home is what I love. Assessment time has caught me by surprise, but I am really
enjoying seeing mine and the students hard work paying off when they are receiving great
marks. Obviously it is disappointing to see those students not meeting their potential, but
fortunately I haven’t had too many of those yet. (doclip, BCQ, plotpoint 85).

However even such positive statements were located near reflections about being
tired, andmanaging their time andworkload. These concerns were evenmore evident
in a dominant assessment topic of concern—marking, reporting and sharing reports
with parents in interviews:

Am going ok. Teaching seems to be going well & behaviour management is a lot easier now.
Am struggling with the workload though - trying to fit everything in…marking…assess-
ment…etc etc…so many things to do. So many things I WANT to do but just don’t have
the time. Hard to find a work-life balance! (catpub, BCQ, Mid April plotpoint 42).

Two months later the same ECT reflected that they now expected report time to
be distressing, with the emotions of feeling judged by others heightened.

Prior to and during report cards, I was ‘distressed’… as can be expected during this time!
It felt like I was writing multiple uni assignments all over again. Plus with the added stress
of my Principal and parents reading it. (catpub, BCQ, plotpoint 41).

Other ECTs were similarly emotionally challenged by preparations to share
assessment results with parents.

Very exhausted this week. Busy preparing for parent teacher interviews. Am feeling very
lonely this week. (domsiv, BCSA, plotpoint 32).

Report writing is really stressful! I’m currently wading through my data which includes
work samples, anecdotal observations and photos. I know the children really well and the
comments section is fine but assigning a grade is awful…I’m so concerned hewill be deflated
and stop loving school again. I never knew there was so much to report writing. Also those
darn parents who question everything will want hard evidence of their child’s grade.Already
a bit sweaty thinking about it. (juzvun, BCSA, plotpoint 50).

I am currently finishing off my first lot of report cards. I haven’t been stressing too much
but I didn’t finish them when they were meant to be originally due (last Wednesday), but
neither did any of the other teachers. Our principal was not impressed with us. I found having
them all due in on Wednesday during week 8 meant that every piece of assessment had to
be completed by week 7, which for some of my units that I only have once a week is very
ridiculous and difficult. I don’t know whether experienced teachers would find it hard to
teach everything in five weeks and then start to assess…I am extremely tired all of the
time but still feel like I’m not doing an awesome job even though I’m putting in my all.
(rulguz, BCQ, plotpoint 50).
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Assessment capability included being able to manage the emotions associated
with being judged, while also managing their time and energy. In these entries ECTs
discerned their emotional states by directly labelling them—distressed, exhausted,
lonely, stressed, concerned, extremely tired—or by implied in evaluations of their
situations as they deliberated about why there were experiencing these emotions,
with cultural constraints that were—awful, ridiculous, difficult.

A less obvious, but still emotion laden assessment capabilitywas using diagnostic,
formative assessment or Assessment for Learning (AfL) to be responsive to student
needs. It was less obvious as it was often entangled with stories of managing student
behaviour:

This entire week has been an absolute drag. [Discerns current emotional state and reasons
for it] I’ve had misbehaving students, too excited students who can’t calm down…etc…it’s
been a tough week. To top that off, I also realised at the end of the week that I haven’t been
formatively assessing anything as yet. I’ve jumped into preparation of formative assessment
for the next week [Decides to take action], but I feel like the stress of how my students were
behaving caused me to forget about the other parts of teaching [Deliberates about why action
didn’t happen earlier] (kolsag, BCQ, plotpoint 21).

AfL capabilities were implied when an ECT was struggling to teach a student
with disabilities. The ECT reflected that they knew they should identify what his
learning needs were, but still felt out of their depth:

Am currently feeling distressed [Discerns current emotional state and reasons for it] as I’m
finding is extremely difficult with one of my new students who has high functioning autism
and ADHD. He has been in detention every day for the past 4 days, has hit and punched
kids and has swore repetitively towards other students and teachers. It is hard to get him to
do any work as he just says ‘no’, runs off and swears. I know it’s still early days (this is his
3rd week), but it doesn’t make it any easier. I’m getting sick from lack of sleep and stress.
[Deliberates and weighs up all of the factors to consider] Am finding it hard to teach the
other kids when he’ll talk over me, interrupt every lesson etc. I want the best for him. I want
him to love school and learn at his pace and from where he’s at. I know it will take time
to get to know him and get to know strategies which work best with him, but these early
days are still hard. There are no support staff trained/specialised with working with students
with disabilities/high learning needs. The school is having to train up a teacher aide, so at
the moment it feels like I’m on my own. No university course can prepare you for this! I
only had 1 subject about teaching students with disabilities. So I am feeling out of my depth.
[Decides to reframe the problem into a positive light] I know this is a great experience for
1st year out, and will only make me stronger. (catpub, BCQ, plotpoint 0).

University preparation in Australia emphasises an expectation that ECT will dif-
ferentiate the curriculum for the individual using AfL strategies to find out what the
student knows, in order to plan differentiated practices. In the reflection above, the
ECT seems to refer to these assessment and differentiated planning practices in the
phrase ‘I want him to love school and learn at his pace and from where he’s at’. The
ECT’s self-assessment commentary is that they feel their work is ‘hard’ and they
were losing sleep and getting sick. They reflect that their university learning has not
fully prepared them to manage differentiated practices in ways that were simultane-
ously urgent and extended over months. AfL would most likely have been taught as a
separate assessment capability at university. In practice, AfL was not separated from
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classroom management, or from managing the resources available in the context,
and the emotions of feeling uncertain.

This entry highlights that assessment capability is a holistic experience (Hill, Ell,
& Eyers, 2017).What was apparent throughout this entry andmany others was that in
teaching ‘emotion and cognition, self and context, ethical judgement and purposeful
action are all entwined’, with the emotions showing what is at stake as teachers
make sense of the complexities of teaching (Kelchtermans, 2005. p. 1000). In their
self-assessing online entries the ECTs were evaluating their performances and their
contexts, seeking to turn challenges into learning experiences. During the inductive,
qualitative analysis, the relationship between assessment and emotions seemed to be
quite clear, and new territory to explore. This led to the next phase of data analysis
using Reflective Writing Analytics to identify patterns.

6 Grouping Language Features for Emotions
and Assessment Using Reflective Writing Analytics
(RWA)

Up until this point, the digital tool had just collected the qualitative data that could
be analysed in traditional qualitative ways. The inductive hunch that emotions were
strongly related to assessment capability could have remained as a discussion point
and hypothesis for further explanation. Instead, the affordances of digital quantitative
analysis enabled us to explore these inductive hunches further. Assessment keywords
that were evident in reflections analysed qualitatively were used to select relevant
reflective entries for further analysis (Table 2).

Those assessment words were displayed as red in a RWA report which annotated
the reflective text with features of interest (see Fig. 4). In this report, almost all of the
authors (19 of 20) hadwritten reflections that included assessmentwords. Reflections
with assessment words represented nearly a quarter of all reflections (28% of BW,

Table 2 Assessment words
used to select relevant
reflective entries

Assessment words

Assess Grade Interview

Assessment Test Parent

Exam Quiz Report

Examination Formative Report cards

Assignment Summative Reports

Mark Workload Reporting

Marking Time Feedback

Performance

Data
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Fig. 4 An example of an assessment reflections with RWA analytic highlights for movbuc, BCSA

Table 3 Frequency of assessment reflections

Year Code Number of
authors

Number of
authors who
wrote about
assessment

Number of
reflections

Number of
reflections with
assessment
words

2013 BCQ 7 7 118 33 (27%)

2014–15 BCSA 8 7 129 20 (15%)

2014–15 BW 5 5 58 17 (29%)

27% of BCQ), and 15% of BCSA). The number reflections for each cohort is shown
in Table 3.

The entries where AfLmight be implied in pedagogic discussions were not identi-
fied by the lexical approach. Simplewordmatchingwhere there is a lack of ambiguity
in word meanings provides a reasonable filtering approach, but for a more detailed
analysis, an NLP technique known as topic modelling may need to be employed in
future work. Nevertheless, even considering that not all assessment related reflec-
tions were identified in the wordmatching approach, the significant number of reflec-
tions identified suggests that assessment is an important topic of reflection for these
teachers.

In the RWA report, affective words with a high level of valency and arousal (War-
riner, Kuperman, & Brysbaert, 2013) were identified and highlighted in pink (see
Fig. 4 for an example). With this lexical analysis, words were identified in the reflec-
tions that had previously been quantified (by a crowd-sourcing process) in terms of
valence (the positivity or negativity), arousal (the affective strength), and dominance
(controlling or being controlled). What was interesting to note was that phrases that
might convey emotions to a human reader such as ‘really stressful’, ‘is awful’, ‘I’m
so concerned’ and ‘feeling a bit sweaty’, or the implied pleasure in phrases like ‘for
the first time EVER’ and ‘win-win’ were not highlighted. This was due to both the
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lexical nature of the analysis, and that the affective character of ordinary words is dif-
ferent to words (and expressions) that are intended to convey specific emotions. This
means that rarely is a single affective feature sufficient for analysis of the complexity
of emotion, and multiple approaches need to be taken. In this analysis, the approach
was to extend the analysis to include non-lexical textual features that are proxies for
emotional expression. These were annotated in orange and included the use of all
capitals (e.g. WOW!, first time EVER), the use of multiple explanation and question
marks (e.g. !!!, ?!?!) and the use of repeated vowels (e.g. I am soooooo stressed right
now). The RWA also included the extraction of epistemic expressions (e.g. I think,
I wonder) annotated with blue highlighting. These tend to be self-evaluative state-
ments that were associated with deliberation in the qualitative analysis, such as ‘I’m
trying’, ‘I know these are’, ‘I realize that this is probably’ and ‘I am still not really
happywith’. These deliberative phrases are highlighted in green and show a temporal
relationship between previous and current or future understanding. Finally, the RWA
also included ‘my’ expressions (annotated in yellow). An abductive hunch was that
these expressions might be helpful in distinguishing between a personal perspective
(e.g. my classroom, my students) and a more objective perspective (e.g. the class-
room, the students). This might be helpful for analysis as personal language tends to
be associated with a deeper process of reflection indicative of the ‘deliberating’ and
‘dedicating’ in the qualitative analysis.

Our RWA enabled the selection of emotion rich entries, foregrounding them for
the researcher’s close attention, and highlighting features that were not necessarily
noticeable from other ECT data. For example the plotpoints related to the reflective
entries from Fig. 4 are circled in green in the ECT’s plotline in Fig. 5. These reflec-
tions are within the middle, or ‘GoingOK’ range, and would not have triggered a
researcher’s attention to a particularly high or low emotional ‘turning point’, if just
the plotline was used as a data source.

This nonlinear relationship between emotions in the reflective entries and the
measures like the plotline pointed to the need for a range of different reflectivewriting
analytics, to avoid over-interpretingwhat look like clear data pictures about emotions.
Similarly, careful qualitative analysis was required to avoid drawing over-simplistic
interpretations based on the purely computational analysis.

7 Socio-technical Inquiry: Investigating Specific
Relationships Between Emotions and Assessment Using
Reflective Writing Analytics (RWA)

We found in this work that extensive socio-technical interaction was needed to
deliberate about possible meanings and generate specific inquiry questions. Socio-
technical interaction brings together the strengths of both the computational and
socio-cultural analyses, to support the end practical goal of the research. In this case
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Fig. 5 Corresponding entries in the overall plotline for movbuc, BCSA

that goal was to obtain a better understanding of the relationship between assessment
and emotion for early career teachers.

The socio-cultural hunch that assessment reflections were highly associated with
emotionalworkwas the founding ‘guess’ of the abductive interaction process referred
to previously. This hunch spawned a series of informed guesses about how aspects
of assessment, emotion, and learning might be captured in the teachers’ reflective
writing, and what kind of analytical features help make them visible in the RWA
report. The features described previously are the results of this abductive interaction
process.

However, identifying key features in hundreds of separate reflections does not
make visible any relationships between those features. Hence, our socio-technical
interactive approach raised another question: Do the features identified by RWA
support the hunch of a relationship between assessment reflections and emotional
work? And if so, to what extent can this be made visible?

This question led us into a further abductive interactive process centred on using
RWA to visualise the relationship between assessment words and affective features
(both lexical and non-lexical). The result of this inquiry process is shown in the
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Fig. 6 The relationship between quantities of assessment words and affective features as visualised
in a a heatmap showing categorical relationships, and b a contour plot which relates the distributions

assessment-emotion heatmap (Fig. 6a) and the assessment-emotion contour plot
(Fig. 6b).

Prior to creating these visualisations, both the assessment words and the affect
features were scaled with respect to the length of each individual reflection. This
was to remove the impact of the length of each reflection, which was highly variable.
Further, all reflections (including those with no assessment words) were used in the
analysis. This ensures that we have a full picture of the reflections, not just those
which are identified as relevant to assessment.

The heatmap (Fig. 6a) involved categorising the quantity of assessment words as
‘none’, ‘low’, or ‘high’, and categorising the quantity of emotion words as ‘none’,
‘low’, ’medium’, and ‘high’. This processwas done by setting the values that separate
the categories (known as bins) to ensure (a) that none accurately reflected 0 features,
and that (b) the other categories had roughly similar quantities across the dataset as
a whole. The resultant heatmap displays the number of reflections which fall into
the two intersecting categories, and higher quantities are visualised with a darker
colour. A strong correlation between assessment and emotion in the ‘none’ and
‘low’ categories is obvious in the heatmap. Emotional language is still used without
assessment words, but it is more common for there to be no emotion when there is
no reference to assessment. There are no obvious correlations in the other categories
which is not surprising as more assessment words (in any one reflection) do not
necessarily mean that the text is more about assessment. Similarly, writing with
more affective features (in any one reflection) does not necessarily mean that the
author was more emotional at that point in time. This analysis did not include the
analysis of authors assessment-emotion use over time, nor did it include an analysis
of authors. Those kinds of analyses may prove fruitful in future work.

The contour plot (Fig. 6b) takes the assessment word and emotion/affect feature
values for each individual reflection and displays the density of the resultant points.
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The darker part of the contour represents and corresponds to correlations between the
number of reflections that had ‘none’ or ‘low’ assessment words or emotion features
that we saw in the heatmap. The lighter parts of the contour represent less reflections.
The distributions on each axis show that there were greater numbers of reflections
associated with the lower end of the spectrum, particularly for assessment words.
This was to be expected, as 235 reflections (77%) did not contain assessment words
at all. This contour plot, which is not constructed from categorical data, displays
more obviously that when assessment words appear in the reflective writing, there
is an increase in emotional expression. That is, there is a clear correlation between
assessment words and affective features. Assessment is emotional work.

These two visualisations (Fig. 6) drawn from all 305 reflections provide compu-
tational support for our socio-cultural hunch that assessment reflections were highly
associated with emotional work. This in turn supports further socio-technical inquiry
and the investigation of questions like

(a) What topics feature frequently alongside assessment topics?
(b) Do report cards remain a topic of concern over time?

While the RWA has been able to add value to a socio-technical inquiry on a rel-
atively small dataset, it has also shown the potential for scaling the same analysis to
larger quantities of reflective writing. As the dataset of reflections grows, some of the
observed patterns, together with the additional questions raised, may be able to pro-
vide some answers at scale about the assessment experiences of early career teachers,
which in turnmight inform teacher preparation courses andmentor training for ECTs.

8 Discussion

8.1 Assessment as a Topic of ECT Concern

In the reflective entries, assessment was a topic of ‘concern’ that was evident for
early career teachers. Archer (2003) argues that the reflective process of discerning,
deliberating and dedicating ourselves in our daily concerns is a pursuit of our ulti-
mate concern, to live a modus vivendi, or life worth living. Assessment topics were
situated, and entangled with concerns about student success, collaborations with
colleagues, parent expectations, and balancing personal and professional life in their
performance of their new teaching roles. Positive emotions were evident when ECTs
confidently used data to monitor student progress, saw student success, got posi-
tive feedback from parents, or successfully completed new tasks like writing report
cards. Emotional words like ‘fun’, ‘excited’, ‘fantastic’ and ‘happy’ associated with
reflective assessment entries. Importantly, there were other emotions highlighted like
‘down’, ‘anxious’, ‘scared’, ‘angry’ and quite frequently ‘worried’.

Managing emotions, tiredness and the assessment relationships with parents,
support staff, principals were associated with assessment capability, however these
do not feature in Australian ITE policy statements about assessment. For example,
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Australian Professional Standard for Teachers 5.5 that focuses on reporting to
parents, highlights knowledge of reporting processes. Graduates need to able to
‘Demonstrate understanding of a range of strategies for reporting to students and
parents/carers and the purpose of keeping accurate and reliable records of student
achievement’ (AITSL, 2011). The cognitive and skills focus in the policy document
is an important but insufficient descriptor of assessment capability. What is clear
from these plotlines, and the reflective entries is the common occurrence of multiple
highs and lows, with the turbulence of emotions a stark contrast to the linear
representations of assessment capability in policy documents. This information can
support and inform teacher educators who already advocate and teach preservice
teachers about professional identity and resilience.

8.2 Emotions and Assessment

While it might be easy to dismiss the emotions of ECTs who are engaging with
assessment activities like writing report cards or managing their tiredness as just a
reality that the ECTS have to dealwith, or a right of passage, theRWA results invite us
to look again. Emotions reflect an embodied knowledge where the reflective author
is engaging in self-assessment in anticipation of social performances, to shape how
the author will find meaning in the event (Archer, 2003). Anticipation of events
generates a lot of emotional and intellectual work as ‘our emotions go before us
to meet the future. This means that emotions do not just happen as internal events
(which may be true of moods) …they entail cognition about the intentional object’
(Archer, 2003, p. 202). Through emotional commentary, authors negotiate practical,
social and embodied realities in their lives, trying to strike a balance between their
concerns. For teacher educators, these insights can inform preparation programs for
preservice teachers, and, in particular, how self-assessment is integral to pedagogical
practices in the classroom. Paying attention to the concerns and representations of
ECTs can also inform supporters like mentors, principals and system designers, who
provide social support for the emotional work of assessment.

8.3 Potential for Collaborative Socio-technical Analysis
Between Educators and Learning Analytics Specialists

Assessment data reported at scale is socially convincing and has a washback effect on
thework of teachers, often in unhelpfulways (Spina, 2017). As evident in the flurry of
commentary in the wake of 2019 international PISA assessment results, large-scale
data can lead to normative performance stories that in turn drive reactive policy deci-
sions.An alternative future for assessment datamay be possible through learning ana-
lytics that enable more local and contextualised educational digital assessment data
story telling. Personal self-assessing reflections such as those gathered by GoingOK
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have the potential to provide authentic experiential data, especially for small scale
assessment data stories as inductive qualitative social analysis is time-consuming
work. For larger scale assessment data stories, Reflective Writing Analytics have
the potential to honour the experiences of the reflectors while enabling large-scale
data analysis that can have meaning for educators and computational analysts alike.
Digital tools by themselves cannot achieve this work. Nuanced computational
analysis through Reflective Writing Analytics relies on the co-construction of
meaning with users. The field of Learning Analytics is still new and there are calls
for it to mature beyond exploratory small studies towards larger scale systems
and validating studies (Dawson, Joksimovic, Poquet, & Siemens, 2019). More
opportunities for collaboration, author facing analytic tools and reports are likely to
emerge as the field grows. We propose further investigation through a collaborative
socio-technical approach involving teacher educators, classroom teachers and school
mentors and leaders.

9 Conclusion

‘Teacher assessment capability’ is powerful phrase that acknowledges the situated
experience of learning to be an assessor over time, yet it is not a concept that has been
well researched or understood in Australia to date. This analysis of the emotional
work of being an early career assessor points to a productive avenue for research
into how to prepare preservice teachers to be assessment capable in their early career
experiences. Reflective self-assessment data gathered using GoingOK has enabled
day-to-day assessment experiences of early career teachers to be acknowledged and
explored. From the analysis in this chapter, reporting and managing the workload
of multiple assessment deadlines, and integrating AfL, differentiated pedagogy and
behaviour management are highlighted as possible areas for further development in
initial teacher education courses. It is acknowledged that university cannot prepare
new teachers for every circumstance and that valued learning happens during embed-
ded experience. Knowing more about where the challenges might be for groups of
ECTs does provide important data to inform ongoing support.

There are implications for policy as the analytic computational representations
of teacher experiences have potential to provide new forms that can enable the local
voices of the authors in assessment contexts to be heard. Data from preservice teach-
ers who are learning to assess is currently being gathered in four countries using
GoingOK and will enable the research team to understand whether the experiences
of Australian preservice teachers are similar or different to those in Canada, Eng-
land and New Zealand partner universities. It may be that learning to manage the
emotional work of assessing is an international assessment capacity that needs to be
taught in practice and in initial teacher education.
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Glossary

Abductive reasoning Abductive reasoning is sometimes known as inference to the
best explanation, and can be thought of as the guess which provides the most
likely explanation for a surprising phenomenon. It is contrasted to inductive
reasoning where generalisations are made from specific observed phenomena,
and deductive reasoningwhich involves reaching a logical conclusion fromgiven
premises by following rules of deductive logic.

Reflective Writing Analytics (RWA) RWA uses natural language processing
(NLP) technologies to computationally analyse reflective text, interacting with
human insights for the purposes of scalable meaning-making (Gibson, 2017).

Socio-technical analysis Socio-technical analysis is a dialogue between human
deliberations and generated computational analytics. This dialogue is focused
towards a dedication to a practical outcome—the application of the analytics to
support further action.

Transepistemic Abduction (TeA) TeA is the application of abductive reasoning
that occurs across two or more distinct epistemic domains towards a productive
end that cannot be reached from a single domain (Gibson, 2017).
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Chapter 7
Responding to Teacher Quality Through
an Evidence-Informed Wellbeing
Framework for Initial Teacher Education

Mathew A. White and Faye McCallum

Abstract The OECD reports that 99% of teachers believe that student wellbeing
is important. However, pre-service teachers are challenged as they enter the teach-
ing profession, as many do not associate discipline-specific learning and teaching
with wellbeing and they are not well equipped with strategies to influence belong-
ing and engagement. We ask, how can initial teacher education programs integrate
an evidence-informed wellbeing framework in pre-service teachers’ education as a
response to global issues? Rather than focusing on the content of a wellbeing frame-
work, or the pre-service teacher wellbeing this chapter outlines the process to create
an evidence-informed wellbeing framework in pre-service teachers’ education. We
argue for a two-stepmethod, Stage 1—Appreciative inquiry process—at the strategic
level and Stage 2—Carpe Diem process—at the program level. The purpose is to
develop meaningful connections between wellbeing topics, points of discussion with
pre-service teachers, and links to the Australian Professional Standards for Teachers.

1 Introduction

While schools adopt policies, programs, and practices to address wellbeing issues
and maintain their focus on enhancing student learning outcomes, initial teacher
education (ITE) fails to keep pace (Allen, Kern, Vella-Brodrick, & Waters, 2018;
Sachs et al., 2019). In the Australian context, ITE is criticised from several com-
mentators for not preparing graduate teachers to address declining standards in
reading, mathematics and science with “rapid declines … observed amongst the
country’s lowest-achieving students” (OECD, 2019a, p. 1; White & Murray, 2015).
We argue pre-service teachers are challenged as they enter the teaching profession,
as many do not associate learning and teaching with wellbeing. They are not well
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equipped with strategies to influence positive school climate, belonging and engage-
ment. The complexity of the landscape challenges many regarding expectations of
being classroom-ready, student dynamics, ethical challenges and the differentiation
required of emerging professionals (ACER, 2019; Adler & Seligman, 2016; Allen
et al., 2018; Allen, Vella-Brodrick, & Waters, 2017; Jarden, Rashid, Roache, &
Lomas, 2019; Lomas, Roache, Rashid & Jarden, 2019; McCallum & Price, 2010;
McCallum, Price, Graham, & Morrison, 2017; Powell & Graham, 2017).

The OECD Teaching and Learning International Survey 2018 Australian Report
notes that 99% of teachers believe that student wellbeing is important. Yet, para-
doxically, intimidation and verbal abuse are issues for the long-term retention of
staff (ACER, 2019, p. 56, 143). Volume III of the 2018 Programme for International
Student Assessment (PISA) test report recognises that,

a positive school climate is one of those things that is difficult to define and measure, but
everyone – including parents – recognises it when they see it. The state of the school’s
facilities, the tone of the conversations in corridors, the enthusiasm of the school staff and
the way students interact during breaks are some of the signs that visitors can read to quickly
and broadly assess a school’s climate. (OECD, 2019b, p. 15)

The report also notes that “23% of students reported being bullied at least a few
times a month; 8% of students were classified as being frequently bullied” on aver-
age across OECD countries (OECDb, 2019a, p. 47). In Australia, “30% of students
reported being bullied at least a few times a month [and] … 33% of students had
skipped a day of school and 46% of students had arrived late for school during
that period” (OECDb, 2019a, p. 8). Furthermore, “On average across OECD coun-
tries, students’ sense of belonging generally deteriorated between 2015 and 2018”
(OECDb, 2019a, p. 132). In response to this data over the past decade, school leaders
across the world have been increasingly concerned about wellbeing, while simul-
taneously and systematically addressing the learning outcomes of students (Adler,
2017; Heller-Sahlgren, 2018; OECD, 2017, 2019b; Powell &Graham, 2017;Waters,
White, Wang, & Murray, 2015).

A challenge for the field, and a significant limitation of existing wellbeing
approaches, is the equity of access to evidence-informed approaches (Spratt, 2016;
White & Kern, 2018). We argue for an equitable and sustainable approach to well-
being. Integrating an evidence-informed wellbeing framework as part of ITE from
the outset is one of the most effective responses. We argue that this will better pre-
pare pre-service teachers regardless of where they teach. It is a pathway to show
pre-service teachers how to teach wellbeing to their future students.

This chapter summarises the design of an evidence-informed wellbeing frame-
work for professional practice in an accredited initial teacher education program
at the University of Adelaide (Sachs et al., 2019). The intended audience for this
chapter includes teacher educators, researchers, and school leaders. First, we pro-
vide an overview of the current international and national trends of wellbeing in
initial teacher education. The research question is posed to frame the chapter to
investigate the context of the debate in the field. Here, we establish a practice and
research gap concerning school students’ wellbeing—recent advances in schools
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and initial teacher education are evaluated. Next, we analyse the differences between
evidence-based and evidence-informed professional practice and its implication. We
then explore definitions of wellbeing. The operational definition of wellbeing for the
chapter is proposed. An overview of the project’s two stage theoretical framework to
respond to the research is outlined, Stage 1—Appreciative inquiry process—strategic
level andStage 2—CarpeDiemProcess—program level.We thendescribe the study’s
methodology. Last, we argue that the majority of wellbeing education has focused
on the deficit or resilience models and that this chapter outlines a highly innovative
two-stage process to re-consider twenty-first-century capabilities and innovations in
teacher preparation programs.

In part, the chapter responds to a significant research-to-practice gap identified
by Brunzell, Stokes and Waters (2019), Brunzell, Waters and Stokes (2015) and
Kristoffersen (2018) in what Oades’ (2017) characterises as wellbeing literacy or
“the vocabulary, knowledge and skills that may be intentionally used to maintain or
improve the wellbeing of oneself or others” (pp. 169–173). We ask:

How can initial teacher education programs integrate an evidence-informed wellbeing
framework in pre-service teachers’ education as a response to global issues?

We address the research question by focussing our chapter on a two-step method
to integrate an evidence-informed wellbeing framework in pre-service teachers’ edu-
cation using Cooperrider and Srivastva’s (1987) Appreciative Inquiry 4-D cycle with
the School of Education Advisory Board to co-create wellbeing graduate learning
outcomes. Next, we outline how Salmon and Wrights’ (2014) Carpe Diem learning
design process is used at the program level in Bachelor of Teaching and Master
of Teaching degrees to develop connections between wellbeing topics, points of
discussion with pre-service teachers, and links to the Australian Professional Stan-
dards for Teacherswith selected references. Thus, rather than focusing on awellbeing
framework, this chapter outlines the process used to create and integrate an evidence-
informed wellbeing framework in pre-service teachers’ education as a response to
global issues and provides an example of how the twomethods can stimulate program
renewal as a response to global issues.

2 Literature

Allen, Rowan and Singh (2019) highlight that teaching is a complicated, but influ-
ential, profession. The 2018 PISA test report argues, “On average across OECD
countries and in 43 education systems, students who perceived greater support from
teachers scored higher in reading, after accounting for the socio-economic profile
of students and schools” (OECD, 2019a, p. 15). For example, over the past decade,
international studies by Brooks, Carroll, Gillies and Hattie (2019), Brooks, Huang,
Hattie, Carroll, and Burton (2019), Darling-Hammond (2017), Donohoo, Hattie,
and Eells (2018), Hawthorne, Vella-Brodrick and Hattie (2019), Hattie (2009), Hat-
tie and Anderman (2013), Wisniewski, Zierer, and Hattie (2020), Podolsky, Kini,
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Darling-Hammond and Bishop (2019), Rubie-Davies, Peterson, Sibley, and Rosen-
thal (2015) and Wyn (2009) establish that teachers are the most critical in-school
factor affecting student outcomes. However, it is mooted that up to 53% of begin-
ning teachers leave the profession within the first 5 years globally. Over a decade
ago, Moon (2007) warned that teachers were leaving due to “burn-out”, increasing
demands, a crowded curriculum, societal issues, administrative burdens, accountabil-
ity, results-driven attitudes, challenging behaviours, and mounting stress on families
and communities. The impact of teachers leaving is a loss of quality teaching gradu-
ates,which undermines the long-termdevelopment of an educated, healthyworkforce
(Ford, Olsen, Khojasteh, Ware, & Urick, 2019; Holmes, Parker, & Gibson, 2019).

Aspiring teacherswant to contribute positively to learningwith school students but
are overwhelmed with the complexity of their roles. They grapple with professional
identity and are confronted by poor school literacy and numeracy. In a review of the
effectiveness, barriers, and facilitators for initial teacher education to promote well-
being issues in schools, Shepherd et al. (2016) examined 20 studies from the United
Kingdom and Australia. Shepherd et al. note a short-term increase in pre-service
teachers’ confidence in engaging in wellbeing discussions, but many participants
reported a lack of confidence to “effectively address the health and education needs
of school pupils” (p. 721).

Teachers’ wellbeing itself plays a significant role in the attraction, retention, and
sustainability of the profession (Harding et al., 2019; Virtanen, Vaaland, & Ertesvåg,
2019; McCallum & Price, 2016; McCallum et al., 2017). We argue for integrat-
ing an evidence-informed wellbeing framework in initial education to establish the
importance of wellbeing early in a teaching candidate’s journey (Waters & Loton,
2019; Price & McCallum, 2014). Initial teacher education is an essential factor in
graduating quality teachers. Therefore, it is critical that teachers are well and able
to contribute to the social, emotional, cognitive, spiritual, and physical wellbeing of
their students (White & Kern, 2018; McCallum & Price 2010). There is a dearth of
literature on the inhibitors of teacher wellbeing, with a focus on resilience. There
are universal challenges in this field: attracting candidates with a combination of
academic strengths and character qualities into initial teacher education, retaining
the best teachers in the profession, and gathering evidence of classroom readiness.
Initial findings from a collaborative study by McCallum, Price et al. between the
University of South Australia and St Mary’s College, London in 2016 highlights
how, for newly qualified teachers, the everyday complexities of teachers’ work play
a significant role in their effectiveness and decision-making in relation to staying in
the profession. For many, they feel underprepared for this transition.

2.1 Evidence-Based or Evidence-Informed?

In Australia, initial teacher education has placed a greater focus on evidence-based
practice. Recently, the terms evidence-based and evidence-informed approaches are
being used interchangeably. The long-term goal is to equip graduate teachers with
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pedagogies that will have a positive impact on student learning outcomes (AITSL,
2017). The intention is that graduates will also use data to inform teaching strategy,
objectives, and measurable outcomes. The emphasis on the use of data, or evidence,
to inform decision-making will enable teachers to know and understand their impact
in and outside of the classroom, seek evidence to verify or challenge perceptions,
and map student learning growth. Traditionally associated with the sciences and
medicine, evidence-based strategies have become an integral part of the international
discourse of professional practice.

In the medical context, evidence-based approaches are defined by Sackett,
Rosenberg, Gray, Haynes, and Richardson (1996) as

the conscientious, explicit, and judicious use of current best evidence in making decisions
about the care of individual patients. The practice of evidence-based medicine means inte-
grating individual clinical expertise with the best available external clinical evidence from
systematic research. By individual clinical expertise, we mean the proficiency and judg-
ment that individual clinicians acquire through clinical experience and clinical practice.
(pp. 71–72)

While evidence-based approaches are discussed widely by teachers and school
leaders and have been included in various policy documents,more recently, evidence-
informed practice has emerged as an alternative process. This process comes in
response to critiques and limitations of evidence-based practice that assert it trains
teachers as technicians rather than educators. On the other hand, evidence-informed
approaches adopt a more holistic approach. It integrates quantitative studies provid-
ing significant evidence to support the decision-making process (McLean Davies
et al., 2017; Peters, Cowie, & Menter, 2017). Evidence-informed approaches are
person-centred and include qualitative methods. This is instead of solely relying on
quantitative evidence. In this chapter, we argue for an evidence-informed approach
to professional practice as it places the focus on the person, culture, and context
(McLean Davies et al., 2013).

2.2 Defining Wellbeing

Over the past two decades, there has been exponential growth in the research and
practice of wellbeing education across a range of fields, including organisations,
healthcare, and public policy. It manifests in many forms, sometimes called charac-
ter education, learning, and teaching for 21st-century skills (World Economic Forum,
2016; Lavy, 2019), social and emotional learning, wellbeing education, and positive
education (Seligman, Ernst, Gillham, Reivich, & Linkins, 2009; Waters & Loton,
2019; White & Murray, 2015). Some wellbeing theories focus on emotion (hedonic
wellbeing); some emphasise eudemonic elements. Dodge, Daly, Huyton and Sanders
(2012), Huppert (2017), Thorburn (2015), McCallum and Price (2016) and Waters
and Loton (2019) recognise that while wellbeing is significant, it is challenging to
define. Diener (1984) asserts that wellbeing includes both affective and cognitive
elements. For example, Ryff and Keyes (1995) assert that psychological wellbeing
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consists of six domains (self-acceptance, positive relationships with others, auton-
omy, environmental mastery, purpose in life, personal growth). Keyes (2002) extends
his earlier work and claims that wellbeing includes high emotional, psychological,
and social wellbeing.

Conversely, Seligman’s (2011) PERMA theory advocates that wellbeing comes
from five pillars (positive emotion, engagement, relationships, meaning, and accom-
plishment). Huppert and So’s (2013) model defines ten components of flourishing
that are opposite to themain symptoms of depression and anxiety (competence, emo-
tional stability, engagement, meaning, optimism, positive emotion, positive relation-
ships, resilience, self-esteem, and vitality). Rusk andWaters (2015) andWaters, Sun,
Rusk, Cotton, and Arch (2017) derive an empirical model of a five-domain model of
positive functioning (comprehension and coping, attention and awareness, emotions,
goal and habits, and virtues and relationships).

More recently, Waters and Loton (2019) have extended previous research to
propose “a data-driven, meta-framework to support evidence-based decisions for
researchers and practitioners when designing, investigating and implementing pos-
itive education intervention”. This framework is based on a bibliometric review of
18,403 positive psychology studies. The two-stage research design identifies six over-
arching pathways to wellbeing that form the SEARCH framework: (1) strengths, (2)
emotional management, (3) attention and awareness, (4) relationships, (5) coping,
and (6) habits and goals. PISA 2018 defines student wellbeing as “the psychological,
cognitive,material, social andphysical functioning and capabilities that students need
to live a happy and fulfilling life” and identifies five domains of student well-being
identified in the Framework for the Analysis of StudentWell-Being in the PISA 2015
Study (OECD, 2019b, p. 40). These domains are cognitive, psychological, physical,
social and material wellbeing (Borgonovi & Pál, 2016).

As Fraillon (2004) contends, because of a lack of specificity around notions of
character and wellbeing, the education sector is presented with an ironic paradox:
there is unequivocal consent that it is essential to consider, monitor, and respond to
wellbeing, yet there is little sector-wide consensus onwhat it is (Fraillon, 2004, p. 16).
Fraillon’s paradox supports Marsh, Huppert, Donald, Horwood, and Sahdra’s (2019)
contention that wellbeing in notorious difficult to define and measure. There are
many definitions of subjective wellbeing, and they can be measured. In the literature,
terms such as “happiness”, “subjective wellbeing”, “thriving”, and “flourishing”
are often used interchangeably. Definitions of wellbeing, often used with the term
“flourishing” interchangeably, emphasise emotional states (hedonic wellbeing), and
others underscore the importance of eudemonic elements, influenced by Aristotelian
virtue-ethics. Today, there is increasing recognition of the importance of the personal
qualities of teachers and the teaching of character (Kim, Jörg, & Klassen, 2019).
Widespread attempts to define wellbeing education exist in psychology, sociology,
philosophy, and other sectors. It is a term commonly used in education and has been
extensively researched for over forty years, resulting in various proposed projects,
initiatives, models, and strategies to improve one’s wellbeing with the goal to achieve
human flourishing.
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This chapter adopts Huppert and So’s (2013, p. 838) definition of wellbeing that
it is “feeling good and functioning effectively” in the context of developing qual-
ity teachers. In addition, the application of character within the field of wellbeing
education has attracted considerable attention from researchers, practitioners, and
policymakers. White and Waters (2015) and Berkowitz and Bier (2004) summarise
character education as an approach that “seeks to ensure that a student’s academic
abilities are developed in unison with his/her character” (White & Waters, 2015,
p. 69), which aligns with the positive education movement (Seligman et al., 2009).
While this growth is promising a more holistic approach to learning and teaching,
it has also been met with various critiques, both within academia and beyond (e.g.,
Ciarrochi, Atkins, Hayes, Sahdra, & Parker, 2016; Kristjánsson, 2007, 2012, 2015;
Langer Primdahl, Reid, & Simovska, 2018; White, 2016).

3 Theoretical Framework

This study adopts two theoretical frameworks to co-create an evidence-informed
wellbeing framework. In stage one, an appreciative inquiry process at a strategic
level is employed with the School of Education’s advisory board, as illustrated in
Fig. 1. In stage two, theCarpeDiemmodel is implemented at a program-development
stage with the academics who co-designed the initial teacher education courses. In
higher education change, programdesign, redevelopment, and renewal are not always
aligned with course content and may be deficit-oriented in approach. Therefore, after
an evaluation of various traditional strategic planning processes, Cooperrider and
Srivastva’s (1987) appreciative inquiry process was selected as the most effective
method for phase one, with the aim of aligning the topic of wellbeing and strengths
with a positive approach to the process of change.

The wellbeing framework is one of the three main strategic initiatives of the
School of Education at the University of Adelaide which aims to strengthen initial
teacher education programs. This strategic objective is explicitly linked with the
school’s strategy for initial teacher education and graduate attributes. This objective

Stage 1: Strategic Level
• School of Education’s Advisory Board
• 4-D Appreciative inquiry Cooperrider and Srivastva’s (1987) 

Stage 2: Program Level
• Program academics 
• Carpe Diem — ‘seize the day’ – learning-design 

process (Salmon and Wrights, 2014) 

Fig. 1 Stages 1 and 2 of the Theoretical Framework
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is adopted in response to the evidence of growing issues of adolescent mental health
and wellbeing highlighted in the international literature. It is reinforced by feedback
from educational leaders and school principals who are members of the School of
Education’s Advisory Board, made up of representatives from the Department for
Education, Catholic Education SouthAustralia, the Independent SchoolsAssociation
of South Australia, the South Australian Certificate of Education (SACE) Board of
South Australia, and principals from all sectors and systems across the state.

3.1 Stage 1-Appreciative Inquiry Process-Strategic Level

Appreciative inquiry investigates the positive core of an individual, group, or systems
(Cooperrider & Srivastva, 1987; Cooperrider & Whitney, 2000). First proposed by
Cooperrider and Srivastva (1987), international research illustrates the process has
a significant impact across organisational development. It is considered one of the
most influential theories in organisational change (Cooperrider & Srivastva, 2013).
Appreciative inquiry leaves behind “deficit-oriented” methodologies (Cooperrider,
Whitney, & Stavros, 2008, p. 1) and concentrates on what is working well or the
strengths at an institutional, group, and personal level. In this study, the affirma-
tive topic chosen to guide the 4-D process is quality teachers. White and Waters
(2015, p. 20) define the appreciative inquiry cycle (AI) as “a systematic, holistic, and
collaborative methodology that follows a strengths-based model of change in order
to uncover the positive core of an organization” (Cooperrider & Sekerka, 2003;
Cooperrider & Whitney, 2000; Filleul & Rowland, 2006; Cooperrider, Whitney, &
Stavros, 2008, p. 40). Using the appreciative inquiry cycle for all levels of a group
or organisation is part of the inquiry process that focuses on the strengths within
a system. These strengths are used as the basis to create change. Cooperrider and
Whitney (2005) assert that this approach is substantially different from the more typ-
ical organizational development approaches to creating strategic change that follow
a deficit-based approach to diagnosing problems and errors.

In Cooperrider and Srivastva’s (1987) 4-D cycle, the researcher adopts the follow-
ing process of inquiry: Discovery–what gives life? Dream–what might be? Design–
how it can be? and Destiny–what it will be? In this study, all stages of the 4-D cycle
are adopted as illustrated in Fig. 2. The Head of School facilitates the apprecia-
tive inquiry workshop with academics well-versed in the application of appreciative
inquiry theory. Following the 4-D cycle, the workshop poses a series of provocative
questions to the Advisory Board. In adopting the process, the facilitators engage in
what Cooperrider and Srivastva (1987) describe as the constructivist, simultaneity,
poetic and anticipatory principles of appreciative inquiry. The constructivist princi-
ple determines what the group does. The simultaneity principle is employed as the
inquiry into the wellbeing framework commences. These seeds of change determine
the direction of the programs and courses. The poetic principle engages the expe-
rience of academics lecturing into programs, and the anticipatory principle is the
outcome of the wellbeing framework determined by what was achieved during the
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Stage 1: 
Discovery

“What gives 
life?” (the best 

of what is)

Stage 2: Dream
“What might be? 

Stage 3: Design
“What should be 

the ideal?" 

Stage 4: Destiny
“How to 

empower, learn, 
adjust and 

improvise?" 

“Quality 
teachers” 

Fig. 2 Stage 1—The appreciative inquiry 4-D cycle (adapted from Cooperrider, Whitney, &
Stavros, 2008, p. 34)

co-design process (Whitney & Trosten-Bloom, 2018). In designing the appreciative
inquiry process, participants are asked to consider the past, present and future experi-
ence of the School of Education’s pre-service teachers. Therefore, the constructivist
principle underpins the inquiry so that academics are constantly challenged to engage
in critical thinking and meaning-making throughout the program. The poetic princi-
ple engages the interdisciplinary experience of academics lecturing in programs. As
the process unfolds, the final outcome of the wellbeing framework is determined by
what is achieved during the co-design process using the anticipatory principle.

3.2 Stage 2—Carpe Diem Process—Program Level

Next, we outline Salmon and Wrights’ (2014) Carpe Diem—‘seize the day’—
learning-design process. This is the theoretical framework used to create the wellbe-
ing framework at the program level. At an operational level, academics collaborate
to write the aspirational elements of the framework structure, storyboard units of
work, build prototypes, and review and determine next steps. The Carpe Diem pro-
cess is adopted due to its highly collaborative nature. A brand-new element of the
initial teacher education programs, the wellbeing framework and strategy was devel-
oped using this team-based approach to ensure academics co-designed this pillar
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of our offering. The strength of the Carpe Diem process is that it enables the team
to integrate the latest advances in wellbeing science into the pedagogical programs
delivered as part of initial teacher education. First developed by Salmon (2011), the
CarpeDiemprocess has been used extensively in the introduction of new applications
with an emphasis on online learningmanagement systems. Secondly, theCarpeDiem
approach seeks to integrate e-technologies into a student’s learning experience and
place the student experience at the centre of the development of programs and courses
(Slamon, 2013). The method has been adopted internationally, with many univer-
sities using it as a process to create MOOCs, both online and in blended learning
(Usher, MacNeill, & Creanor, 2018). Significantly, this process enables individual
academics, traditionally responsible for different courses, to collaborate as teams and
develop a more cohesive set of program learning outcomes. The team approach also
enables relationship-building between academics and the alignment of the program
with individual course learning outcomes.

4 Methodology

4.1 The Application of an Appreciative Inquiry Process

Following a traditional Strengths, Weakness, Opportunities and Threats (SWOT)
analysis of the School of Education programs, six appreciative questions were pre-
sented to the Advisory Board. These questions were mapped against the four stages
of Cooperrider and Srivastva’s (1987) appreciative inquiry cycle and based on pre-
vious appreciative inquiry summits documented by Waters, White, and Murray
(2012), Waters, White, Wang, and Murray (2015) and Waters and White (2015).
The appreciative questions posed were:

• What are our teaching program strengths? (Stage 1: Discovery)
• How can the university, school leaders, schools, and systems collaborate to

enhance our program development? (Stage 1: Discovery)
• What wellbeing research can we include in our initial teacher education programs

to build on that success and create a wellbeing framework? (Stage 1: Discovery)
• Imagine the ideal graduate from our wellbeing framework. What do they look

like? What do they know? What are they able to do? What is their impact? How
are they interacting with other colleagues? (Stage 2: Dream)

• What would success look like for pre-service teachers, partner schools, the
profession? (Stage 3: Design)

• How would we (as a School of Education) know that we are succeeding? (Stage
4: Delivery).

Based on the output from the Advisory Board and appreciative inquiry workshop,
the Head of School and the Chair of one of the School of Education’s research groups
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drafted the learning objectives for thewellbeing framework. Graduates would be able
to:

• Exhibit an understanding of wellbeing within current contexts and transfer this
knowledge to complex classrooms and institutions;

• Evaluate a number of approaches to wellbeing pedagogy and curriculum devel-
opment;

• Critique a range of research, relating to specific curriculum areas;
• Influence a “best practice”model ofwellbeing education for teachers and learners.

4.2 The Application of the Carpe Diem Process

Based on previous literature outlining the strengths and limitations of Carpe Diem
workshops, the wellbeing framework learning outcomes and objectives were agreed
upon in advance prior to the development of the wellbeing framework. In this way,
we adopted Salmon’s (2019) philosophy of starting the Carpe Diem process with
an end in mind. After the co-design of the graduate learning objectives, a well-
being discussion paper was written by White and McCallum. The purpose of the
paper was to act as a catalyst for discussion with program directors, course coor-
dinators and lecturers in the Bachelor of Teaching and Master of Teaching. The
wellbeing discussion paper highlighted the major claims of Immordino-Yang and
Damasio’s (2007) foundational article “We feel, therefore we learn”. Immordino-
Yang and Damasio’s (2007) contended that neuroscience was establishing “greater
connections” between and across the fields of “emotion” and “social functioning”
which could “revolutionize our understanding of the role of affect in education”
(pp. 3–4). Furthermore, Immordino-Yang and Damasio (2007) assert that “aspects
of cognition that we recruit most heavily in schools, namely learning, attention,
memory, decision making, and social functioning, are both profoundly affected by
and subsumed within the processes of emotion” (p. 3).

The discussion paper positioned wellbeing first in the Australian, and then in an
international context, thereby placing the field within the broader research over the
past twenty years. The finding of the 2018 and 2019Mission Australia Youth Survey
Reports were emphasised (Carlisle et al., 2018, 2019) and the education sections of
the Global Happiness Report 2018 and the Global Happiness and Wellbeing Pol-
icy Report 2019 were examined (Sachs et al., 2018, 2019). The paper contended
that scholars now have a greater knowledge and understanding of child and adoles-
cent wellbeing and its role in education. This was a result of advances in the links
between student learning, wellbeing and a greater understanding of mental health
more broadly (Waters et al. 2017, pp. 245–246). In addition, the discussion paper
highlightedWaters and Loton’s (2019) recent SEARCHmeta-framework for wellbe-
ing education. The SEARCH meta-framework was developed from a two-stage pro-
cess: first, “a large-scale bibliometric review and thematic grouping of topics based
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Fig. 3 The carpe diem process for the development of the wellbeing framework (Author adapted
from Salmon & Wright, 2014)

on natural language processing of over 18,403 positive psychology studies”, and sec-
ond, “action-research with ten schools testing the practical validity of the wellbeing
themes identified in stage one with educators”. This aided “designing, investigat-
ing and implementing” wellbeing research, application and program development
(Waters & Loton, 2019, p. 1). The outcome of stage one and two of the Waters and
Loton’s researchwas the SEARCH framework focused on six domains: (1) strengths,
(2) emotional management, (3) attention and awareness, (4) relationships, (5) coping
and (6) habits and goals.

As summarised in Fig. 3, there were six steps to the course development process
which guided the selection of topics covered throughout the Bachelor of Teaching
and Master of Teaching. The Carpe Diem steps were blueprint, storyboard, build the
prototype, reality check, review, adjust and plan. Over one day, the process enabled
the team to integrate the wellbeing framework across the Bachelor of Teaching and
Master of Teaching degrees. With the aid of a learning designer as an independent
facilitator from the university’s learning enhancement and innovation team, this pro-
cess helped academics to conceptualise, create, and build the wellbeing framework
and determine how this fitted within the professional practice placements of the
programs.

4.3 Examples of the Integration of Wellbeing Topics
with the Australian Professional Standards for Teachers

The Carpe Diem process stimulated much discussion as the group considered a
blueprint for various topics that would be explored during the duration of the Bach-
elor of Teaching and Master of Teaching programs. During the storyboarding phase
of the Carpe Diem as outlined in Table 1, examples of topics were considered. The
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following are illustrated in Table 1: Appreciative inquiry, Character strengths, Civics
and citizenships, Emotional intelligence, Flourishing, Goals and habits, Gratitude,
Grit, Hope, Meaning and purpose, Measuring wellbeing, Parents and Parenting, Phi-
losophy of wellbeing, Positive education, Positive emotions, Praise and feedback,
Resilience education, Trauma-informed positive education, Values education, Well-
being and academic accomplishment, Whole-school approaches to wellbeing, 21st
Century Skills, Technology and wellbeing education.

During the Carpe Diem process all topics were mapped against the University’s
graduate learning outcomes for thewellbeing framework, then linkedwith theAITSL
standards 1 to 5 focusing on the acquisition of Professional Knowledge (Standard 1:
Know students and how they learn, Standard 2: Know the content and how to teach it)
and Professional Practice (Standard 3: Plan for and implement effective teaching and
learning, Standard 4: Create and maintain supportive and safe learning environments
and Standard 5: Assess, provide and report on student learning). In addition, during
the Carpe Diem, the topics were mapped against the six University of Adelaide
Graduate Attributes. During the prototyping, various discussion points that could be
explores with pre-service teachers were drafted. These discussion points focused on
open-ended “how” as opposed to “what” questions encouraging pre-service teachers
to reflect critically on the roles of self, students, scholarship and peers (Brookfield,
2015, 2017).

5 Conclusion

Most research in the field of wellbeing education has focused on the deficit or
resilience models (Beutel, Crosswell, & Broadley, 2019; Collie & Perry, 2019;
Mansfield & Beltman, 2014, 2019; Mansfield & Gu, 2019). Very little research
identifies how to develop well teachers and sustain their health and wellbeing.
This chapter has explored a two-stage process to re-consider twenty-first-century
capabilities and innovations in teacher preparation programs. We contend that
pre-service teachers are challenged as they enter the profession; many do not
associate learning and teaching with wellbeing. They are not well equipped with
strategies to influence positive school climate, belonging and engagement. We
have outlined how the Appreciative Inquiry 4-D cycle can be used at the strategic
level to co-create wellbeing graduate learning outcomes, and Salmon and Wrights’
(2014) Carpe Diem learning design process is used at the program level in Bachelor
of Teaching and Master of Teaching degrees. The outcome is an AITSL aligned
evidence-informed wellbeing framework for pre-service teachers’ education as a
response to global issues of teacher quality. We have positioned this in the context
of international developments around literacy and numeracy and increased concern
in youth mental health. To consider teachers’ and students’ wellbeing in ITE is
internationally innovative. At this stage, an initial pilot study of the perception of 54
Bachelor of Teaching and Master of Teaching pre-service teachers’ understanding
of wellbeing has been concluded before the rollout of any program changes at
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the University of Adelaide. This pilot study will be published mid-2020. We look
forward to sharing forthcoming publications which will address questions around
the next steps for program development and implementation and its impact.
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Chapter 8
Pre-service Teacher Perceptions
of LANTITE: Complexity Theory
in Action?

Jenene Burke, Peter Sellings, and Naomi Nelson

Abstract The chapter reports on a study where the perceptions of a group of pre-
service teachers (PSTs) in Australia, regarding their experiences of the LANTITE,
were captured and analysed using the lens of complexity theory. The authors argue
that a change to one of the complex sub-systems involved in ITE appears to produce
effects in other related sub-systems. A likely unexpected impact was on the formation
of graduate teacher identities and capabilities as professional teachers. The potential
impact on teaching for social justice and attending equitably to human difference
when standards-based education is adopted is another theme that is considered in
this chapter.

1 Introduction

Teacher testing has been implemented in a number of countries around the world
for many years. For example, in the 1970s and 1980s, testing of pre-service teachers
was implemented in most states of the USA either as an entry requirement, or at
the end of degrees to ensure that teachers met appropriate standards of professional
and academic competency (Haney, Madaus, & Kreitzer, 1987). In 2000, tests of
personal literacy and numeracy were introduced in England and undertaken by ITE
students in their final year of study (Department for Education, 2019). More recently,
in 2016, the Australian government introduced a national test of personal literacy
and numeracy for all higher education students enrolled in education courses that
aimed to ensure that only those scoring within the top 30% of the population would
be allowed to teach. Successful completion of LANTITE is now compulsory for all
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Australian initial teacher education (ITE) candidates by the time they complete their
degree, with Australian teacher education accreditation requiring higher education
providers to stipulate how this regime will be implemented in their institution.

Teacher education is, however, a very complex system with many variables that
can change outcomes of graduates. The framework used in this chapter is complexity
theory, drawing on ideas from Mason (2008), Gough (2012) and Ovens (2017) to
highlight how a change to one of the complex sub-systems involved in ITE appears to
produce effects both expected and unexpected in other related, critical sub-systems.
The aim of this research is to examine the perceptions of this testing regime of a group
of pre-service teachers (PSTs) in a regional university in Victoria, Australia and the
impact it has had on them as they form their identities and capabilities as profes-
sional teachers. Teacher identity has been found by researchers to be a foundational
construct in the development of a teacher’s self-efficacy and is influenced by many
factors, such as emotion, experience and sociocultural discourse (Beauchamp &
Thomas, 2009). Negative or positive, stable or unstable, teacher identities are related
to retention, resilience and effectiveness in the classroom (Day, Stobart, Sammons,
Kington, & Gu, 2007; Mansfield, Beltman, & Price, 2014).

2 Review of Literature

In 2014, the Australian government appointed an advisory group to review and make
recommendations on how initial teacher education in Australia could be improved
(The Teacher Education Ministerial Advisory Group (TEMAG), 2014, p. v). This
advisory group made 38 recommendations to the government, who subsequently
adoptedmost of these recommendations.Recommendation 13,whichwas adopted by
the Australian government stated that: “Higher education providers use the national
literacy and numeracy test to demonstrate that all pre-service teachers are within the
top 30% of the population in personal literacy and numeracy.” (TEMAG, 2014, p.
viii). This national testing regime is known as LANTITE with the onus for reaching
the requisite personal literacy and numeracy standards on teacher education providers
and thePSTs themselves,with a pass in theLANTITEnowestablished as a graduation
requirement. Consequently, teacher education providers have found it necessary to
implement various measures to ensure their students are successful in the LANTITE.
For someproviders, these include pre-testing teacher education applicants in personal
literacy and numeracy and providing formal assistance to PSTs to strengthen their
personal literacy and numeracy levels.

This concept that graduate teachers should have strong personal literacy and
numeracy competence did not originate with the TEMAG report, but initially
appeared in the ITE program standards manual for program accreditation in 2011
(ACER, 2019), with the expectation that the personal literacy and numeracy lev-
els of applicants for teacher education were broadly equivalent to the top 30% of
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the population. The ACER website, (ACER, 2019) currently states that the popu-
lation of comparison is the “adult population” and that the 70% standard is “em-
pirically validated” against the Organisation for Economic Co-operation and Devel-
opment (OECD) Programme for the International Assessment of Adult Competen-
cies (PIAAC) and aligned with the Australian Core Skills Framework (ACSF), a
framework that describes general adult literacy and numeracy standards (ACER,
2019).

Currently, program Standard 3.5 under “Program Entry”, states that:

Entrants to initial teacher education will possess levels of personal literacy and numeracy
broadly equivalent to the top 30% of the population. Providers who select students who
do not meet this requirement must establish satisfactory arrangements to ensure that these
students are supported to achieve the required standard before graduation. The National
Literacy and Numeracy Test is the means for demonstrating that all students have met the
standard (AITSL, 2019).

Following its inception as a teacher education program requirement in mid-2016
until the end of 2018, according to the Australian Government Department of Educa-
tion and Training (2019), over 59,000 PSTs had undertaken testing of at least one of
the two LANTITE components. The pass rates for first time candidates in 2018 were
90.4% for literacy and 90.0% for numeracy from just over 22,000 candidates in each
test. This was down from the 2016 test results where around 95% of students were
successful (Australian Government Department of Education and Training, 2019).

The introduction of personal literacy and numeracy requirements to teacher edu-
cation in Australia is similar to the system implemented in England. In 2000, anyone
wishing to gain Qualified Teacher Status in England needed to pass the Professional
Skills Test; a test of personal literacy and numeracy skills undertaken by ITE stu-
dents in their final year of study (Department for Education, 2019). However, debate
within the UK over the past 10 years around the effectiveness of the scheme resulted
in several changes, including unlimited resits and a reduction of the pass mark. More
recently, the Minister of State for School Standards released a statement announcing
that in 2020, “teacher training providers will become responsible for ensuring that
prospective teachers meet the high standards of literacy and numeracy required to be
a teacher” (U.K. Parliament, 2019), essentially reverting back to the same scheme
Australia had in place before the mandate of the LANTITE. This means that, in the
UK, personal literacy and numeracy skills of PSTs are to be developed and assessed
within coursework by individual teacher education providers.

2.1 Complexity Theory

Complexity theorywas originally developed in scientific fields such as chemistry and
physics and was an offshoot of chaos theory (Mason, 2008). Chaos theory highlights
how small variations in one part of a system can lead to substantial fluctuations in
the behaviour of the whole system. More recently, educationalists have explored
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complexity theory in a number of different ways and for a number of different
purposes. Gough (2012) suggests that:

Complexity invites us to understand that the many processes and activities that shape the
worldwe inhabit are open, recursive, organic, non-linear and emergent: It also invites us to be
sceptical, of mechanistic and reductionist explanations, which assume that these processes
and activities are linear, deterministic and/or predictable and, therefore, that they can be
controlled (p. 42).

Essentially, Gough (2012), espouses that complexity theory offers education pro-
fessionals a different way of looking at systems and the elements of systems that are
essential to educational institutions and the many and diverse ways these systems
and elements are connected. In simple terms, according to Mason (2008), changing
one input can lead to changes in a range of outcomes. Yuan, Zhang and Yu (2018)
characterise teacher collaboration as a complex system and use complexity theory
to explore collaboration and how it interacts with other systems within their school
community. The findings reported by Yuan et al. (2018) highlight how changes in
one area of a complex system can produce both positive and negative changes to
other areas of the same complex system. Ovens (2017), characterises complexity in
teacher education as “fascinating, illusive and creative” (p. 38) and uses a frame-
work of complexity theory to explore facets of professional learning and assessment
in ITE, as a means to enact what he calls “transformative pedagogy” (p. 39).

The previously discussed studies by Gough (2012), Yuan et al. (2018) and Ovens
(2017) suggest that educational institutions such as universities and schools can be
considered complex organisations. As complex organisations, they have a number
of systems operating in a way that delivers educational programs to students, thus
suggesting that complexity theory is an appropriate lens to view them through. In
the case of ITE, the systems would have both competing and complementary objec-
tives. Sanger and Giddings (2012) argue that complex systems generally consist of
a number of sub-systems that can interact with each other on a number of levels and
in multiple ways. ITE would fit into this definition as there are sub-systems such
as policy (which state and federal governments and the university have input into),
accreditation (involving both state teacher accreditation bodies and federal bodies
(AITSL) as well as the Tertiary Education Quality and Standards Agency (TEQSA),
curriculum (involving a university and its faculties), professional placement (involv-
ing a university and schools) and teaching (involving a university and individual
academic staff). As previously argued, complexity theory suggests that causation in
education is complex and that outcomes can be influenced by a myriad of factors
(Mason, 2008).

Outcomes in ITE are important with universities charged with developing their
graduate teachers so they can demonstrate the AITSL teacher standards (AITSL,
2018). These teacher standards require graduates to demonstrate competence in areas
such as content and pedagogy knowledge, creating safe and engaging learning envi-
ronments, developing suitablematerial for learners, and engaging professionallywith
a range of stakeholders.
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2.2 Teacher Identity

An increased demand for teacher quality has created a renewed interest in the research
of teacher identity. Several definitions can be found, yet many agree that teacher
identity is integral to the development of self-efficacy, purpose, motivation, future
orientation and position within the education community (Beauchamp & Thomas,
2009; Day & Kington, 2008; Day et al., 2007; Hong, Greene, & Lowery, 2017;
Wenger, 1998). In an ever-changing landscape of accountability and uncertainty,
teacher identities are also in a constant state of flux and influenced by factors such as
reform, political agendas and societal expectations. Therefore, identity development
is an active process of exploration, reflection and dialogue; an experience in which
PSTs need to be agentic to construct their sense of self as a professional (Coldron
& Smith, 1999). There is, however, limited room for teacher agency in Australia’s
current political climate. Beijaard, Meijer and Verloop (2004) contend that confor-
mity and compliance with imposed standards essentially threatens teachers’ locus of
control in their own professional identity formation.

Similarly, Hargreaves (2000) describes the role of external forces through four
categories of teacher professionalism which explain the identity development of the
teacher within a sociocultural context: the pre-professional, the autonomous pro-
fessional, the collegial professional and, the post-modern professional. The latter
is marked by economic globalisation and the marketization of education which,
Buchanan (2015) argues is reflected “in the recent reforms and policies that tightly
regulate teachers’ work and roles, and view teachers as technicians who implement
decisions made by others who are far away from the actual classrooms” (p. 702).
Taking Buchanan’s point further, government decisions about requisite teacher capa-
bilities and suitability to teach can be considered in relation to the post-modern
professional context.

In exploring teacher identity through the lens of complexity theory, current polit-
ical policy and reform in Australia can be identified as a change to an important
teacher education sub-system. This lens provides the stimulus to ask important ques-
tions about the impact of the LANTITE on PSTs’ identity development as education
professionals as well as understand trends experienced in other countries.

2.3 Social Justice and High-Stakes Testing

High-stakes tests are used to inform important decisions and, in the context of this
paper, such test scores determine outcomes such as registration with teaching author-
ities and graduation. As policies and reform agendas emerge and re-emerge, high-
stakes testing has become the tool for measuring their impact. However, several
researchers have found there to be adverse effects on minority and disadvantaged
students (Au, 2008; Hursh, 2005; Madaus & Clarke, 2001). For example, studies
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from the United States have found African American, Latino and students with dis-
abilities are particularly overrepresented in high-school drop-out rates since reforms
were introduced to raise education standards in the 1990s (Hursh, 2005). It has also
been established that family income is strongly correlated with test scores, meaning
those from disadvantaged backgrounds generally underperform and are therefore
less likely to have opportunities afforded by success in such tests, such as entry to
college or university (Emler, Zhao, Deng, Yin, & Wang 2019).

The influence high-stakes testing has on learning content and knowledge is also
linked, where Au (2008) argues that “student identities that lay outside the test-
based norms are thus ‘subtracted’ from the curriculum” (p. 641). Consequently,
those who “think and learn in ways that differ from the dominant cultural norms”
are marginalised (Um, 2019, p. 76).

Some of these concerns were raised by the National Research Council (1999) who
made a series of recommendations related to the National Assessment of Educational
Progress (NAEP) which included that an “educational decision that will have amajor
impact on a test taker should not be made solely or automatically on the basis of a
single test score” (p. 3). More than twenty years later, the nexus between high-stakes
testing and social justice is still an issue, particularly in Australia where high-stakes,
policy-driven initiatives such as LANTITE have potentially profound implications
for the futures of aspiring teachers (Klenowski & Wyatt-Smith, 2012).

3 Research Context

The context for this work is ITE in a regional university in Victoria, Australia. Feder-
ation University Australia is a regional multi-campus university that has a large “first
in family” cohort. Federation University’s School of Education develops classroom
ready teachers who usually teach in regional and remote areas (Plunkett & Dyson,
2011). In recent years, the Quality Indicators for Learning and Teaching (QILT) sur-
vey findings show undergraduate and postgraduate students score Federation Uni-
versity above the national average for teaching quality in areas including learner
engagement, student support and skills development (QILT, 2019a). The QILT find-
ings also rate Federation University well above average in gaining employment after
graduation (QILT, 2019b). The PST cohort in this study comes largely from areas in
regional and remote Victoria. For almost a decade the School of Education at Feder-
ation University has supported its PSTs by using internal testing to identify students
who needed additional work to build their personal skills in either numeracy or liter-
acy. Additional support has been provided in a range of forms including first, small
group skill development sessions and, second, the development of learning plans for
individuals with a focus on self-directed learning and, third, check in sessions to
ensure that the plan is having the desired effect of building personal numeracy and
literacy skills. Class sizes in tutorials for PSTs are generally lower than 25 allowing
the lecturers and tutors to get to know their learners well and cater for them in a way
that develops them in all areas, including personal literacy and numeracy.
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4 Research Method

The purpose of this study was to investigate PST perceptions of the LANTITE
testing regime. The mixed-methods oriented research involved the online collection
of survey data following ethics approval from the Federation University Human
Research Ethics Committee. Only quantitative data from the study is reported in
this paper. Participants were undergraduate ITE students (n = 61) in their final
year of study who had successfully completed both the literacy and numeracy test
components of LANTITE. These PSTs were approached through a course studied as
part of their final year program and invited to participate anonymously in the online
survey. The response rate (51% of PSTs who were invited to complete the survey)
was higher than expected and demographic data indicated representation across a
range of programs and age groups.

Survey questions developed by the researchers were designed to investigate PSTs’
perceptions of the LANTITE, and the potential impact of the test on identities and
capabilities as teachers entering the profession. The survey was created through
the use of Google Forms and participants were given the option to provide their
personal details if they wished to be contacted at a later stage. The survey consisted
of eight questions pertaining to the literacy component of the LANTITE and eight
relating to the numeracy component, followed by six general questions regarding
the test as a whole. The PSTs were asked about their preparedness for the test, their
confidence before and after sitting the test, whether they found the test stressful, and
if completing the test contributed to their preparedness to be a teacher. All questions
were required and were answered using a five-point ordinal Likert scale describing
one as “strongly agree” and five as “strongly disagree”. Likert scales are widely used
to measure attitudes and opinions with a greater degree of nuance than a simple yes
or no question. They are one of the most reliable ways to measure perceptions and
attitudinal patterns (Oppenheim, 1992). Raw data was downloaded from the Google
Formand converted to anExcel spreadsheet. Formulaswere used to tabulate, organise
and prepare data into graphs for analysis.

5 Results

The following results summarise PST responses (n = 61) to a number of the survey
items. Results are shown in graphs (Figs. 1, 2, 3 and 4) showing the breakdown of
Likert scale responses. Raw data is reported through tables and graphs with reported
outcomes listed as percentages.

The first area to be discussed is around PSTs’ confidence before and after the
literacy and numeracy testing. The PSTs were asked to rate their agreement with the
statement: “Before the test, I felt confident about my literacy ability”. A similarly
worded statement was included about confidence in numeracy. Figure 1 shows the
confidence levels of PSTs before official literacy and numeracy testing.



146 J. Burke et al.

0%
5%

10%
15%
20%
25%
30%
35%
40%
45%
50%

LITERACY NUMERACY

Strongly Agree Agree neutral Disagree Strongly Disagree

Fig. 1 Reported confidence of pre-service teachers before they attempted LANTITE
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Fig. 2 Reported confidence of pre-service teachers after they attempted LANTITE but before they
received their results

Figure 1 shows that a slight majority of PSTs (54% literacy; 59% numeracy)
agreed they felt confident in their abilities in literacy and numeracy before they
attempted the LANTITE test, compared with those (21% literacy; 28% numeracy)
who stated that they lacked confidence before sitting the test. Figure 2 shows the
confidence of PSTs after they attempted LANTITE, but before they received their
results. The survey itemwas, “After the Literacy test (but before receivingmy result),
I felt confident that I had passed the test.” Again, a similarly worded statement was
used regarding numeracy confidence.
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Fig. 3 Reported stress levels of pre-service teachers in literacy and numeracy
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Fig. 4 Reported beliefs of pre-service teachers about having strategies to complete LANTITE
successfully

Figure 2 shows thatmanyPSTs became less confident after completing the test, but
before results were released. The results for literacy showed a significant decrease in
confidence with strongly agree/agree responses dropping from 54% before testing to
26% after testing. Numeracy did not show as high a reduction in reported confidence,
dropping from59% to 51%. This indicates that the LANTITE testing process reduced
PST confidence in their own ability, somewhat in numeracy, but more dramatically
in literacy, for approximately a quarter of the respondents.
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Stress was another factor investigated in the survey, with PSTs asked how stressful
they found the LANTITE process. PSTs were asked to indicate their agreement with
the statement, “I thought that the literacy test was stressful”. A similar statement was
used regarding the numeracy test. Figure 3 shows the breakdown of responses.

Figure 3 shows that PSTs were more stressed about literacy testing than numeracy
testing with 57% reporting the literacy testing as stressful, while 46% reported that
the numeracy testing was stressful. This stress appeared to be due to the actual testing
itself as only 65% of PSTs stated that they were able to get a test venue and a test
time that they found suitable.

In terms of the time they needed to complete the survey, a majority of PSTs (62%
literacy; 61% numeracy) reported that they had sufficient time to complete each
component of the testing. PSTs also reported on whether or not they believed that
they had the necessary strategies to successfully complete LANTITE. PSTs were
asked to rate their agreement with the statement: “In the literacy test, I believe that I
had the necessary strategies to pass”. Figure 4 shows the PST responses about having
these strategies.

Figure 4 shows that a slight majority of PSTs (51% literacy, 60% numeracy)
believed that they had the necessary strategies to successfully complete LANTITE.,
A significant percentage of PSTs (24% literacy; 20% numeracy), however, registered
for LANTITE testing, yet reported that they felt that they did not have the necessary
strategies to be successful.

When examining confidence levels according to the number of times the test had
been attempted, it was found that PSTs who sat the LANTITE twice had increased
confidence levels after their test experience compared with those who had only
attempted it once (Table 1). However, those who had sat the test twice had less
confidence before the test compared with those experiencing it for the first time.

Respondents reported the numeracy component to be less stressful if they had
attempted it twice but reported stress for the literacy component did not change
significantly when the PST had attempted twice. Confidence levels before the test,
for both literacy and numeracy, decreased for those who sat the test twice.

5.1 Limitations

The results reported in this chapter have a number of limitations associated with
them. First, the results consist of the perceptions of a small (n = 61) sample from
one regional university. This sample size would represent approximately 15% of the
number of PSTs from the university who sit the LANTITE each year. Second, the
responses that were collected from the survey provide a snapshot of the perceptions
of a particular group of PSTs at a specific point in time.

Another limitation includes the use of self-reported data. Although respondents
were given complete anonymity, there are still risks relating to the use of self-
reporting instruments that respondents might provide socially desirable answers
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Table 1 Comparison between number of LANTITE attempts by survey item

Survey item a1 attempt
% Strongly agree or agree

a2 attempts
% Strongly agree or agree

Before the test, I felt confident about
my literacy ability

57 44

After the Literacy test (but before
receiving my result), I felt confident
that I had passed the test

22 56

I thought that the literacy test was
stressful

57 56

Before the test, I felt confident about
my numeracy ability

61 56

After the Numeracy test (but before
receiving my result), I felt confident
that I had passed the test

49 56

I thought that the numeracy test was
stressful

49 33

Note Only “strongly agree” and “agree” responses are included to show comparison
aPSTs who had one attempt N = 51 and PSTs who had attempted LANTITE twice N = 9

(Oppenheim, 1992). Memory decay over time also has potential to impair the accu-
racy of recall, however, the current study was conducted as close as possible to the
completion of the LANTITE test window.

6 Discussion

Teacher identity is an important component of initial teacher education courses as
it is essential to the development of confidence in teaching, self-efficacy, motivation
and purpose (Beauchamp & Thomas, 2009; Day & Kington, 2008; Day et al., 2007;
Hong, Greene, & Lowery, 2017; Wenger, 1998). Through the introduction of the
LANTITE, the authors of this chapter contend that for many PSTs, teacher identity
is being adversely affected. Federation PSTs reportedmore confidence (54% literacy;
59% numeracy) before they sat the LANTITE tests, while fewer (21% literacy; 28%
numeracy) stated that they lacked confidence. This can be compared to the 26%
(dropping from 54%) of PSTs who reported confidence in literacy and the 51%
(dropping from 59%) of PSTs who reported confidence in numeracy after LANTITE
testing. PSTs reported an increased lack of confidence in their personal literacy
after LANTITE testing (41%), while numeracy remained very similar (27%) to the
reported lack of confidence before testing. This result indicates that for about a
quarter of the PSTs the LANTITE test process diminished their confidence in their
own ability, significantly in literacy, and, to a lesser extent in numeracy. This might
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have been due to the test not meeting the PSTs’ expectations or their inability to be
confident about the accuracy of their responses.

The initial lack of confidence in literacy (54%) compared to numeracy (59%)
skills might be due to students’ perceptions of their literacy and numeracy education.
Further research would need to be carried out with PSTs to find out what influences
their perception of their personal literacy and numeracy skills.

Themajority ofPSTs reported that theyhad thenecessary strategies to successfully
complete LANTITE (51% literacy, 60% numeracy who agreed, compared with 24%
literacy and 20% numeracy who disagreed). An interpretation is that these students
were optimistic that the experience of sitting the testwould assist them in a subsequent
attempt, or perhaps they had a small window of time in which to gain a successful
result, having waited until late in their course to sit the test. One of the difficulties
in preparing PSTs for the tests is that the test conditions, including the pressure
of the high-stakes for achieving a pass, cannot be easily replicated. Nonetheless, it
is concerning that a significant percentage of PSTs (24% literacy; 20% numeracy)
registered and paid for LANTITE testing and reported that they felt that they lacked
the strategies to ensure a successful outcome.

Stress was another factor investigated and reported on by PSTs through the survey,
with more PSTs reporting their stress about literacy testing (57%) than numeracy
testing (46%) (see Fig. 3). Stress continued to be a factor when sitting the test for the
second time (see Table 1). The knowledge that there are only a limited number of
resits permitted, coupled with prior experience of failing the test, might have been a
contributing factor in lowering confidence and self-efficacy.

The conditions of setting up a test opportunity might have contributed to PSTs’
stress as 35% of respondents stated that they were not able to get a test venue at a
nearby location at a test time that they found suitable. It must be noted that a number
of Federation students have travelled to Melbourne or Adelaide to sit the test when
they were unable to access a local testing option. Adelaide is an eight hour drive
from the Mount Helen Campus.

In terms of the time needed to complete the LANTITE, around four out of every
10 PSTs who completed the survey (38% literacy; 39% numeracy) indicated they
had insufficient time to complete the component of the testing. This raises questions
as to the relevance of the particular time frame that was selected for the test to be
conducted and could be a factor in why the reported stress levels were as high as
they were.

Complexity theory highlights how changes to one system can have such unin-
tended consequences (Yuan et al., 2018). The authors of this chapter contend, in this
case, that the Australian government’s implementation of a literacy and numeracy
testing regime into the ITE system, that was intended to ensure the personal literacy
and numeracy standard of graduating teachers (TEMAG, 2014), has, in fact, led to
undesirable and unintended consequences around stress and confidence levels in a
significant number of teacher education students. These increased stress levels and
decreased confidence levels could, in turn, be a factor in how the PST sees themselves
as a teacher at a point near the middle (or latter part) of their degree; a time when, as
Beltman et al. (2015) suggest, their teacher professional identity is still being formed.
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The development of teacher identity is just one of many complex sub-systems within
the ITE system that might be impacted. Further research would be needed to identify
other related ITE sub-systems that might have been impacted by the introduction of
LANTITE.

Woods and Carlyle (2002) describe an “identity passage” through which a teacher
journeys, especially in times of stress. In the first phase, a traumatic separation occurs
between one’s sense of self and society which includes a sense of loss. In PSTs
experiencing the LANTITE, this is potentially reflected as the loss of autonomy, as
well as diminished self-confidence. The second phase is characterised by feelings of
“hitting rock bottom” (Woods&Carlyle, 2002, p. 177) and is where support is crucial
in order to re-emerge with a renewed sense of self. In preparing for the LANTITE,
particularly after having failed once before, PSTs often need to seek counselling or
tutoring to rebuild confidence and self-efficacy. Once adjustments are made to cope
with the trauma, the third phase describes a reconstruction of identity. Though some
PSTs might leave their test experience with a sense of accomplishment, those who
have experienced stress and identity fragmentation might choose to give up their
pursuit of a career in teaching or might carry these stresses into teaching.

The impact of stress on teacher identity is also explored by Sutin, Costa, Wething-
ton, and Eaton (2010), where stressful events can be perceived as either a turning
point or a lesson learned. The present study found that some PSTs were confident
in their personal literacy and numeracy skills before taking the test, yet reported
their experience during the LANTITE as stressful and beyond their expectations.
This is not an unknown phenomenon in pre-service teaching. Cognitive dissonance
is often experienced when ideals and reality are incongruent (Festinger, 1957), and
could have negative effects on identity development, leading to stress and depression
(Hargreaves, 1998). A conflict between one’s perceived abilities and reality could
raise questions in a PST’s mind about their suitability for the profession or serve
as a turning point. Furthermore, a PST might re-examine their beliefs about what a
teacher needs to know as a result of their test taking experience, essentially devaluing
their coursework or placement unless it explicitly prepared them for the LANTITE
(Beauchamp & Thomas, 2011). Whether the test experience is positive or negative,
the lesson learned might be that what is important to know in becoming a teacher is
simply the content of high-stakes tests such as LANTITE.

Incongruent values and beliefs threaten the fabric of identity and create an emo-
tional and vulnerable state, which, according to Day et al. (2007) is characterised
by “a lack of a strong sense of agency, a sense of helplessness, submissiveness or
compliance whichmight be short or longer-term depending upon the extremity of the
scenario experienced and the strength of belief and purpose” (p. 108). PSTsmight not
agree with the purpose of the LANTITE, but they have no choice but to accept and
comply with the inescapable conditions of entry to the profession. Wenger (1998)
describes such constraints as being detrimental to both teacher identities and their
connection to community. Negotiating professional identity in a standards-based dis-
course is dependent on one’s power or agency within the social space (Beauchamp
& Thomas, 2009).
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When viewed from an agency perspective, the current study might provide evi-
dence that the identities of PSTs in the context of high-stakes testing is at threat of
erosion, particularly when confidence is diminished following failure of the LAN-
TITE. A decrease in self-efficacy and increase in test anxiety also has potential to
thwart further attempts (Chapell et al., 2005). Further, the capacity to apply a social
justice lens and effectively attend to the educational complexities associated with
human difference, a discourse that is at odds with standards-based education, might
be impaired.

7 Implications

This research has highlighted several issues associated with the introduction of
LANTITE for all ITE candidates. These include:

• The decline in PSTs perceptions of their own personal literacy and numeracy
skills before and after the literacy and numeracy testing. This is of concern as the
introduction of the testing regime was designed to ensure an agreed standard of
personal literacy and numeracy in graduate teachers.

• The self-reported levels of stress experienced by students through the LANTITE
process. Increasing PST’s stress levels is not a desirable outcome.More data needs
to be collected to find what the stress points are for PSTs so that strategies for
mitigation of these stress levels can be investigated.

• The potential for the previous two issues to affect how PSTs view their own
teacher identity. The question of teacher identity development and the effects of
LANTITE need to be further researched.

• The notion that changes can be made to complex sub-systems of ITE without first
investigating what effects might occur to other associated systems as a result of
the changes.

• The high-stakes for students in passing LANTITE and the high importance
attributed tomeasuring personal literacy and numeracy has the potential to narrow
other aspects of the ITE curriculum.

Further research is needed to better understand student perceptions of these issues
pertaining to the introduction of LANTITE for ITE candidates in Australia.

8 Conclusion

After investigating PST perceptions of LANTITE through the lens of complexity
theory (Ovens, 2017), the authors argue that the introduction of the LANTITE testing
regime into initial teacher education has added another cog in what is already a
complex education system. The findings of this study suggest that LANTITE has
caused increased stress levels, identity erosion and themarginalisation of some PSTs.
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The consequences, intended or not, are likely to have a negative effect on teacher
identity as a foundational construct in a teacher’s self-efficacy. In conclusion, such
a regime promotes a discourse of “inputs” and “outputs” (Barnes & Cross, 2018)
essentially devaluing other aspects of the ITE curriculum.

Two recent trends in ITE show increasing emphasis on what Gough describes as
“measuring educational outcomes …often accompanied by the rhetoric of ‘raising
standards’” (Gough, 2012, pp. 46–47).However, a change in one complex sub-system
produces effects (both expected and unexpected) whichmight undermine the original
purpose of the reform. The LANTITE testing regimewas designed to ensure teachers
entered the profession with strong personal literacy and numeracy skills yet, from
the results of this research it is likely that teacher identity and self-efficacy might be
undermined. Complexity theory invites us to be sceptical of reductionist approaches
and processes which have potentially deleterious effects.

What it means to be a teacher has changed with the introduction of the LANTITE
in Australia. A “good” teacher now needs to possess personal literacy and numeracy
skills reflecting the top 30% of the population (TEMAG, 2014). This gate-keeping
measuremay be seen to place the value of personal literacy and numeracy skills above
anything else; without passing the test, despite possessing other highly desirable
skills, expertise and attributes for teaching, one is not permitted to teach. In fact,
the PST is denied the ability to graduate from their teaching degree. Given the high-
stakes of the LANTITE, it is arguably one of the most stressful situations a PSTmust
face in their degree.

Masters (2017), with reference to measuring various learner attributes in educa-
tion, poses the question, “Can we measure it?” Given the findings of this study, a
more pertinent question pertaining to the personal literacy and numeracy of graduate
teachers might be, “Should we measure it?” This current climate of accountability
thrives on the notion that what can be counted, counts, with scant attention to the
possible broader implications for graduate teachers. Given the stressful nature of the
LANTITE and the important role of teacher identity in a PST’s development, it is
important to understand how higher education providers can support PSTs’ reflexiv-
ity and resilience. Dissonance can be an opportunity for growth and learning when
appropriate supports are in place. In reality, teaching is a dynamic and complex pro-
fession where stress and dissonance are part of everyday experiences which demand
far more than just possession of personal literacy and numeracy skills determined to
be in the top 30% of the population. Teacher Education courses must educate their
students in a wide range of areas so PSTs can emerge with teacher identities that
allow them to develop their own students to their fullest potential.

Glossary

ACER Australian Council for Educational Research
AITSL Australian Institute for Teaching and School Leadership
ASCF Australian Core Skills Framework
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ATAR Australian Tertiary Admission Rank, a nationally equivalent measure of a
person’s relative ranking within their complete age cohort derived from scaled
scores achieved for senior secondary school subjects

First in family A student who is the first member of their immediate family to study
in higher education

ITE Initial teacher education. A university degree from which a person gains a
qualification to be a teacher

LANTITE Literacy and Numeracy Testing for Initial Teacher Education
Pre-service teacher (PST) A student who is studying an initial teacher education

degree
OECD Organisation for Economic Co-operation and Development
PIACC Programme for the International Assessment of Adult Competencies
QILT Quality Indicators for Learning and Teaching
TEMAG Teacher Education Ministerial Advisory Group
TEQSA Tertiary Education Quality and Standards Agency
VIT The Victorian Institute of Teaching
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Discourses of Quality in Australian
Teacher Education: Critical Policy
Analysis of a Government Inquiry
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Abstract Teacher quality has emerged as a powerful construct over the last 20 years
at a global level. In Australia, it is a major discursive term in government-initiated
inquiries, policy statements and enactment strategies. The quality discourse, driven
by standardisation and large-scale testing, acts as a major force re-shaping teacher
identity, narrowing teaching practices, and re-forming the teaching profession and
professionalism. This technical framing of teaching under the mantra of quality
has a significant effect on teacher education—what teachers are expected to learn,
how they learn, and how they demonstrate achievement of learning. Governance of
education through the mantra of quality restricts teacher education at the same time
as teacher educators’ perspectives are marginalised. Critical analyses are needed
to map workings of the term in the policy landscape. This chapter, framed within
the research field of critical policy studies, identifies the distinctive contribution of
teacher educators in the most recent Australian inquiry into the teaching profession
and challenges the regimes of truth that constrain teacher education at both local and
global levels.
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1 Introduction

InAustralia, several inquiries have been held into education and initial teacher educa-
tion (ITE) (Mayer, 2014) over the last two decades resulting in a considerable amount
of policy statement and enactment (Thompson, Pendergast, Singh, & Reynolds,
2019). For example, the Inquiry into the Status of the Teaching Profession (Crow-
ley, & Senate Employment Education and Training References Committee, 1998)
identified teacher education as a site of reform while a report from the Teacher Edu-
cation Ministerial Advisory Group (TEMAG, 2014) focused exclusively on reform
in teacher education. The most recent government inquiry, focusing on the status of
the profession (Parliament of Australia, 2018–2019), generated 90 submissions, 14
of which were from university-based teacher education providers.

Quality discourses form part of the contemporary regimes of truth (Foucault,
1980) within these inquiries around teacher professional identity, teachers’ work and
teacher education.Discursively, ‘quality’ positions teachers as being both responsible
for ‘delivering’ a quality product, and as targets for professional development in
efforts to reach the mandated quality standards. Consequently, aspiring teachers and
practicing teachers are subjected to processes of standardisation or regulation of their
practice that hold them accountable for the quality of learning outcomes and regulate
the scope of the professional development received during each career stage.

Clearly, quality is important. The stakes, we argue, are high, and the effective-
ness of ‘quality’ as a political/policy project is wrought by the nature of the poli-
tics that drive and support it. Analyses are vital to show the workings of the term
quality in the broader discursive milieu and how different articulations of the term
might be silenced, marginalised and/or prioritised within official state policies on
teaching specifically, and education more broadly. The ways in which the word qual-
ity is stitched to statements about teacher professional identities, teachers’ work
and teaching practices affects the education of teachers and pre-service teachers
(Berliner, 2014; Ingersoll, 2007; Mockler, 2018; Leonard & Roberts, 2016; Rowe &
Skourdoumbis, 2019).

Our goal in this chapter is to focus on teacher educators’ accounts of ‘quality’
within the recent Australian government-led Inquiry into the Status of the Teaching
Profession (Parliament of Australia, 2018–2019). An extensive literature identifies
and critiques the dominant messages in the teacher quality discourse (e.g. Church-
ward &Willis, 2019; Larsen, 2010; Lewis, Savage, & Holloway, 2019; Mayer, 2014;
Mockler, 2018; Rowe & Skourdoumbis, 2019) and the contribution of the media to
the discourse (Bahr et al., 2018; Baroutis, 2016; Mockler, 2018). Teacher educa-
tors have borne the brunt of political pressure to reform but their voices have been
increasingly marginalised from those now privileged in policy formation.

This paper focuses on the contributions of teacher educators to the most recent
Australian Inquiry and aims to (a) unpack accounts of ‘quality’, (b) analyse con-
ceptions of the work of teachers, (c) highlight the distinctive contributions to the
broader discursive milieu, and (d) explore the significance of these voices for initial
and ongoing teacher education and the wider profession.



9 Discourses of Quality in Australian Teacher Education … 161

2 Theoretical Framework and Methodological
Considerations

Ball’s (1990, 2005, 2015, 2016) resources for policy analysis provide the theoreti-
cal framework for the chapter. These resources are underpinned by a Foucauldian
approach to discourse analysis which foregrounds questions about power and knowl-
edge and their interconnections (see also Singh, 2015; Singh, Heimans, &Glasswell,
2014; Singh, Thomas, & Harris, 2013). Within this framework, policy formation is
conceptualised as ‘policy-as-discourse’ such that policy is formulated from multiple
competing voices about the way things are or could be, where some voices are priv-
ileged or silenced, and policy problems (e.g. ‘teacher quality problem’) are created
or generated.

Policy creation is directly related to the maintenance and use of power. Pol-
icy discourses privilege particular ideologies (Mockler, 2018) and it is these ideas
that are ‘legitimated, disseminated and governed’ (Down & Sullivan, 2019, p. 40).
Policy formation involves significant discursive work to make certain word associ-
ations, such as ‘quality’ when used in relation to teaching, seem ‘common-sense’
and incontestable, that is, representing the will and interests of the majority of the
people (Codd, 1988). Resulting policy texts set the parameters for what is considered
thinkable, sayable, and understandable in relation to a particular social issue, in this
case, quality in relation to teaching. These texts constitute struggles over defining
‘what’ the problem is and ‘how’ this problem might be addressed. Privileged texts
then become influential in determining the policy realities (Diem et al., 2014). State-
ments of policy are made; laws are endorsed and funding is provided under particular
restraints to enable the enactment of the dominant ideas.

Ball (1990, 2015, 2016) argues that the formation and enactment of policy exerts
social control through several interrelated processes. Hierarchical observation of
work brings pressure to bear on those involved in that work, urging conformity to
standards. Normalisation or standardisation processes seek to simplify the work so
that it can be perceived as a manageable set of skills amenable to measurement. Eval-
uation of the outcomes of the work and of the workers themselves is a consequence
of standards and observation processes.

However, Ball (2016) claims that his critical policy framework also offers poten-
tial for contestation and social change by opening up opportunities for challenging
the regimes of truth constituted in official state policies. This challenge is made pos-
sible through identifying and critiquing the messages that dominate the discourse,
identifying and amplifying alternate voices.

This chapter will provide an overview of the policy landscape before reporting on
our analysis about the distinctive ways in which teacher educators contributed to the
discourse on teacher quality and teacher education quality within recent Australian-
based inquiries into the status of the teaching profession.
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3 A Critical Review of the Policy Landscape

Globalising standardisation, commensurate modes and spaces of/for measurement
(Lingard, Martino, & Rezai-Rashti, 2013) have gained importance at the same time
as policy actors, above and within nation-states, develop frameworks that constitute
a new sense of education. Agreed standards for measurement and reporting have led
to standardised testing and ranking regimes that operate above nation-states (through
non-democratically elected governance entities like the Organisation for Economic
Co-operation and Development) (Sellar & Lingard, 2013; Sieber & Mantel, 2012),
but nonetheless exert enormous power over them (Robertson & Sorenson, 2018).
The discourse of ‘quality’ provides a rationale for these new modes and spaces
for/of activity, and thus becomes a policy actor enacting particular types of practices
around what constitutes quality teaching.

Over the last two decades, the issue of teacher quality has exerted significant influ-
ence in the discourse and in education policy enactment (e.g. Call, 2018; Churchward
& Willis, 2019; Gore, 2016; Larsen, 2010; Lewis et al., 2019; Mayer, 2014). Con-
currently, the federal government influence in education has increased (e.g. Mock-
ler, 2018) and policies about teachers and schooling have become entwined with
those about teacher education. As an example, the professional standards for teach-
ers (Australian Institute for Teaching and School Leadership, 2011) influence both
teachers’ work and teacher education courses. We argue, following Latour (2005)
that professional standards, standardised tests, and web sites which map school per-
formance against national tests are non-human actors exerting control over teachers’
professional work and re-shaping teacher identities. The powerful voice of national
policy makers and their work around teacher quality pose challenges for the shape
of education and teacher education which are outlined below.

3.1 New Public Management, Standardisation and Teacher
Quality

The teacher education policy landscape is dominated by discourses of New Public
Management. Ball (2005) describes the outworking of New Public Management
in the sphere of education when he argues that five elements are identifiable in
the ensemble of educational reform packages: (1) neo-liberalism or the ideologies
of the market; (2) new institutional economics through which social behaviour is
explained as ‘possessive individualism’, that is, social formations are a series of
market relations in which rational actors have obligations to themselves and not
others; (3) performativity—’a form of indirect steering or steering from a distance
which replaces invention and prescription with target setting, accountability, and
comparison’; (4) Public Choice Theory… choice is a key aspect of neo-liberalism
(5)NewManagerialism…‘a delivery system and a vehicle for change’which stresses
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‘constant attention to “quality”’; innovation, and appraisal mechanisms as a means
of employee control (pp. 70–71).

One aspect of New Public Management evident in teacher education policy is the
focus on improving educational effectiveness through performance management via
processes of standardisation (Osbourne, 2006). Discourses of effect and effectivism
define education in narrow terms, as gains in student learning outcomes measured
by standardised national and international tests. Teacher performance is measured
in terms of effect size or effectiveness in improving student test performance out-
comes. The education of teachers is narrowed to a simplistic input—output model,
more professional development input around basic literacy and numeracy to improve
student test result outputs.

The standardisation of teacher practice via ‘a limited corpus of state prescribed
knowledge accompanied by a set of similarly prescribed skills and competencies’
(Beck, 2009, p. 10) is a global phenomenon which impacts ‘on the practice of the
profession’ and has implications for teacher education. A reliance on standardised
measures of student success, including large scale international assessment, such as
Program for International Student Assessment (PISA) and Trends in International
Mathematics and Science Study (TIMMS), to validate student learning and evaluate
teacher effectiveness is also evident on the international stage (Breakspear, 2014;
Flores, 2019; Clark & Phelan, 2015; Fischman et al., 2019; Thompson & Cook,
2014). Ball (2016) posits that in the sphere of education, the increase of state or gov-
ernmental control over the work of teachers is evident in the imposition on schools,
of a management structure akin to business and industry. This process reframes edu-
cation as a commodity and teaching as a mode of production. As a result, teachers
are separated from policy and decision-making and are subjected to managerial con-
trols such as teacher appraisal, pay for performance and evaluation via the testing
of students. These processes narrow the purposes of education and how these pur-
poses might be put into practice (see Biesta, 2014, 2015; Gewirtz & Ball, 2000).
This ‘narrowing’ affects teacher education, the teaching profession, and the way that
‘education’ operates in a functioning democracy.

3.2 Teacher Quality and Quality Teacher Education

In the policy landscape, teacher quality is predominantly represented in terms of
deficit. Portraying teacher quality as a yet-to-be-realised goal conveys an underlying
implication that teachers and teacher education lack quality. This assumed deficit
is then employed to rally support for initiatives and funding commitments and to
justify accountability measures (see for example; Dinham, 2013; Down & Sullivan,
2019; Gore, 2016; Loughran, 2016; Mockler, 2018; Rowe & Skourdoumbis, 2019;
Savage & Lewis, 2018). This deficit view plays a powerful role in the formulation
of education policy which crowds out other issues.
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3.3 Conceptions of Teachers’ Work and Their Knowledge
and Skills for Teaching

Another central issue is a limited conception of teachers’ work and requisite skills.
A representation of education as transmission of knowledge has led to a narrow
focus on subject knowledge, pedagogical skills and behaviour management as pre-
requisites for successful teaching (Loughran, 2016; Mayer, 2014). In critiquing this
limited view, Biesta (2015) suggests that while ‘good education’ has three goals,
qualification (preparation for work) has been prioritised over socialisation (enabling
relationships) and subjectification (developing identity and individuality). This nar-
rowed conception of teaching prioritises student achievement as ameasure of teacher
quality and eliminates the need for teacher professional judgement to balance the
demands of the three diverse but important goals.

In contrast with the dominant technicist framing of ‘teacher quality’ within a
performative culture, other voices present alternate concepts of teacher profession-
alism and ‘quality teaching’ (e.g. Bourke, Lidstone & Ryan, 2013; Larsen, 2010).
This literature explores a professionalism that includes reflexive practice, valuing of
students and a defence of teachers’ professional and specialist expertise.

4 An Analysis of the Submissions

This chapter seeks to address themost recent parliamentary inquiry in Australia (Par-
liament of Australia, 2018–2019) because of its currency and the significant parallels
between this recent inquiry and onewith a similar name and purpose, initiated twenty
years ago (Crowley et al., 1998). Two long-term outcomes of the 1998 inquiry were
(1) to fortify teacher quality as a discursive element in policy connected with the
processes of standardisation and measurement and (2) to position initial teacher edu-
cation as a major site for reform. As changes in teacher education (including course
accreditation processes and government pronouncements on entry requirements and
graduation standards) have unfolded, teacher educators have become increasingly
silenced in the discourse.

Ostensibly, a parliamentary inquiry provides a public forum to which everybody
can contribute; a seemingly democratic process providing governmentswith opportu-
nity to listen to the contributions of the many. The inquiry initiated in 2018 received
90 written submissions and in addition there were five public hearings. A search
of Australian teacher education providers identified 39 universities with schools of
education. Of these institutions, twelve made written submissions to the inquiry.
Two responses were received from Councils of Deans of Education, one at national
level and one at a state level. The universities represented several different states
and each of the different categories of university in Australia: Group of Eight (G8),
Australian Technology Network (ATN) and Innovative Research Universities (IRU).
This chapter examines these submissions through three stages of analysis.
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Table 1 Analysis of the nature of teaching work and enabling knowledge, skills and attributes for
teaching

Nature of teaching work Enabling capabilities

Student complexity
Curriculum complexity
School and community complexity
Pedagogical complexity e.g. ICT/21st C skills
Assessment complexity
Pace of change
Student behaviour demands
Administrative demands
Extra-curricular demands
Visibility/accessibility (email, smart phones)

Ability to differentiate
Deep curriculum knowledge
Comprehensive discipline knowledge
Nuanced pedagogical skills
Relational capability
Technological competence
Adaptability/flexibility
Time management
Data analysis skills
Resilience
Creativity/innovation
Autonomy/initiative
Reflexivity/Decision making capacity
Passion/commitment/dedication
Collegiality/collaboration

The first examines the term quality, in reference to teachers and initial teacher
education, whether it is evident and if so, how it is referenced. This analysis is
important because of the powerful role that teacher quality plays in the discourse.

The second analysis aims to explore the submissions for teacher educators’ dis-
cursive constructions about the work of teaching and therefore about their own work
in preparing graduates for the profession. This analysis is important in light of the
technicist model that dominates the current discourse, limiting the nature of teacher
education.

The third analysis catalogues the range of suggestions in the submissions for
improving the status of the profession. This analysis in important because the problem
of the status of teachers persists despite 20 years of government policy focusing on
accountability and standardisation. Throughout this time, teacher educator voices
have been consistently ignored so it is prudent to explore how their suggestions
might differ from the dominant voices in the discourse.

Appendix 1 provides details of each submission, including the category of uni-
versity, the identifier used in this chapter for each of the universities, a summary of
the references to ‘quality’ and how each submission’s references were categorised
in the first level of analysis. Table 1 provides details of the second analysis. Table 2
provides details of the third analysis. A summary and discussion of each analysis
follows in the next section.

4.1 Reference to Quality for Teachers and Teacher Education

Three basic approaches to the use of the term quality in the submissions were
identified (for more detail see Appendix 1):
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Table 2 Analysis of the suggestions for improving the status of the profession

Factors to be improved Opportunities to be provided Aspects to be reduced

Quality of leadership
Support for early career
teachers
Community support for
teachers
Support for professional
development
Pathways for career
advancement
Conditions for teachers (e.g.
salary)
School engagement with
Initial Teacher Education
providers
Trust in and valuing of
teachers
Teaching environments
Australian Professional
Standards for Teachers
Government support for
teachers
Government attention to
recommendations in reports
and reviews

Teacher agency and
autonomy (e.g. in curriculum
design and delivery)
Empowerment of teachers
Innovation
Collaboration in research
with Universities (as
professional development)
Research into teaching
Stronger links between
schools and Initial Teacher
Education providers

Interference from outside
education
Regulation
Negative media coverage
Pace of change
Surveillance/scrutiny
Excessive work demands

(i) No explicit mention of teacher quality/quality teacher education (Submissions
A, D, E, J, K, N)

(ii) Explicit mention of quality with respect to teachers and teacher education
(Submissions B, C, F, G, H, I)

(iii) Explicit mention of the ‘teacher quality’ discourse with a critique (Submissions
L, M; K also refers to the discourse).

In the first category, submission writers made no explicit comment about the
quality of teachers and teacher education. This choice is unremarkable at one level
because the terms of reference for the inquiry do not identify teacher quality and
teacher education as specific factors to consider. The choice of content or ideas to
talk about is one of themost obvious choices available to thosewhowish to contribute
to a conversation (Halliday, 1994). These submissions foreground other issues and
leave teacher quality and teacher education quality out of the picture. In light of the
consistent negative portrayal of teacher quality and the persistent focus that teacher
education is in need of reform, this silence constitutes a different perspective.

Submission D provides an example. Three paragraphs addressing retention rates
of those entering the profession (The inquiry’s fourth term of reference) illustrate the
way inwhich this submission addresses alternate views of teacher quality by focusing
instead on other word choices such as good teaching and learning. Evaluative words
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express judgement of the current practices, e.g. ‘demands for measurement and stan-
dardisation of everything’, ‘regime of measurement’, and ‘regimentation of teaching
practice’. These negative evaluations are aligned with an array of unfortunate nega-
tive consequences such as ‘increasing teacher workload’, ‘student disengagement’,
‘not thinking deeply’, ‘formulaic’ teaching approaches and ‘de-professionalism of
teachers’. This submission mentions ‘good education’ in contrast and by doing so
hints at an alternate perspective to the current context.

In the second category, the writers of Submissions B, C, F, G, H and I acknowl-
edge the importance of teacher quality and the role of teacher education in produc-
ing teacher quality. In so doing, these writers position themselves as committed to
ensuring teacher quality and delivering quality teacher education. It is noteworthy
that these six submissions mention teacher quality when the terms of the inquiry do
not. We suggest that through making this choice the writers claim the inquiry as a
legitimate space in which to address teacher quality and teacher education quality.
These submissions then provide different perspectives from the narrow definitions
and deficit evaluations of teacher and teacher education quality that dominate the
discourse.

Submission G provides an example. In this submission, intertextual references
are included that claim the importance of teacher quality. The first is to the United
Nations’ goals for sustainable development which makes teacher quality an issue of
global significance. The second is to Hattie’s (2012) work which is widely used in
Australia to promote the importance of ‘quality teachers’ for student success. A third
claim is made about the quality of teacher education courses: ‘Teachers in Australia
are graduates of high-quality courses…’ (p. 2). By making these three intertextual
references, the writers position themselves as committed to teacher quality and con-
nect the substance of their submission (about teacher status) with the wider discourse
on teacher quality. This submission makes positive statements about teacher qual-
ity and teacher education quality, and links teacher quality with the complexity of
teaching.

The third category of response explicitly names the ‘teacher quality’ discourse.
The writers of Submissions L and M are critical of the ways in which teacher quality
and teacher education quality are represented discursively. These submissions turn
the tables of the critique, challenge government action and provide alternate aspects
of education that could be the focus of quality improvements.

An example of this third category is Submission L. In this submission, the negative
media discourse on ‘teacher quality’ is listed as a factor contributing to teacher
dissatisfaction and low teacher status.

in the Australian media… (when the) term ‘teacher quality’ (is used) in relation to school
teachers the overriding connotation is that there is something implicitly wrong with teachers
themselves (Submission L, p. 1).

The writers then criticise governments for failing to respond appropriately to the
range of recommendations made in the many reports and inquiries and make the
challenge that ‘it is time to take the professional standing of the teaching profession
seriously’ (p. 1).
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4.2 Conceptions of Teachers Work

In the second analysis, we identified two general sets of descriptions (Table 1). The
first set referenced the nature of teachers’ work. This set comprises a list of the
realities that make teaching complex and demanding. The second set of descriptions
outlines the knowledge, skills and dispositions that the submission writers consid-
ered enabling requirements for teachers to respond well to the realities of teaching
outlined in the first column. While the submission writers may not claim that their
individual listings are exhaustive, the combined lists in the table and the subsets in
each submission provide some significantly different perspectives from those in the
dominant discourse.

In considering the two lists, we make two observations. First, the realities of
teaching (Column1) are diverse and demandingwhile the enabling qualities (Column
2) are comprehensive. Teacher educators perceive their task to involve preparing
graduates with subject knowledge and a pedagogical repertoire but also, of equal
importance were preparation for managing complexity and using reflection to inform
autonomous decision-making. The ability to cater for diversity (to be inclusive),
flexibility (or adaptability), and resilience were also referenced in at least half of
the reports. Second, the components of the first list do not have a direct, one-to-
one correspondence to components of the second. There is no simple relationship
between the demands on one hand and the required, enabling attributes on the other.

In summary, these submissions show a comprehensive and nuanced appraisal
of the work of teachers. In contrast to the dominant discourse, these submissions
identify a suite of abilities and dispositions that may defy efforts to standardise
and measure (e.g. the ability to make considered decisions in response to complex
contexts, adaptability and resilience). While, as Biesta (2015) suggests, a neoliberal
discourse concentrates the focus of policy on student academic achievement with an
emphasis on a technical conception of teaching, the voices of these teacher educators
advocate a broader range of educational goals and a role for professional judgement.

4.3 Suggestions to Improve the Status of the Profession

In the third analysis, we explore the suggestionsmade by teacher education providers
to improve the status of the profession. The suggestions clustered in three categories:
first, aspects of education external to the teacher that were in need of improvement;
second, qualities of teachers’ work for which more opportunities need to be pro-
vided; and third, aspects of current educational contexts that needed to be reduced
or removed in order to allow teachers to do their work (Table 2).

Across these suggestions three features emerge. The first is the contrastive way
in which ‘quality’ is used in the submissions. The quality of teachers and teacher
education is affirmed in the submissions, while, in contrast, a lack of quality is identi-
fied in the conditions under which teachers’ work. The second feature pertains to the
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contrast between current policy solutions and teacher educator suggestions. Where
current solutions have a narrow focus on standardisation and evaluation, the teacher
educators identified several recommendations that promote a more complex concep-
tion of teacher quality involving creativity and innovation, diversity and autonomy.
The third observation concerns references made to the distinctive role that teacher
education providers believe they can contribute to the status of the profession. Several
providers claimed both the ability and the responsibility of universities to be involved
in researching education and teaching and of the benefits of strategic collaboration
with schools to support teachers’ professional development (see also Singh, Märtsin,
& Glasswell, 2015).

In summary, if the dominant voices in the policy discourse chart a narrow course
for education reform, as we suggest they do, then our third analysis reveals a different
perspective from teacher educators. Teacher educator solutions are based on belief
in the complexity of education. They contend that more opportunity and support for
teachers to develop and use their professional expertise is required. Furthermore,
they propose that teacher education requires ongoing research and development in
which universities have a unique role to play.

5 Implications for Teacher Education

In this section we explore three key implications arising from our analysis. Although
the ideas in these submissions are not all new insights in the field of critical policy
analysis, they are important and timely.

The suggestions made in these submissions parallel ideas raised elsewhere. For
example, Down and Sullivan (2019) describe teachers’ work as being relational,
emotional and collective, as a scholarly endeavour of vital importance for creating
the type of society in which we hope to live. Their understanding about teachers’
work, like Biesta’s (2015) goals for education, have implications for teacher educa-
tion as providers prepare teachers to develop a citizenry with the capacity to engage
in the democratic process and help students develop their individuality and potential.
Teacher educators make a significant contribution to the discourse via this inquiry.
Their submissions articulate important insights and make them accessible at a local
level to teachers and the wider community; they are readily available and very read-
able. These submissions alert readers to the existence of a dominant discourse, to the
potential risks of an uncritical adoption of that discourse and to alternate conceptions
of good education and teacher professionalism.

One important implication is that conceptions of teacher quality should be part of
thoughtful public discussion. The way that ideas, like teacher quality, are defined
matter for teachers and students. Their definition influences funding and public
expectations which in turn can constrain teacher education. A simplistic view of
teacher education belies the more complex processes in which teachers need to
weave together a selection of skills and knowledge as they craft responses to diverse
contexts. Good education, and the place of quality within this, is especially crucial
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for students and schools in poverty and requires a social justice perspective (Scholes
et al. 2017).

A second implication is the need for critical questioning, by teachers and teacher
educators, of the practices that are promoted in schools. The submissions raise aware-
ness that the dominant discourse is supported by organisations, texts and individuals
with powerful voices that are rarely contested. These submissions foreground that
there are alternate views which also have support from credentialled proponents.
They provide a timely challenge to the simplistic mantra encouraging teachers to
rely on ‘evidence-based’ practices. Teacher educators need to prepare teachers who
can inquire frequently and critically about diverse categories of research, as well as
the research models underpinning ‘evidence-based’ practices.

And finally, these submissions talk specifically about the distinctive role that
universities should take in shaping the future of education through research initiatives.
They speak clearly about the responsibility of teacher educators to be involved in
research collaborations with schools and educators (see Heimans & Singh, 2018,
2016; Heimans, Singh, & Glasswell, 2016). This work is vital and universities are
ideally placed to take this lead. They are linked to global research networks, so
that they have access to a wealth of knowledge and expertise from diverse contexts.
The submission writers identify their organisations’ interest in and commitment
to initiating partnerships that connect this expertise with local contexts to make a
positive impact on the lives of teachers and students.

6 Conclusion

Twenty years separate the two government inquiries share their names and pur-
pose (Crowley et al., 1998; Parliament of Australia, 2018–2019). Both inquiries
canvassed ideas widely and received a plethora of suggestions to address the low
status of teaching. Successive governments have attended very selectively to the
voices collated in the first report (Crowley et al., 1998). As a consequence, many
of those voices, although asked for have been archived. This result is one aspect of
policy-as-discourse in action.

Over two decades, policy rhetoric has continued to cast teacher education as
a problem in need of solution. Policy actions have focused on reform involving
standardisation and control without achieving significant improvements in student
outcomes (on the instruments selected to measure success of those reforms). Perhaps
it is time to rethink the approaches driven by the dominant discourse. This chance
to hear and respond to alternate perspectives is another affordance of policy-as-
discourse.

The most recent inquiry lapsed at the federal election in May, 2019. As a result,
only cursory attention has been given to the submissions. In October 2019, the gov-
ernment finally prepared a report on the review (Parliament of the Commonwealth
of Australia, 2019). This report may have been intended to reassure the public that
the submissions had not been silenced, but its brevity might suggest otherwise. The
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rich offerings from highly invested educators with extensive expertise are condensed
in little more than a few pages of summary.

In response to concern that the valuable contributions of teacher educators might
remain hidden, our purpose is to bring their insights into the more public space of
this teacher education forum. The chapter has endeavoured to outline the distinctive
ways that some Australian teacher educators have talked about teacher education.
Their submissions represent an attempt to ‘talk back’ to the dominant discourse and
to open up the conversation about school education and teacher education. These
teacher educators talk of teacher competence as reality rather than as unrealised. They
represent teachers’work as complex andnuanced rather than in technicist terms. They
suggest a comprehensive range of approaches to ensure that the very real concerns
facing teachers and education in Australia today might be appropriately addressed.
And finally, they claim a distinctive and valuable responsibility in maintaining and
developing Australia’s education future.

Acknowledgements Research supported under theARCDiscoveryProject scheme,DP190100518
(Investigators: Singh, Exley, Heimans & Ivinson).

Appendix 1

Analysis of Submission references to ‘quality’ with respect to teachers and teacher
education

University category and
identifier

Reference to quality Approach to ‘teacher
quality’

G8 A No direct mention of
teacher quality
Quality leadership- as a
goal to address ‘status’

i

B Quality of learning
outcomes directly linked to:
Quality of graduates (and
the support they receive)
Policy interventions
influence ‘quality and
effectiveness of teaching’

ii

(continued)



172 F. Hoyte et al.

(continued)

University category and
identifier

Reference to quality Approach to ‘teacher
quality’

C ‘Teacher quality… a key
element that will sustain the
profession’
New teachers are
‘overwhelmed with the
enormity of the job despite
the completion of high
quality ITE program’
‘Teacher quality is an
important factor in quality
student learning outcomes’
‘high quality teachers’
dependent on their
wellbeing
‘teacher quality’ is
questioned in the face of
poor educational outcomes
Quality of school system-
linked to teachers- TEMAG
reference

ii

Australian Technology
Network

D No mention of teacher
quality, quality teaching or
teacher education quality

i

E No mention of teacher
quality, quality teaching or
teacher education quality
Mentions of ‘good teaching
and learning’

i

Innovative Research
Universities

F Direct reference to quality:
‘the quality of content and
delivery for teachers is
nationally consistent’,
‘quality of teaching is
important for high
performing schools’
establishes the need for
‘prioritising time for quality
professional development’
(p4)

ii

(continued)
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(continued)

University category and
identifier

Reference to quality Approach to ‘teacher
quality’

G Three mentions of quality
that affirm:
Importance of quality
teachers and teaching (UN
goals)
Affirm ‘high quality
(teacher education) courses’
Affirm ‘high quality of the
work of teachers’

ii

H Claims there is:
Quality in initial teacher
education
Quality in teachers
BUT not in teaching
environments

ii

Other I Affirms that:
Quality learning in Initial
teacher education and
Quality learning in
Professional development
Contribute to quality
teachers

ii

J No mention of quality i

K No mention of teacher
quality

i (iii)

L Discusses teacher quality in
the discourse—reference to
negative media coverage
Focus on early childhood
sector—National Quality
Framework

iii

Councils of Deans of
Education

M ‘highest quality graduates’
is stated as the goal of
Initial Teacher Education
providers
References ‘quality’ in the
discourse—explicit
intertextual references
(quality teaching force,
quality education) and
identifies ‘quality teacher’
as a problematic discursive
term

iii

N No mention of quality i

Approach to ‘teacher quality’ Type i—no reference to teacher quality, Type ii—direct reference to
teacher quality, Type iii- reference to teacher quality discourse
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Chapter 10
Teacher Education and the International
Baccalaureate: Where Is the Evidence?

Sanjay Lalwani and Jillian Fox

Abstract The forces of globalisation have compelled education systems to recon-
stitute their core business to develop citizens who have the knowledge, skills and
understandings to operate in global environments. The International Baccalaureate’s
(IB) programmes, which purport to develop such capabilities, have recently seen
an explosive uptake in schools worldwide. As the success of the IB programmes is
based on the capabilities of teachers who work with them, there are demands on
teacher educators and teacher education courses to develop such capable teachers.
A systematic literature review was conducted to establish the research evidence that
supports and informs IB programmes and principles in pre-service and in-service
teacher education courses. The results revealed a dearth of peer-reviewed literature
that teacher educators can use to inform best-practice pre-service and in-service IB
teacher training offerings.

1 Introduction

Globalisation is a most prevalent and ubiquitous phenomenon. According to Rizvi
and Lingard, a globalised context has produced “entrenched and enduring patterns
of worldwide interconnectedness—the stretching of social relations and activities
across national spaces and regions, resulting in almost all communities becoming
enmeshed in worldwide systems and networks of interaction” (2010, p. 24). Edu-
cation has not been immune to these forces. In response, national education poli-
cies and practices have been extensively reconceptualised across all systems and
“new imaginations and practices regarding the aims and purposes of education have
emerged” (Clark & Savage, 2017, p. 405). Education authorities worldwide have
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recognised that education must enable graduates to compete and flourish as future
citizens through the acquisition of 21st Century skills—citizens who, in addition to
being critical thinkers, effective communicators and creative problem solvers, are
digitally literate, culturally sensitive and globally aware. According to the Organisa-
tion for Economic Cooperation and Development (OECD) the internationalisation
of education has accelerated over the past three decades “both in response to and in
conjunction with the broader process of globalisation” (OECD, 2008, p. 235) and
has had a profound impact. Governments are increasingly putting demands on edu-
cation systems to provide students with the capabilities which will prepare them to
engage and flourish, in and across, as McLuhan (1964) coined, the global village. In
addition, parents, as they look at global opportunities available to their children, are
stakeholders with expectations concerning the most apt type of education that their
children should encounter.

In recent decades we, as educators and researchers, have witnessed an increased
interest in globally oriented education programmes which purport to most effectively
provide students with the foundations for a future in a globalised world. Programmes
such as Fieldwork Education’s International Early Years, Primary, and Middle Years
Curriculum; and, the International Baccalaureate’s (IB) four curriculum frameworks,
claim to provide students with an education that sets a global standard and develops
international mindedness (Singh & Qi, 2013). In turn, teachers are required to have
the skills and knowledge to teach the specific curriculum, pedagogies anddispositions
promoted in these types of programmes.

The IB is one of the largest global not-for-profit educational foundations which
provides a continuumof four education programmes spanning the 3–19 age range. As
at September 2019, 6812 IB programmes were being offered in over 150 countries,
representing an approximate 56% growth since 2012 (IB, 2019a, b)—a testimony
to interest in international education. This growth has been particularly evident in
the Asia Pacific region (Wright, Lee, Tang, & Tsui, 2016), with Australia being no
exception. As at September 2019, 259 IB programmeswere offered in 193Australian
schools (IB, 2019b). This figure represents approximately a 61% growth since 2012
and suggests there are increased demands for teachers who are prepared to teach in
such IB World Schools.

The success of any educational programme is largely dependent on the knowl-
edges and capabilities of the teachers who work within them, thus new demands
are now being placed on teacher education programmes, at both the points of ini-
tial preparation and professional development. Teacher education institutions, which
“serve as key change agents in transforming education and society” (UNESCO, 2005,
p. 12), are responding by reviewing, adopting and developing courses that meet the
needs of changing education environments. Ghosh (2019) states, “to educate stu-
dents to succeed in an increasingly globalised world and diverse society, teachers
themselves will need to have global awareness and cross-cultural teaching skills,
sensitivity and knowledge” (p. 417). In the 21st Century teachers must “demonstrate
intercultural understanding and competence, global/cosmopolitan citizenship, inter-
national mindedness and activism for social justice and human rights” (Levy & Fox,
2015, p. 275).
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2 Teacher Education and the IB

In response to the demands for globally competent teachers, the IB has developed a
suite of pre-service and in-service teacher education offerings to support the enact-
ment of their curriculum frameworks. The IB lists (a) the development of teachers’
global mindsets; (b) the infusing of higher-order thinking skills; and, (c) the opportu-
nity to delve deeper into curriculum development, pedagogy and assessment through
the exploration of relevant IB-related literature and practices, amongst the aims of
its teacher education offerings (IB, 2019d, e). Universities around the world are
embedding the IB’s teacher education aims, and its philosophy and approaches to
international education into their initial teacher education (ITE) and post-graduate
education courses. Currently there are 45 universities worldwide offering the IB Edu-
cator and Leadership Certificate (IBEC) (formerly the IB Teacher Certificate), with
five of these located in Australia (IB, 2019c, d). Outside of formal degree bearing
studies, IB teachers are supported through ongoing IB professional development
workshops offered in both online and face-to-face formats, across a variety of cat-
egories, levels and topics (IB, 2019e). The opportunities for formal study offered
by universities, along with the professional development offered by the IB, support
both pre-service and in-service teachers to enact and deliver the IB programmes to
an increasing number of students in an increasing number of schools worldwide.

3 Teacher Education and Research

The importance of teacher education, from initial training to ongoing professional
development “to deepen teacher understanding and advance their skills as expert
practitioners”, has gained momentum (British Educational Research Association-
Royal Society for the Encouragement of the Arts, Manufacturing and Commerce
(BERA-RSA), 2014, p. 5). How teachers are prepared and developed—the design,
structure and content of teacher education—is of paramount importance. As Gorard,
See and Siddiqui (2017) state, “there has been a recent worldwidemovement towards
demanding evidence-based policy and practice in education, with policy makers
and practitioners wanting more practical and coherent answers from research” (p.
xiii). Against a background of global policies; national economic needs; standards;
and regulations, evidence and research are increasingly being used to inform and
reform teacher education. Literature and research that is published provides empirical
evidence which assists teacher educators in determining the content and design,
delivery and assessment of teacher education programmes suitable for preparing
globally aware teachers.

Like other countries, Australia has acknowledged the importance of research and
evidence to improve teacher education. The report, Action Now: Classroom Ready
Teachers (The Teacher Education Ministerial Advisory Group (TEMAG), 2014)
stated, “the design and delivery of initial teacher education programmes must be
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based on solid research and best practice” (TEMAG, 2014, p. x). Conceptions of
research and evidence, according to TEMAG, should (a) inform practice; (b) provide
the rationale for directions for reform in teacher education; and, (c) guide and shape
teaching practice. As Brandenburg, McDonough, Burke and White (2016) suggest,
the demand for research to improve teacher education in Australia “is a political
priority with numerous calls from politicians, policymakers, principals and thewider
education community for an increased knowledge or ‘evidence’ base” (p. 1).

There is awealth of research providing insight into effective teacher education and
preparation programmes. Reports and research (see Darling-Hammond, 2006a, b;
Ingvarson et al., 2014) have synthesised best-practice and evidence that supports the
development and delivery of teacher education programmes and approaches to
professional practice. Other reports (e.g., National Research Council, 2010; Feuer,
Floden, Chudowsky, & Ahn, 2013) have detailed best-practice and research on the
features of programmes that prepare graduate teachers to meet country standards and
regulations. Tatto and Furlong (2015) caution that while it is agreed that education
systems cannot afford not to be informedbydata and evidence from rigorous research,
they debate what is meant by evidence and what constitutes reliable and relevant
research. That said,many countries nowground the standards, course design, delivery
and assessment of their initial teacher education programmes in robust best-evidence
research. Research conducted by Darling-Hammond (2006a, b) provides the follow-
ing synthesis of eight best-practice principles for teacher education programmes.
These eight principles are also detailed by Ingvarson et al. (2014, p. 12), and are:

• coherence in coursework/practicum experiences;
• a strong core curriculum;
• closely linked practicum experiences;
• standards of professional knowledge and practice;
• explicit strategies;
• an inquiry approach connecting theory and practice;
• strong school-university partnerships; and,
• assessment based on professional standards.

Research has also identified several best-practices (Darling-Hammond, Wei,
Andree, Richardson, & Orphanos, 2009) in providing in-service professional devel-
opment to teachers and educators. Evidence comes from cross-sectional studies
(Garet, Porter, Desimone, Birman, & Yoon, 2001), longitudinal studies (e.g., Des-
imone, Smith & Phillips, 2013), and literature reviews (Desimone, 2009). Five
best-practice principles have been synthesised (see Desimone & Garet, 2015):

• coherence connecting professional learning with the school curriculum;
• content focused on subject matter;
• active learning with colleagues across a range of approaches;
• sustained duration; and,
• collective participation through collaborative participation.
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The medical and health care professions (Kowalski, 2009) have recognised, nur-
tured and firmly established strong links between research and practice over a consid-
erable period of time (Lemieux-Charles & Champagne, 2004). Similarly, the teach-
ing profession recognises the essential role of research in informing content and
design of teacher education. The purpose of this chapter is exploratory in nature and
aims to establish the research evidence that underpins IB teacher education courses,
and guides teacher educators in establishing best-practice IB teacher preparation
programmes.

4 Research Design and Methods

A systematic literature review informed by the works of Fox and Diezmann (2007,
2017) and Mercer-Mapstone and colleagues (2017) was conducted to determine the
research underpinning IB teacher education. Two research questions shaped the lit-
erature review to establish and examine the evidence-base that supports best-practice
IB teacher education:

1. What research has been published between 2009 and 2019 investigating teacher
education and the IB?

2. Does research align with best-practice principles for teacher education?

4.1 Data Sources, Reduction and Analysis

Initially a data set of articles was established. The search strategy covered only
peer-reviewed journal articles because (a) they reflect the interests and values of
mainstream research communities, and (b) credibility is determined through the peer-
review process. Other publications, such as dissertations, conference proceedings,
and editorial pieces, were excluded from the search. The data set was limited to a
10-year timeframe (2009 to 2019). Two data sources were analysed in this project.

The first source explored was the ProQuest, EBSCOhost, and A + Education
databases. These databases were chosen as they represent the largest education
databases including scholarly journals published globally with up-to-date research.
These databases were systematically searched by using the following search terms:
“university/universities”, “teacher education” and “International Baccalaureate”.

To ensure that a broad range of articles and authors were comprehensively rep-
resented, the annotated bibliographies of IB-related research, which were published
annually from 2010 to 2019 (a 9-year period) by the IB, were also examined. From
2010 to 2013 the bibliographies were compiled by the IB itself (see IB, 2011, 2012,
2013a, b), and from 2014 onwards, they were developed by authoring teams com-
missioned by the IB (see Dabrowski, 2016, 2017, 2018; Engle, Banks, Patterson &
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Stehle, 2015; Popus,oi & Holman, 2019). The bibliographies include a range of grey
literature, but for this data pool, only refereed journal articles were considered. The
same keyword search used for the first data source was conducted with the inclusion
of the search term “certificates”, so that papers which included focus on the IBEC
could be found.

5 Results and Discussion

5.1 RQ1: What Research Has Been Published Between 2009
and 2019 Investigating Teacher Education and the IB?

A total of 200 journal articles were identified from the search of Proquest (n= 192),
EBSCOhost (n = 7) and A + Education (n = 1). A subsequent manual check was
conducted to ensure relevance. On closer examination of the abstracts and keyword
searches, the data pool was reduced to only 4 papers. Findings of the search of IB
annotated bibliographies discovered an additional 3 papers. In both searches, papers
were excluded for a range of reasons including focus on IB programmes, and not
on teacher education; IB World Schools were sites for the studies but not relevant to
teacher education; teacher education was a keyword, but not a focus of the research;
and, international education was the core theme, not the IB.

The total of 7 papers were read to confirm that the content of the paper addressed
the research themes. The papers where divided into two categories—those which
focused on pre-service teacher education and those which focused on in-service
teacher education (or professional development/learning). Four papers (Papers 1, 2,
3 and 4) addressed pre-service initial teacher education and the IB, and three papers
(Papers 5, 6 and 7) investigated in-service professional learning and the IB. Table 1
presents the papers listed in these two categories.

The pre-service papers were all authored by university-based teacher educators
who were providing insights into their engagement with IB developed concepts in
their ITE courses. Paper 1 describes the incorporation of the IB Teacher Certificate
into an ITE programme. Papers 2 and 3 explore the IB concepts of international
mindedness and social action through professional experience and partnerships with
schools and Paper 4 identified parallels between IB professional learning and mid-
dle school best-practices. The papers focusing on teacher professional development
discussed the implementation of IB professional learning programmes in school set-
tings. Papers 5, 6 and 7 reported on the experiences and effectiveness of IB teachers’
professional development activities. These papers identified several shortcomings in
the professional learning offerings including timing, access, cost and some gaps in
content.

The discovery of only 7 papers exploring teacher education and IB features is
concerning. The implementation of IB programmes is steadily increasing yet there is
limited research about the knowledges, understandings and skills that teachers need
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Table 1 Details of the papers identified after searches of databases and IB bibliographies

Paper
number

Title/Author(s) (Publication date)

Category 1: In-service papers

1 “Preparing globally minded teachers through the incorporation of the International
Baccalaureate”/Ryan, Heineke and Steindam (2014)

2 “Seeking justice through social action projects: Preparing teachers to be social actors
in local and global problems”/Lash and Kroeger (2018)

3 “Primary school pre-service teachers’ perspectives on primary years programme and
its implementation”/Setyawan (2017)

4 “Intersection of principles: ‘How this we believe’ and International Baccalaureate
align”/Dever and Raven (2017)

Category 2: Pre-service papers

5 “Can CPD enhance student-centred teaching and encourage explicit instruction of
International Baccalaureate approaches to learning skills? A qualitative formative
assessment and summative evaluation of an IB school’s in-house CPD
programme”/Forrest (2018)

6 “Becoming an International Baccalaureate Middle Years Program: Perspectives of
teachers, students and administrators”/Storz and Hoffman (2018)

7 “From theory to practice: A critical review of the International Baccalaureate
Primary Years Programme”/Jamal (2016)

to successfully engage in these specific programmes. The paucity of research that
provides teacher educators with evidence of best-practice needs to be considered
and addressed. Robust evidence that informs best-practice in IB teacher education
will ensure that teachers and teacher educators are prepared to teach 21st Century,
globally engaged students.

5.2 RQ2: Does Research Align with Best-Practice Principles
for Teacher Education?

A document analysis (Rapley & Jenkings, 2010) of the data set of 7 papers was
conducted to determine connection to best-practices in teacher education.To facilitate
the document analysis process, the papers were grouped and analysed according to
the two categories established at the outset (see Table 1).

5.2.1 Pre-service Papers

Papers connected to ITE were analysed using pattern matching principles (Yin,
2009). The eight principles highlighted by research conducted byDarling-Hammond
(2006a, b) and Ingvarson et al. (2014) were used to identify patterns. It is acknowl-
edged that the papers reviewed may not give a detailed description of every aspect
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of the initial education programme and therefore no attempt is made to provide a
judgement on the specifics of courses described.

Evidence of best practices in ITE programmes was determined in three of the four
papers (see Table 2).

An overview of each best-practice principle and examples of evidence identified
follows:

Coherence. Coherence is determined by evidence of carefully sequenced courses that
incorporate theory and standards which are acknowledged as an important feature of
best-practice in teacher education programmes (Levine, 2006; Darling-Hammond,
2006a).

Paper 1 reflected on the mapping of a new ITE course which incorporated the
IBEC. The authors mapped the course considering “professionalism in service of
social justice, social constructivist approaches to teaching and learning, and global
perspectives and advocacy” (Ryan et al., 2014, p. 41). Paper 2 contextualised an
early childhood education (ECE) ITE programme and examined theoretical and
philosophical underpinnings: “foundation in children, families, communities, cur-
riculum, content, and methods; furthermore, field and student teaching experiences
for the ECE students occur both in preschool and primary grades” (Lash & Kroeger,
2018, p. 693). Papers 3 and 4 only discussed components of the courses. For exam-
ple, Paper 3 investigated global citizenship as an elective, and Paper 4 connected
principles of learning to the IB Middle Years Programme (MYP), but not to the ITE
course structure.

It is not surprising that evidence of coherent programmes was not a feature in
these papers as most provided insight into one aspect of the IBEC within an ITE
programme. Connecting the IB ideologies to theory and standards would produce a
robust rationale which teacher educators could use for validating IB coursework.

Strong core curriculum. A strong ITE curriculum acknowledges and integrates the
core components of (a) learners (i.e., how learning and development occurs); (b) con-
tent (i.e., curriculum goals, skills and subject matter, and the purpose of education);
and, (c) pedagogy (i.e., knowledge, skills and understandings for teaching) (Darling-
Hammond, 2006b). Paper 1,which described the incorporation of the requirements of
the IBEC into the authors’ university’s teacher education courses, was the only paper
where a core curriculum was discussed. The authors found that the principles under-
pinning the IB curriculum frameworks strongly aligned with their university’s aims,
and therefore provided a good fit: “the IB curriculum resonated with us, given the fact
that our university’s core curriculum emphasises international-mindedness, encour-
ages study abroad within short-and long-term worldwide opportunities” (Ryan et al.,
2014, p. 40). Given the rapid increase of IBEC in universities, attention to integrating
IB into core components of the entire ITE course is essential to ensure consistency
in approach, intent and goals of the course.

Practicum experiences. Darling-Hammond (2006b) describes practicum experi-
ences as an integral feature of ITE courses allowing pre-service teachers to “learn to
practice in practice” (original emphasis) (p. 307). Paper 1 outlined the revised format
of practicum experiences after the requirements of the IBEC had been incorporated:
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We developed modules ranging from 3 to 8 weeks in length that were designed with pre-
service professional development in mind, with candidates engaged in teaching and learning
in school sites. Strategically ordered across a 4-year undergraduate programme, the modules
came together (Ryan et al., 2014, p. 44).

Paper 2 describes early childhood pre-service teachers’ practical application of
social action projects. Lash and Kroeger (2018) state that the “deliberative classroom
experiences and assignments” (p. 693) are a feature of their ITE programme which
assist pre-service teachers to observe the practical application of theory discussed
during course work units. The authors go on to describe the strong links between the
course work and field experiences for ECE students:

The coursework and classroom fieldwork are intertwined over five semesters to support the
transition from theory to practice; that is, all classes each semester entail field assignments
to seal the university classroom learning. This includes weekly reflection and processing of
field experiences (Lash & Kroeger, 2018, p. 693).

Only two papers highlighted this core aspect of professional practice in ITE
programmes. Praxis-oriented activity provides pre-service teachers opportunities to
enact and practice IB knowledge and pedagogies. Insight into critical learning that
occurs during practicum could contribute to best-practice knowledge.

Standards of professional knowledge and practice. The Australian Institute for
Teaching and School Leadership (AITSL) (2014) gives an indication that ITE courses
are moving towards a standards-based approach to inform and appraise pre-service
teachers’ course work and practicum experiences (Ingvarson et al., 2014). This move
ensures that pre-service teachers have met commonly agreedminimum requirements
before entering the profession. On analysis against these principles, Paper 1 provided
a recount of the redesign of an ITE course connecting state-based standards and IB
principles. Much detail is provided about the mapping process and how required
knowledges, skills anddispositions connectedwith the standards and the foundational
principles of IB. The authors state that,

… to prepare teacher candidates for state and local contexts, we grounded our programme in
Understanding byDesign…, a curriculum frameworkwidely used in Illinois school districts,
and focused on addressing the Common Core State Standards … required by the Illinois
State Board of Education (Ryan et al., 2014, p. 39).

In Paper 2, the authors describe how their ECE course aligned with both national
and state accreditation standards and requirements of the IBEC. They state,

The conceptual framework encompasses the specialized domains for national and state
accreditations as indicated by the NAEYC and CAEP and the teacher performance domains
of the Ohio Department of Education, USA, respectively. As of 2014, early childhood pre-
service teachers earn the International Baccalaureate Certificate for Teaching and Learning;
the university has been recognized by the International Baccalaureate Organization (IBO),
and the conceptual framework of the ECE programme reflects IBO values (Lash & Kroeger,
2018, p. 693).

The authors of Paper 4 investigated the integration of the IB MYP values in
undergraduate ITE courses and described and justified how the principles of the
MYP aligned with the Association for Middle Level Education (AMLE) essential
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characteristics. The authors stated that “the principles of the MYP as found in the IB
programme standards … and AMLE characteristics are very similar [and] despite
having different organisational structures, IB can be integrated into teacher prepara-
tion programmes fairly seamlessly” (Dever&Raven, 2017, p. 38). Teacher education
is increasingly informed by standards, regulations, evidence and research. It is essen-
tial that the IB coursework is interwoven into the accountability structures of each
country.

Explicit strategies. AITSL (2011) emphasises that teachers (both current and future)
should actively seek to develop skills and strategies “to analyse, evaluate and reflect
on their beliefs and practices” (Ingvarson et al., 2014, p. 41), and develop explicit
“teaching strategies that are responsive to the learning strengths and needs of stu-
dents from diverse linguistic, cultural, religious and socio-economic backgrounds”
(AITSL, 2011, p. 10). The only paper which discussed explicit strategies was Paper
2. The authors, Lash and Kroeger (2018), provide a description of the strategies
which were used to assist students to design and implement social action projects.
These strategies helped students to both “confront their own deep-seated beliefs and
assumptions, and to learn about experiences of people different from themselves”
(Darling-Hammond, 2006b, p. 305). No other papers in this data set outlined any
specific teaching and learning, analysation, evaluation or reflection strategies which
pre-service teachers were exposed to during their ITE course. This implies that
the importance of explicit strategies has not been thoroughly investigated, yet in
internationally diverse settings these types of skills are essential.

Inquiry approach. It is recognised that best-practice in ITE programmes makes
strong connections between theory and practice. Darling-Hammond (2006a, b) raises
the importance of these connections stating an inquiry-based, constructivist approach
which encourages “students to build their personal theory and philosophy of teaching
through learning how to analyse and evaluate their practice” (Ingvarson et al., 2014,
p. 39) enables pre-service teachers to become reflective practitioners. The authors of
Paper 1 discuss inquiry approaches, but only as a feature of the IB programmes, and
not in relation to the revision of their own ITE programmes. The authors of Paper 2,
however, outlined how the inquiry-based approach of the IB programmes resonated
with the university’s faculty and were one of the key features which made the incor-
poration of the IBEC easier. Lash and Kroeger (2018) stated that the “faculty beliefs
derive from and are enacted in an inquiry-based constructivist approach to teaching
and learning that merges theory and practice to help pre-service teachers become
effective critical educators and teacher leaders” (p. 692). An IB education aims to
transform students and schools as they learn, through dynamic cycles of inquiry,
action and reflection—thus research evidence investigating an inquiry approach is
critical.

School-university partnerships. Ensuring that strong school-university partner-
ships are in place is another critical feature of best-practice in ITE programmes
(Ingvarson et al., 2014). Paper 1 highlights the importance of partnering with stake-
holders in school and community settings. The authors state that by “seeking to
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embed our teacher preparation in schools and communities …, we enhanced our
redesign efforts by deepening and expanding our school partnerships in and around
Chicago” (Ryan et al., 2014, p. 46). It was clear that the development of strong
school-university partnerships was particularly important for the ITE courses fea-
tured in Paper 2 as education students were required to investigate and implement
solutions to a social problem as a part of the “field-based social action project” (Lash
& Kroeger, 2018, p. 692). Strong reciprocal relationships between schools and uni-
versities not only allows pre-service teachers to learn effectively in situ, but they also
allow for schools to develop and become sites “where advances in knowledge and
practice can occur” (Darling-Hammond, 2006b, p. 309). Insights into university and
IB school partnerships would provide case studies that teacher educators could use
to inform best practices.

Assessment based on standards. Ingvarson et al. (2014) suggest that “assessment
[is] based in professional standards that evaluates teaching through demonstration of
critical skills and abilities using performance assessments and portfolios” (p. 12). The
authors of Paper 1 describe that when redesigning their ITE programme, considerable
attention was given to how student assessment aligned with the IB’s values. They
state that they required “an examination of our programme’s understandings and the
associated knowledge, skills, and dispositions that supported each and an assessment
of how these interfaced with the IB’s pedagogical values” (Ryan et al., 2014, p. 42)
to be conducted. The authors described the framing of student assessment with IB’s
values indicating their intentional connection of these central principles (or stan-
dards) with their approach to student assessment. However, there is little evidence
of the recognition of this principle within the literature. Further evidence into ITE
assessment protocols and how they address IB principles and values is warranted.

5.2.2 In-service Papers

As with pre-service focused papers, in-service focused papers were analysed using
pattern matching principles (Yin, 2009). The five principles highlighted by research
conducted by Desimone and Garet (2015) were used to identify themes. Evidence of
best practices in continuing IB professional development of in-service teachers was
observed in two of the three papers (see Table 3).

Coherence. The principle of coherence has been identified in both pre-service and
in-service education as a critical feature of effective professional development. As
described byDesimone (2009) coherence refers to the connection between the profes-
sional development activity and the reality of the classroom, school curriculum, the
needs of students, and school, in professional learning activities. Coherencewas iden-
tified in only one in-service paper. The authors of Paper 5 indicate that they utilised “a
‘trainingmodel’ of CPD…, to integrate research, theory and practice” (Forrest, 2018,
p. 263). They also describe their intent to develop coherence by stating, “each CPD
activity was designed to build on previous learning, align with IB standards …, and
give teachers practice with promoted instructional methods” (Forrest, 2018, p. 264).
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Table 3 Evidence of best practice in in-service papers (Papers 5 to 7)

Principles

Coherence Content
focused

Active
learning

Sustained
duration

Collective
participation

Paper 5 ✓ ✓ ✓ ✓ ✓

Paper 6 X ✓ ✓ ✓ ✓

Paper 7 X X X X X

Total matches 1 2 2 2 2

The principle of coherencewas not evident in Papers 6 or 7. This could be expected
if the intent of the professional learning was purely explicit transferring of content
which some IB developed professional development courses incorporate. Paper 6
investigated the teachers’ response to curricula change due to the implementation of
the IB in the school. Professional development was acknowledged as essential to the
effective implementation initiatives but not described. Paper 7 provides a description
of the types of professional development activities provided by the IB Organization
includingworkshops; onlinemodules; articles in the IB Journal of TeachingPractice;
and a selection of videos titled “In IB Classrooms”. How these professional learning
offerings are associated with specific classroom contexts or the school nuances was
not discussed. Connecting theory and practice in professional learning is critical but,
to date, the literature does not address this principle in IB School contexts.

Content focus. Content focus refers to the knowledge and skills necessary for teach-
ers to carry out their day-to-day work in the classroom with respect to the subject
matter content of the professional learning. The clear and explicit articulation of con-
tent is also featured in best-practice principles for teacher education programmes.
Paper 5 provided specific detail about the development and content of the professional
learning which was informed by research evidences. These details include

… after a review of research in the fields of SRL and approaches to learning …, six student-
centred instructional approaches were selected as the basis of teacher learning: Effective
Collaborative Learning, Cognitive Apprenticeship, Teaching for Self-Regulated Learning,
Structured Inquiry, Assessment for Learning, and Problem-Based Learning (Forrest, 2018,
p. 264).

Whilst the focus of Paper 6was to examine how teachers and students at one urban
middle school perceived the implementation of the IB MYP there was not specific
details of the content. The teacher interview data presented positive and negative
responses to the value of the professional development content. One teacher sent to
external training indicated that the experience allowed her to “actually see what a
unit looks like, how to plan a unit. It didn’t feel like doing something extra. It was
something that made a lot of sense” (Storz & Hoffman, 2018, p. 231). Yet other
teachers did not find clarity in content or the delivery:

I think for most people it is really overwhelming. The amount of information, and I think
part of that is the way it has been presented to us. It is all top down. Here’s what you need
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to do. Read this book. We are going to bring in somebody who is going to come in and talk
at you (Storz & Hoffman, 2018, p. 231).

There was little evidence about the clarity or relativeness of the content of the
professional learning engagements designed by the IB.

Active learning. The principle of active learning implies opportunities to be actively
engaged in meaningful discussion, planning, and practice during the professional
development activity as opposed to passively listening. This principle claims that to
be effective, professional development must involve opportunities to use, practice
or apply what has been learned (Timperley, Wilson, Barrar, & Fung, 2007; Walter
& Briggs, 2012). Two papers discussed active learning during professional develop-
ment. Paper 5 shared an approach to professional development that required teachers
to apply what they have learnt in real classroom situations: “Following a cyclical
design informed by action research, this investigation aimed to involve teachers par-
ticipating in a whole-school CPD programme in the formative assessment, improve-
ment, and evaluation of that programme through a reflective, self-critical double-loop
learning process” (Forrest, 2018, p. 268).

In Paper 6 the author describes a variety of professional development activities:

Many teachers participated in sessions at already established and successful schools around
the country. IB professional consultants were brought to the school to provide in-house
PD on the various principles and required components of the programme. In addition, the
principal, IB coordinator, and teacher leaders supported their colleagues in developing units
and creating assessments through faculty and team meetings on a regular basis (Storz &
Hoffman, 2018, p. 239).

However, the responses to the offered activities were not overly positive about
active learning: “Despite the coaching and administrative support necessary for suc-
cessful implementation of IB, there was little consensus among the teachers about
the quality of the experiences and how successful those experiences were in assisting
the teachers in the implementation process” (Storz &Hoffman, 2018, p. 239).Whilst
the evidence is limited, the IB may need to review the engagement strategies that its
workshops utilise to ensure maximum participation.

Sustained duration. Successful professional development for teachers needs to be
of sufficient duration to enable engagement if intellectual and pedagogical change
is to occur. O’Brien (2006) notes that “the most effective professional learning pro-
grammes consisted of multiple days, preferably based in schools, over a period of
time” (p. 7), while Desimone (2009) suggests that professional development activi-
ties should be ongoing throughout the school year. The author of Paper 5 “designed
an in-house, whole-school, 3-year continuing professional development (CPD) pro-
gramme to support teachers in developing a more student-centred approach that
could potentially facilitate explicit instruction of ATL skills” (Forrest, 2018, p. 263).
Paper 6 described a study that was 2 years long and the professional development
programme ran over the length of this time including in-house sessions, faculty, and
department meetings.
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The professional development activities described in both Papers 5 and 6 are sus-
tained events which can provide time for teachers to learn new strategies in sufficient
depth, apply and test them effectively in the classroom and embed them systemati-
cally as part of their practice. However, it must be noted that duration in itself does
not guarantee effective teacher learning as other vital conditions and principles of
best-practice interplay. For example, the nature of the activities and the availability
of support throughout the duration of the programme is equally important (Higgins,
Cordingley, Greany & Coe, 2015).

Collective participation. Best-practice principles in teacher professional develop-
ment includes collaborative and collective participation of teachers (from the same
grade, subject, school or community) to build interactive learning communities (Des-
imone, 2009). As previously discussed, Paper 5 provided significant details about
the structure of the professional development offered and the research evidence that
supported the development.

As theoretical and research-based innovations for teaching for SRL are best developedwithin
existing curriculumand in collaborationwith teachers…, an inhouse approachmay be partic-
ularly useful with regard to SRL-related CPD. The question, then, is how to design effective
in-house training model CPD that utilises some of the strengths of the learning community
model and results in the kind of ‘warranted practice’ … that emerges when teachers blend
theory and new innovations with their own expertise and that of their colleagues (Forrest,
2018, p. 267).

The whole-school engagement in the professional development programme
enabled teachers to capitalise not only on their colleagues’ expertise, but also on
the developing competence of their students: “Students and teachers were there-
fore co-constructors of new knowledge, attitudes, values, beliefs and practice, all
contributing to a gradual shift in the school’s culture” (Forrest, 2018, p. 280).

Paper 6 discussed collaborative collective participation in the professional devel-
opment programme and the participants experience. The authors indicate that there
were mixed opinions on the success of a collaborative model. According to Storz
and Hoffman (2018) teacher professional collaboration is a required element of IB
approval (IB, 2015) and therefore an intended feature of the programme. Teachers
reported lack of emotional support from colleagues which impacted on how teachers
perceived their collaborative experiences:

We expected to hear from the teachers, in both the interviews and survey, about their collab-
orative planning experiences, and we did. The mixed reactions we heard could be, in part,
a reflection on the makeup of the teams of teachers at each grade level (Storz & Hoffman,
2018, p. 238).

Little details were shared about the ways that collective participation could have
been achieved but research indicates that involving teachers in solving problems or
refining approaches together, peer observations, team teaching and joint planning and
assessing are ingredients found in successful professional development programmes
(Higgins et al, 2015). More research about how the IB focused professional learning
addresses collective participation would be informative.
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6 Conclusion

In response to the demands for globally competent teachers the IB have developed
both pre-service and in-service teacher education programmes and increasingly these
are incorporated into university-based teacher education. This research found three
significant findings concerning the evidence-base that supports teacher educators in
developing best practice.

Firstly, there is a dearth of research evidence that teacher educators can use to
inform pre-service and in-service IB teacher training offerings. Only seven refereed
journal articles were discovered in the last ten years pertaining to IB and teacher edu-
cation. This is concerning given the increased uptake of these curriculum frameworks
in schools around the world and the need to have prepared teachers who can effec-
tively teach in these programmes. Currently, there is not enough robust evidence
that teacher educators and policy makers can use to support IB teacher education
best-practice. Secondly, 6 of the 7 papers were American based studies. Given the
IB’s global footprint, it is essential that teacher education represents the breadth
of contextual nuances. In order for this research to be able to inform programmes,
an authentic global view is critical. Finally, the in-service teacher research identi-
fied shortcomings in the offerings specific to relevance and cost. If the content of
the professional development was not applicable to practicing teachers and the cost
prohibitive, then the effectiveness of these programmes is greatly reduced. Further
investigation into these adverse aspects is warranted given the importance of ongoing
professional learning and the changing educational landscape.

The influence of teachers on student learning outcomes is well documented and
thus attention must focus on teacher education, both initial teacher training and
ongoing professional development. Teacher education programmes founded andbuilt
on best-practices will prepare globally aware teachers, renew teachers’ knowledge
and pedagogy, deepen their understanding and advance their skills as capable 21st
Century practitioners. Therefore, to best prepare teachers to engage in international
or global education (such as the IB programmes), teacher educationmust be research-
rich and evidence-rich.
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Chapter 11
Pūrākau-ā-iwi and Te Tiriti o Waitangi:
Reshaping Teacher Identities, Practices
and Positioning in the Context
of Globalisation

Willian Knight

Abstract This chapter looks to explore the ways in which teachers who have expe-
rienced a bicultural approach to initial teacher education (ITE) have enhanced their
understandings of indigenous knowledge in a way which strengthens local identity.
This local identity is seen as a buffer against homogenising pressures of globalisation
and explores the links between colonisation in times past and globalisation today.
Research has been conducted using Kaupapa Māori research methodologies, focus-
ing on a narrative approach to changing teacher identities, and the ways in which
bicultural education has supported this. This is supported by examining the role Te
Tiriti o Waitangi (The Treaty of Waitangi) plays in informing these identities and
underscoring the importance of kaitiakitanga (stewardship) in protecting indigenous
knowledge. The research found significant shifts in teacher identity with relation to
pūrakau-ā-iwi (traditional narratives) and greater understandings of Te Tiriti o Wait-
angi. This contributed to a better appreciation of a range of cultures within teachers’
centres, and for teachers who were Māori, a reclaiming of their own identity as
indigenous, and increased confidence in making that identity part of their teaching
practice.

1 Kupu Whakataki—Introduction

Globalisation presents the world with unprecedented opportunities—opportunities
for communication, sharing of ideas, research, culture and resources. Generally, we
would see these as at least potential positives. However, globalisation presents some
unprecedented challenges as well. In the face of global media and industrialisation,
how do local communities, particularly indigenous communities, retain their sense
of identity?

This chapter examines the ways in which pūrākau-ā-iwi (local, traditional narra-
tives), coupled with a growing understanding of Te Tiriti o Waitangi (The Treaty of
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Waitangi—TTOW) can help teachers and educators to develop, reawaken, or retain
their local identity, and the things that make us unique here inAotearoaNewZealand.

I have undertaken a series of informal interviews, with a focus on the qualitative
experiences of ECE teachers and members of the community who have expertise
in these pūrākau-ā-iwi. I have focused on the transformative nature of mātauranga
Māori (indigenous knowledge), and how this has shaped the identity of teachers
as they engaged with an initial teacher education programme that embraces this
mātauranga Māori—The Bachelor of Teaching (ECE) programme offered by our
organisation—Early Childhood New Zealand Te Rito Maioha (ECNZ).

Owing to time constraints and an approval process, I have refrained from inter-
viewing any current students of ECNZ and have instead chosen to interview past
students. I have protected the anonymity of the interviewees by not using their names
or places of work as identifiers.

Research for this chapter has been conducted under aKaupapa Māori framework.
Kaupapa Māori research refers to research that has been conducted in such a way
as to conform to an indigenous, traditional Māori view of the world. This will be
explained in more detail in the research methods section.

I would like to thank the wonderful, wise and ofttimes profound Early Childhood
teachers who have given their time to contribute to the writing of this chapter. To
the Napier Museum Theatre Gallery’s Curator of Taonga Māori (Māori items of
historical and cultural significance), Te Hira Henderson, ngā mihi nunui ki a koe (a
great deal of thanks to you) for your contribution and depth of knowledge regarding
the methods and effects of colonisation. I would also like to thank my colleague
Erena Tomoana for her assistance in refining the topic of inquiry, and in locating past
students of ECNZ who would be willing to be interviewed.

2 Ngā Tuhinga—The Literature

Pūrākau (narratives) have been the subject of some prior analysis in relation to the
role they can play in countering the effects of globalisation. Ritchie (2016) discussed
the normative pressures of western mindsets—specifically with how these affect
notions of quality in ECE, and as a result, the way they can impact on indigenous
tamariki (children) in ECE centres. It stands to reason then, that by introducing tradi-
tional pūrākau, that we can start to shift the balance, and restore value to indigenous
worldviews. As discussed later, in the section on globalisation (Te take—the issue),
globalisation depends on exploitation of natural resources, and in many cases, has
taken advantage of indigenous populations in order to fuel economic growth.Vincent-
Snow (2017) looks at the ways in which indigenous worldviews and mindsets have
a role to play in shifting our approaches to kaitiakitanga, or stewardship of the envi-
ronment. Within the realm of pūrākau, rivers, mountains, forests and other natural
systems are acknowledged as living entities. This was even given legal precedent
in Whanganui, with the Whanganui river (one of the largest in the country) being
recognised as having rights equivalent to a person in 2017 (Warne, 2019).
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Ware, Breheny and Forster (2018) examine the role of oral narratives (kōrero)
as a means of storing cultural knowledge. Indeed, prior to colonisation all ancestral
knowledge was passed down in this way, and this was the primary method in which
Māori history was kept alive, by Māori. In the time since colonisation, written and
recorded histories have taken precedence, and in fact, according to Māori historian
Te Hira Henderson (Personal Communication, 10th December 2019) most Māori
history has now been collated by Pākehā (person of European or British descent)
historians. Reintroducing and prioritising traditional narratives can play an impor-
tant role in restoring the place of this knowledge and ensuring the knowledge that we
still do have remains intact. O’Brien (2015) extends this notion by acknowledging
the homogenising effects of globalisation, while suggesting that globally, indige-
nous peoples aremanaging these pressures through ‘compositing’. O’Brien describes
compositing as a process of combining elements from different narratives in order to
create representations of self and the world. The importance of this approach is in the
fact that it reduces the risk of oversimplifying or generalising the discrete elements
being composited. This was echoed by one of the interviewees, who described her
ancestral world and the western world as being different bubbles, and that she felt
empowered, through learning, to move between those ‘bubbles’ without becoming
beholden to one or the other.

Glasgow (2010) and Jenkin (2014) also examine the process of protecting indige-
nous language and knowledge, within the context of the homogenising pressures of
globalisation, in the context of the Cook Islands and Aotearoa New Zealand, respec-
tively. Again, the focus leans towards teachers utilising both the indigenous and
western language together in the context of an ECE centre. Jenkin (2017) extends on
this by encouraging teachers in Aotearoa New Zealand to set their sights on treaty-
based practice, with a view to honouring a meaningful partnership between Māori
and the Crown— one which would uphold the commitment to protection of Taonga
Māori such as language and culture. Jenkin (2017) also discusses the importance here
of the intersection between a treaty-based, bicultural lens and the pressure of multi-
culturalism that has comewith globalisation. A treaty-based approach acknowledges
that while all cultures have value under Te Tiriti oWaitangi, the Crown has particular
obligations to protect Taonga Māori. Of particular interest here is the importance of
power-sharing, which was also echoed by Te Hira Henderson (Personal Communi-
cation, 10 December 2019). Interestingly, Te Hira felt that a common goal of both
colonisation and globalisation was precisely the antithesis of power-sharing, that is,
that imperial powers were (and perhaps still are) intent on retaining complete con-
trol over resources and cultural narratives, while sharing as little of that power as
possible.

Metge (2015) also explores the historical value of Pūrākau as ameans of transmis-
sion of ancestral knowledge. Environmental phenomena, such as amist, river or forest
were referred to as tūpuna (ancestors), driving home the notions of tūrangawaewae
and mana whenua (a place to stand, and holding authority and responsibility over
a geographical area, respectively). With these notions, for Māori, as for many other
indigenous people, came a powerful sense of connection to the land. This is a theme
that will be expanded on later in the research findings, as it was a recurring theme
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in the feedback from interviewees. With this storytelling came an understanding of
the concept of tapu (sacred/restricted), which was important for children to grasp in
relation to the operation of te ao Māori. While there were places and activities that
were tapu, there were also some aspects of knowledge that were tapu, and which
children were not privy to (Metge, 2015).

The connection between the child and the land is further reinforced in New
Zealand’s Early Childhood curriculum document, Te Whāriki (Ministry of Educa-
tion, 2017). Te Whāriki presents five strands as being crucial to a child’s learning
and development, the second being mana whenua (see above) which the writers
have translated as ‘belonging’. This notion of belonging to the land was echoed in
the feeling of interviewees, particularly those who were either from overseas them-
selves, or who worked with children from overseas. Ritchie (2012) explores this
connection of belonging and adds to it the essential Māori concept of manaakitanga
(care/hospitality). This tikanga (protocol) is seen by some Māori commentators as
perhaps being the central underpinning element of te ao Māori (Mead, 2003). This
tikanga is particularly useful in addressing the balance between biculturalism and
multiculturalism as discussed above. Ritchie (2012) posits, and I agree, that manaak-
itanga is the lens through which all cultures should be approached within the centre
context. This suggests that all cultures should be welcomed, supported and given the
opportunity to feel at home, while also recognising that the idea of ‘home’ is situated
within the mana whenua status of Māori.

3 Te Take—The Issue

Technological advances in the area of communication have allowed ideas and infor-
mation to be shared rapidly, even instantaneously, anywhere in the world, and have
accelerated the process of globalisation (Siddharthan & Narayanan, 2017). The
increasing necessity of shared economies and trade, prompted by the desire for ever-
increasing economic growth, has also necessitated increased communication. This
has put pressure on languages to be homogenised. One of the teachers I interviewed
had grown up in Italy, and shared that prior to industrialisation, each community had
its own dialect. As the process of industrialisation expanded, pressure came on the
regional and local dialects to merge into the national language of Italian, and as a
result, the local dialects were lost. Similar observations could be made about te reo
Māori in Aotearoa New Zealand, where the pre-eminence of local mita (dialects) has
become secondary to the nationalisation of a single reo (language).

Increasing international trade and economic growth has brought increases in the
standard of living formanypeople, but one of the challenges has been the pressure that
this has placed on natural resources, including indigenously owned land. This subject
was explored in heartbreaking candour duringmy interviewwith Te Hira Henderson,
who shared the stories of his father and his comrades returning fromWorldWar Two
to find their ancestral lands had been surveyed for distribution to returning Pākehā
soldiers. Te Hira Henderson also attributed much of modern Māori homelessness to
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displacement due to colonising agendas, including imprisoningMāori who protested
the removal of their land. When they returned, their land had been distributed to
Pākehā settlers.

The increase in international trade brought about throughglobalisation encourages
national economies to specialise (Layton, Robinson, & Tucker, 2016). This special-
isation has economic benefits; however, it can also have a homogenising effect. For
example, in New Zealand, Māori were encouraged or forced to leave rural areas, as
these were desirable for New Zealand’s specialisation in agriculture. Shifting into
urban areas had a disruptive effect on iwi and hapū (sub-tribe/extended family) rela-
tionships and structures, and has also meant that many marae (traditional meeting
houses) were left abandoned, or with dwindling and aging populations of people
with traditional knowledge of the protocols and traditions of the marae, including
the pōwhiri (welcoming ceremony) which requires a wide range of specialised skills
(i.e. the karanga, a powerful and haunting call, whaikōrero, the art of oratory and
waiata, song).Manymarae now struggle to find enough kaumātua (elders) to conduct
pōwhiri.

As well as placing homogenising pressures on regional dialects, the process of
globalisation can push language as a whole towards homogenisation, as technology
and trade drive increasing international communication. This places a second level
of pressure on indigenous languages and cultures, as countries seek to emphasise
international aspirations, rather than internal ones. Te Hira Henderson, as a Māori
historian, felt that recognition of te ao Māori outside of Aotearoa was virtually non-
existent—this despite the fact that New Zealand received a disproportionately high
level of interest in international trade, particularly inmonetary exchange. To illustrate
the point, the Bank of International Settlements (2013) report that the New Zealand
dollar is frequently, if not consistently among the 10 most highly traded currencies
in the world, despite our relatively small economic size.

Globalisation, it would seem, is now an irreversible, irrefutable reality. It is
unlikely that what has been done will be undone, or that homogenising pressures
will ease. It is important then, that we turn our attention to what can be done to
preserve indigenous knowledge in culture in the face of globalisation. Te Hira Hen-
derson refers to this as tiaki—to steward or protect, so that which we still have can
be retained for the future. If we can get this balance right, and progress with the rest
of the world, without neglecting or forgetting where we are from, and what makes
us unique, perhaps we can benefit from the best of both worlds.

4 Te Huarahi—Methodology

The research in this chapter has been conducted within a KaupapaMāori framework.
Kaupapa Māori research is described as being conducted ‘by Māori, for Māori, or
with Māori’ (Bishop, 1998). While I am not Māori, the purpose of this research is
to further illuminate a Māori worldview in relation to the education of graduating
teachers, and exactly one-half of the interviewees are themselves Māori.
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A Kaupapa Māori approach, which emphasises kōrero (dialogue) through infor-
mal or semi-structured interviews which focus on the subjective experiences of par-
ticipants is seen as appropriate (Moyle, 2016). In keeping with the principles of this
approach, data was gathered through semi-structured and informal interviews. These
conversations sought to uphold the expertise of the subjects interviewed. Kaupapa
Māori research places emphasis on the experiences of research subjects, and so it
aligned with the qualitative approach I have employed. Kaupapa Māori research is
viewed as being transformative (Pihama, Cram and Walker, 2002) and this aligned
wellwith our overarching kaupapa—to examine the transformative effects that under-
standing and enhancing a local, indigenously rooted identity can have for kaiako
(teachers) regardless of whether they themselves are indigenous. Within the context
of pūrākau, I have employed the framework used byWirihana (2012), which analyses
the idea of pūrākau through its four constituent kupu (words).

Pū—in this context is used as the short form of ‘pūtake’—a root or source, which
speaks to the origins or beginning of a matter.
Rā—in te reo Māori, rā refers to the sun, or to shine. In this context, it is used to
refer to the notion of shining a light on an issue or idea—to illuminate, reflect or
examine.
Ka—Ka is a Māori participle that can refer to an event that has happened, is
happening or will happen, depending on the context. Here it illustrates the notion
of the time-bound nation of the narrative, and how it is situated temporally.
Ū—Tobring forth fromwithin. This highlights the important role of the individual
in retaining, sharing and authoring their narratives, based on the significance of
their own experiences.

The synthesis of these suggests that we are illuminating the source of a matter,
by bringing forth from within events that have happened, will happen or are hap-
pening. This can be achieved through conversation, avoiding a highly structured
approach so as to allow the interviewee the opportunity to express their experiences
and perspectives authentically.

Kaupapa Māori research is also situated in a tendency for resistance (Rameka,
2015)—resistance against oppression, colonisation and, in the context of this chapter,
globalisation. This resistance is enacted firstly through protection, and then revital-
isation of indigenous identity and culture. This protection is an expectation under
the tenets of Te Tiriti o Waitangi (The Treaty of Waitangi—New Zealand’s found-
ing document (TTOW)), however, in the absence of the realisation of this through
administrative channels, responsibility falls to all those who have the whakapapa
(genealogy) and/or knowledge to do so, to uphold this to the best of their abilities
(Henderson, Personal Communication, 10 December 2019). We will explore this in
more depth as we analyse the findings of our research.

Linking again to the notion of a resistive force in the face of globalisation, Kau-
papa Māori research is particularly concerned with the notion of indigenous self-
determination (Bishop, 1998). This was a key factor in the decision to undertake this
research ‘i raro iho i te maro’ (under the mantle) of Kaupapa Māori research.
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In keeping with the principles above, interviews were structured as informally
as possible, with a view to emphasising the unique experiences of the individual.
However, some general themes were used in questioning. Participants were asked
to reflect on how te ao Māori (the Māori world) has impacted on their identity as a
teacher. Participants were asked to reflect on the ways in which their identities have
shifted through the course of their studies, and to consider these shifts in identity
and practice in the face of globalisation. In addition to the five ECE teachers who
were interviewed, I also interviewed Te Hira Henderson, a well-known local Māori
historian.

5 Ngā Hua—Findings

The following narratives are a synthesis of the comments made by the teachers in
response to the questions asked. Direct quotes are in italics and are denoted with
quotation marks. In the interest of readability, synthesis and retaining relevance to
the focus of the chapter, I have not attempted to provide an exact transcript, but rather
a useful synthesis of the key points of the interviewees’ perspectives.

While I am a lecturer with the organisation fromwhich these teachers graduated, I
have addressed potential power imbalances through ensuring that none of the teachers
interviewed were part of class groups which I taught.

5.1 Teacher 1 (Pākehā Teacher, ECE Centre Owner)

Over the course of my study, I changed a lot in my understanding of te ao Māori.
I knew a little bit growing up, but I learned a lot more at Te Rito Maioha while
studying. “I feel like it resonated—I felt really passionate [about te ao Māori]”.

It affected personal life as well, and also helped with the centre. I’m pretty proud
of my centre, the te ao Māori perspective, we get a lot of positive community feedback.
I believe that started with me, because that’s how I started the centre.

“We have karakia (a traditional recitation, similar in some ways to a prayer)
every morning. Children say their mihi”. Shy children have shown confidence with
this.

We use phrases/games/competitions each week/fortnight—teachers get a prize
for using the phrase. Children start using the phrases, and adults are asking too.

My confidence has definitely increased—at first I was scared to even say “Kia
Ora” (Greetings)

Children take songs from the centre home and sing them, which parents enjoy.
Advocacy [for te ao Māori] has increased with understanding—“How can you

advocate for something you don’t understand?”
When I did the TTOW assignment, I realised that Māori got a raw deal. We can

protect the language, and the culture, we can do our best.
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5.2 Teacher 2 (Kindergarten Teacher of Māori Descent)

I was a young mama, I was a little bit lost—I was immersed in te ao Maori [growing
up], but went to a Mormon college, immersed in religion, so it laid dormant.

I didn’t realise [during my study] that I would be faced with critical questions or
assignments that would educate me again, re-educate to advocate for all tamariki,
but especially tamariki Māori.

Transformation came through the assignments and awoke what I had already
previously been taught. My father drummed into us everyday examples of tikanga
and standing up for yourself.

“We would drive to Pōrangahau, and Dad would explain: ‘That’s your land, that
got taken, that got taken’. I would have to formulate that into assignments—every
assignment had a bicultural component to it. It wasn’t necessarily the teacher; it came
from what I had already from my father and my whanau. Also being challenged by
classmates—you don’t find your voice until you’re challenged and have to explain
things”.

“I view every day and every tamaiti (child) through a TTOW lens, not just
for Māori, but for Pākehā, tauiwi (immigrants)—they have just as much right to
be immersed in te reo Māori, that’s one of the TTOW gems as well—te katoa
(everyone)”.

That’s why I weave te reo through assessments, and tikanga through rhythms of
the day.

Globalisation and colonisation go hand in hand and work together, it’s like you
live in bubbles—te ao Māori, tikanga Māori, off to bible college, that’s another
bubble… you either step in and live in it for long periods of time, or you don’t, or
you just take what you want from the bubble.

You know who you are as a teacher, what to take on, what to be influenced by, what
not to be influenced by. It’s a great thing to be radical—you don’t stay in the box—
you’re advocating. It’s a compliment to be radical. I am passionate about being that
kind of person. That’s my response to global and especially colonising influences.

Pūrākau is a buffer, it’s like an armour. Dad imbued in us lots of pūrākau that
belonged to us, and some that didn’t. I’ve made it an appraisal goal to assess through
a pūrākau lens, we’ve got a pūrākau room. Didn’t come from [my study] but from
the awakening [which occurred during my study].

5.3 Teacher 3 (Italian ECE Teacher)

Coming from Italy, before starting study my identity was very much, I was a teacher,
that had as a model, my teachers. I would be the result of the way I thought in Italy,
and what I observed of other teachers, and the values and beliefs of my family that
I grew up with. I love theatre, I used it a lot in the past, it has become one of the
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languages I use with the children, because of the magic of theatre, and the ability to
tell stories through metaphors and images.

After I started this course of study, and started to learn about Māori mythologies
and stories, in a way that linked very well with my own strong love of theatre, stories,
and the magic of using puppets and other things when working with children. After
this course of study, it is still evolving, because I had the luck to be exposed to te reo
Māori, kaupapa Māori, I had the chance to discover myself as a teacher, through
this lens.

“Thanks to te ao Māori, I have developed a connection to this land, connection
and I made peace with this country, thanks to getting to know my mihimihi and
pepeha, every day, a mountain that is important to me, an awa that is important to
me. When you do this for a child, they develop this soul and spiritual connection with
the land too”.

“In Italy industrialisation was the first thing that created a loss of connection to
whanau/family. [Before that] we were in the countryside living together in Cascina,
like farms, but we had to go to the city to work away from family. We had dialects,
Italian came after 1860 and dialects were lost because we needed a language where
everybody could understand each other to trade. I don’t speak the dialects; I know
a few words. Anyway, the older generation aren’t passing them down, those things
aren’t important anymore—for example, we don’t need to know how to knit etc.”.

Before studying through Te Rito Maioha, I worked in different centres who knew
about te reo Māori. If I didn’t do this course of study, I think I would be unaware of
all of these things, I have these responsibilities—it’s a must. It’s about social justice,
it’s not questionable now.

The good of te ao Māori is the spiritual aspect of it. It can be difficult to work
with as an element of practice in the whole centre, it’s too often [associated with]
religion, so it’s controversial. It’s in Te Whāriki as ‘holistic development’.

The creation story talks about qualities of Atua [which we can] relate to the
children, what qualities they are expressing. Also, as a teacher you celebrate those
qualities.

My understanding of te ao Māori is that everything is there for a reason, expresses
a quality, a characteristic of something that has a right to exist—it has a usefulness.
This to me, takes away, the need to see and define the thing as good or bad. Everything
has a value. Looking at the characteristics of the gods, I thought, how can I use the
qualities of the atua in my work, e.g. Tāwhirimātea, the wind, the breath, how can I
use the breath, reminding myself to breathe, reminding the children to breathe, the
importance of the rhythm.

Metaphors speak to the heart, not just the mind. If we understand them better and
connect to the document, then we can approach the document using different parts
of ourselves, integrating the heart and mind.
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5.4 Teacher 4 (Kindergarten Teacher of Māori Descent)

During my study I went to visit a Puna Reo (Māori language based ECE-provider)
in Wellington. I looked at links between assessment and atua and was inspired by
that.

I thought about local pūrākau, and the balance between Wāhine (women) and
Tāne (men) as well. I Started to introduce this in my assessments and to whanau,
[this was] the start of learning conversations with whanau.

“Before the degree I was brought up through kohanga [reo]” (language nest), I
chose Te Rito Maioha because of the bicultural component. My two sisters and I went
to Kura (Māori language school). My sister struggled with English. “So, mum pulled
us all out and we went into a bilingual unit”. I felt for my sister, she got put down a
grade, she needed learning support with English. “So, I promised my tamariki that
they would get the best of both worlds and feel comfortable in te ao Māori and te ao
Pākehā”. That’s why I chose [a bicultural ITE programme], from those experiences
growing up.

My study reflected those ambitions and reminded me of te ao Māori. It was a
huge reconnecting for me, revisiting, then strengthening that learning. The Māori
lecturers made a big difference by setting examples. I wanted to be like them—that
was it. It was the delivery, there was connection and awhi (support) for students when
they needed it. Everything was through activities, through doing. You guys were so
patient! We gained the understanding of how that approach is good for all of us
(inclusion).

We did pepeha and mihimihi every day to identify each person. It was ok for each
of them to be whichever whanau they were. Students were extending themselves.
Pronunciation was supported. [Mistakes] weren’t frowned upon—it was let’s just
keep correcting. We didn’t whakaiti (belittle) anyone.

“Whanaungatanga (relationships) [were important]—we [the class group] still
keep in contact now”.

I took it upon myself to make sure I was a rangatira (leader) in the class.
“I gained strengths from that. Going into teaching I’m still the same, I try to

contribute ideas all the time. I’m leading an inquiry now around how to make mean-
ingful connections with whanau and community. The first step was to make sure all
members of Kahungungu (local tribal group) were registered. They love it, we have
14 whanau who are registered now, they enjoy the benefits of being registered. I’ve
given out forms for them to register their friends/whanau as well.”

We also hosted a representative from Ngāti Kahungunu into ensure alignment
with their reo and education strategies.

“We write a lot about mana (empowerment), mauri (life-force), wairua (spiritu-
ality), they know that it’s good for them, it’s going to make them feel good. You see
it when they haka or perform waiata. For young tamariki it’s a good way to acquire
the reo—probably the most effective way. We all feel it”.
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5.5 Teacher 5 (ECE Teacher of Cook Island Descent)

“At first my knowledge [of te ao Māori] was very limited, but it’s deepened. Learning
about te ao Māori has influenced me to learn about my own culture (Cook Islands)
and has influenced my teaching. [I am more] able to connect to Māori whanau,
Māori tamariki, and it doesn’t just stop there, Asian, Indian whanau, we are so
multicultural, so it’s being able to take that and incorporate that sense of whanaun-
gatanga (relatedness) making whanau feel aroha, feel welcome, that’s come through
my learning, through study”. It has impacted on building relationships across all
cultures.

We have created a centre pepeha. Connecting to German whanau, they can connect
to their maunga back in Germany [so it’s] not just acknowledging the local area,
but abroad, when I give my pepeha, I’m acknowledging my Cook Island heritage.

Acknowledging the individual is really important, we must respect each individual
so in our centre, [so] “at first we just did the one pepeha, but then I realised the
importance of recognising your own roots where you feel you stand firm, to have a
deeper connection to where they’re from, so it was about building their own individual
pepeha” [for each child].

“I also notice a difference in our whanau, they are proud. When you are acknowl-
edged as, for example, German, there’s a sense of pride that comes with that, so for
our whanau, we’ve uplifted them”.

I also appreciate having knowledge and knowing what should happen on the
marae—I think it’s a lifelong thing that I will carry forever. At first I thought it was
just Māori thing, I’ve had a whole shift in thinking that this is something we can
embrace. At first, I wasn’t sure if I was allowed but it’s really built my confidence. At
a tangi (funeral), I felt the confidence to sing the waiata after my uncle spoke.

5.6 Te Hira Henderson (Curator of Taonga Māori at Napier’s
Museum Theatre Gallery)

After WW2, I grew up at Pākōwhai, my father was ‘taketake’ (uncolonized).
We were just raised as children—we didn’t know different, however, we used to

go to the old shingle works, at the corner of Farndon and Pakowhai Road—there
was a meeting house there, which has since been uplifted. We learned the history
of how we were colonised and lost our lands. Dad would have altercations with
Pākehā surveyors attempting to survey our land. That was my first experience of
inequality—no equity!

Everyone’s lands were surveyed while they were at war, then given out as land
ballots when they returned from the war. Dad would put his body on the line—he
would rather die than lose the land.

“When Dad died, they came in and surveyed, and the first rates bill collapsed my
mother. No one knew what rates meant, but to sum it up, it meant land loss. 3ft [of
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land] a year could be taken [if rates weren’t paid]. There was a difference between
Māori and Pākehā, the treaty [of Waitangi] was a fraud. You were a 2nd class citizen,
without any rights”.

I realised everything outside my gate was alien, geared to extinguish me. Inside
my gate, I was Tangata Whenua, (a person of the land) but subject to Pākehā law.

With all of this, I decided to back up a few things. In ‘78 I started at Avalon, making
Māori programmes, but always wanted to use it to preserve our history, modelled on
‘Ngā Moteatea’ (a collection of traditional oral histories compiled by Sir Āpirana
Ngata). In 1985 we started Māori language programmes such as ‘Waka Huia’, to
record and archive oral history from the native generation, born in the late 1800’s
and early 1900s. Then I resigned from TVNZ and started my own company in 1994.

“My life has been to record, document and archive the last two taketake genera-
tions. My generation is different, we are not taketake. The last generation was raised
by their grandparents, the last cannibal generation. That mindset is now extinct”.

“That has been my life’s work. The last taura here (connecting thread) is these
taonga [referring to the taonga displayed in the ‘Rongonui’ exhibition, of which he
is the curator]”.

“If it wasn’t for these objects, we would have nothing to identify ourselves as
Māori to that world. So my view, if you have any proficiency, it is your responsibility
to archive, preserve, and use those things to direct into the future a mātauranga (body
of knowledge) for the Māori nation, otherwise you might as well be a Pākehā”.

I’m coming very quickly to the end of my lifespan. 50% of those I grew up with
are dead, of those that remain, at least half are very ill. It is more difficult every year,
to produce programmes with people who can front the programmes and speak the
language. That is what makes me do what I do.

Colonisation in New Zealand is part of a wider picture, British globalisation, using
the economic base of indigenous people. They used India, for example, to build their
base and go out and colonise the world, sucked India dry, moved to South America,
just go and have a look at the indigenous people there. Look at Germany—the biggest
producers of coffee, and they don’t produce one coffee bean. South Americans were
exploited for their resources, all the textiles came out of India. The resources they
exploited gave them the ability to come here, to the other side of the world to wipe
us out.

For us, that started in 1807 when the musket was introduced to Ngā Puhi, a
generation before any other iwi. Colonisation extended itself brutally with the musket.
It changed us forever, as did the new economic base of money. Technology furthered
this process—for example following the introduction of the printing press people
became literate, and Christians. This made us blind and we put our faith into people
like William Colenso.

“Nothing has changed, it’s just been permeated. It doesn’t matter what govern-
ment—it’s the same bed, they’ve just changed the sheets. We have not got equity. We
have so many Māori in parliament now, but none of them are talking about equity.
Once you restore equity, everything will change”.
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“The Māori race has not gained one thing without argument or protest. That
is the definition of colonisation and how it is affecting us today”. The agenda of
colonisation is power—and not to share it.

We invited Pākehā to share our resources, not to have power over us. “Manaaki-
tanga means sharing. That was the deal. Many Pākehā I deal with are more Māori
than the Māori, however, it has only just started. Māori need to get on board.”

International perception of te ao Māori? Non-existent—under globalisation, any
indigenous person does not exist. They’re only there to be pillaged.

Up till now, Māori history has been written by Pākehā.

6 Whakatewhatewha—Analysis

6.1 Te Tuakiri—Identity

Identity was a key theme for teachers, particularly for teachers who were themselves
Māori—this included two of the five graduates interviewed. Two of the other teachers
were also from ethnic backgrounds, one being Italian and the other of Cook Island
Māori descent. All five of the teachers reflected on the increase in confidence that
they felt as a result of learning about te ao Māori, and the increased passion they
felt for the culture through the process. One of the things that happened as a result
of this, was an increased awareness of, and appreciation for, other cultures as well,
particularly where these cultures were represented in the teacher’s own centre.

For kaiako Māori (teachers of Māori descent), they found this education to be
particularly useful in re-awakening their connection to their own indigenous culture.
For both kaiako Māori interviewed, they had grown up with some exposure to te ao
Māori, which subsequently waned as they got older. Pressures of work, relationships,
religion and simply the homogenising pressures of living in a colonised society were
cited as causes of this drift away, or separation from, indigenous culture. One teacher
reported the experience her and her siblings had, of being educated within a kohanga
reo (Māori language nest) setting, and then moving into a Māori language education
school. One of her siblings was struggling with English language, and so the parents
decided tomove the children into a bilingual education unit. This is a further example
of the ways that colonising or hegemonic pressures can affect indigenous languages
and culture. Another teacher recounted how her religious life pulled her away from
her cultural roots. The theme of religious impact and pressures on indigenous culture
was also discussed by Te Hira Henderson, who discussed the impact of the printing
press and distribution of bibles in eroding the indigenous belief systems of Māori.

For these teachers, engagingwith te aoMāori through their course of study encour-
aged them to re-engage with their taha Māori (Māori aspect). This positioned these
teachers to share their knowledge with their respective centres and had also resulted
in one kindergarten that was looking to become bilingual in the near future. The same
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kindergarten had also created a pūrākau room, decorated with images describing tra-
ditional narratives such as the story of Ranginui (the sky father) and Papatūānuku (the
earth mother) whose separation marked the beginning of te ao mārama (the world).
While these stories are told by most iwi (tribes) in New Zealand, each iwi has their
own unique interpretation of the story, and so these can accurately be described as
pūrākau-ā-iwi (local, tribal narratives).

For non-Māori teachers, an increase in their knowledge of te ao Māori led to an
increase in their confidence to participate inMāori protocols. One teacher related her
experience of going to a marae for the tangihanga (funeral procession) of a family
member. She was able to support the speaker who represented her extended family
by leading a waiata (song), immediately following his kōrero (speech). This aligns
with the tikanga on marae, which generally stipulates that each speaker should be
followed by a waiata. Generally, the speaker will be a male, and the waiata will be
led by a female.

Another teacher who now owns and operates her own centre related to the impor-
tance of the knowledge she had gained over the course of her study in setting a bicul-
turally responsive tone for the other teachers in her centre. Her team had responded
to this and viewed it as valuable and authentic.

6.2 Pepeha—Tribal Sayings/Incantations

Apepeha tells the story of where a person is from, andwho their people are. A pepeha
will often contain reference to a person’s whakapapa (genealogy), including their
spouse and children. A person’s marae might also be included. Ancestral landmarks,
such as mountains and rivers are also seen to be irreducible components of one’s
identity and are included. The pepeha model was often recreated by teachers with
the children they taught, demonstrating the flow-on impact of this aspect of their
learning.

The teachers interviewed felt that this was particularly significant for the mana
(pride, self-efficacy) of children who were either Māori or came from overseas, as
this process of learning pepeha provided them with tūrangawaewae (a place for the
feet to stand), or a sense of belonging and a place within the context of their centre.
The openness and receptiveness of te ao Māori was highlighted by the two teachers
I interviewed with overseas heritages—this is an example of manaakitanga, which
is an underpinning tikanga for Māori.

6.3 Whakaahuatanga—Transformation

Depending on their own circumstances prior to undertaking study, teachers found
the process transformative in different ways. As I have touched on above, teachers
who were Māori found that learning about te ao Māori and Pūrākau-ā-iwi helped to
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rekindle a connection to their ancestral heritage. This has had flow-on effects for the
children they teach. Teachers from overseas felt a greatly increased sense of connec-
tion to Aotearoa New Zealand, with one teacher saying she felt she had ‘made peace’
with the country, through learning her pepeha. For Pākehā students, understanding te
ao Māori can be a way to become more aware of their own culture, which is less vis-
ible because of its pervasiveness. One teacher described their knowledge of pūrākau
as being like an ‘armour’ against the effects of colonisation and globalisation.

6.4 Tirohanga—Worldview

Within te ao Māori, it is believed that humankind descends from ngā atua (the
gods). These atua represent aspects of the world, and of nature, and there are even
some assessment frameworks which encourage teachers to assess children’s learning
and dispositions through the lens of the characteristics, and abilities of these atua.
Several of the teachers interviewed shared how this worldview has translated into
their teaching practice, through theatre, pūrākau and waiata. For tamariki Māori,
there is tremendous value in seeing their culture alive in their centres, and for non—
Māori tamariki, the universality of these pūrākau makes them nonetheless relevant.
As I have mentioned elsewhere, one of the kindergartens where teachers worked had
even set up a pūrākau room, with elements of various pūrākau displayed on the walls.

6.5 Taketaketanga—Indigeneity

The notion of kaitiakitanga is key here. Teachers who had drifted away from their
heritage asMāoriwere keenly aware of the importance of this, but the pointwas really
driven home by two other interviewees. Te Hira Henderson discussed at lengths the
challenges brought about by colonisation, and the deliberate erosion of Māori cul-
ture and identity. An Italian teacher shared the story of the loss of local dialects,
and the replacing of these with a national language as a result of industrialisation.
This ran very close parallels to colonisation in Aotearoa New Zealand and this was
underscored by Te Hira Henderson, supported by several of the teachers who agreed
that colonisation and globalisation had the potential to mirror each other in many of
their effects. Te Hira stressed the importance of protecting and retaining all things
Māori wherever possible and referred in unambiguous terms to the generational loss
of indigenous knowledge. Te Hira actually uses the term taketake to refer to those
Māori who were untouched by the effects of colonisation, at least until their adult
life. This distinction between ‘taketake’ and Māori emphasises that while Māori
are Māori by descendancy, maintaining an unaltered, indigenous mindset is an alto-
gether different and more difficult thing. Again, this underscores the overwhelming
importance of protecting the indigenous knowledge that remains today.



214 W. Knight

6.6 Kotahitanga—Universality

One of the threads that came through in the conversations was the universality (in
the modern context, at least) of te ao Māori. Two of the interviewees had personal
heritages from elsewhere in the world (Cook Islands, Italy). They both felt that
there were links between te ao Māori and their own indigenous cultures, and that
there were universal commonalities present—essential human ideas presented in
indigenous ways that could be translated from one culture to another.

In addition to this aspect, another key element of universality was the overwhelm-
ing sense that te ao Māori was available for all tamariki (children) but, also that we
all have a responsibility in the kaitiakitanga of it. Te Hira Henderson, perhaps the
most qualified of the interviewees in matters of Māori history, went out of his way to
applaud the role that Pākehā have played in recent times in supporting the protection
and restoration of te ao Māori.

A third, and perhaps unexpected aspect of this universality has to do with the
concept of Tūrangawaewae, touched on above. This refers to having a connection to
the land, and the learning of pepeha and mihimihi was a recurring theme for teachers
in establishing this sense of tūrangawaewae. This had two important effects. For
teachers from overseas, they felt, as a result of learning pepeha and mihimihi, that
they had developed a much stronger connection, not just with Aotearoa, but with
their own home countries as well. Of perhaps even greater significance was what
they observed with international children in their centres. Children from all over the
world (Germany and China were cited as examples) were observed by teachers as
being able to gain a sense of belonging through learning mihimihi and pepeha. For
tamariki Māori (Māori children) their sense of mana, or pride, in engaging with their
own culture and seeing it evident in their centres was a significant positive outcome.

7 Kupu Whakakapi—Conclusion

The impacts of colonisation and globalisation were readily evident in both the litera-
ture, and the data gathered in the informal interviews. There is ample support for the
idea that globalisation has prioritised economic growth above the interests of indige-
nous cultures and groups, and that increased international trade and communication,
fuelled by technology and the desire for an ever-improving standard of living has
put increasing pressure on the survival of indigenous languages and knowledge. This
has been driven by the homogenising forces of globalisation, which emphasise the
ability to trade efficiently over uniqueness and autonomy.

It is only natural, as educators, that we would seek to find balance to this equa-
tion, in ensuring that globalisation does not continue to erode indigenous identity,
but rather that we can create and foster systems, curriculum and experiences that
preserve indigenous language and culture. Schools and early childhood education
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centres provide an excellent opportunity to pursue these aims, and engagement with
communities and partnerships with families will allow us to further this work.

It is evident in the sentiments of the kaiako interviewed, that all of them have
at least begun this journey. Some are even working in partnership with local iwi
organisations to ensure that families are supported in implementing their indigenous
language and culture in the home. This is an example of the kaitiakitanga that was
stressed by Te Hira Henderson—the responsibility of those who have retained, redis-
covered or received mātauranga Māori, to preserve it and pass it on, so that there is
a body of indigenous knowledge available for future generations.

InweavingmātaurangaMāori into teacher education programmes,we have sought
to contribute to this process. In reviewing the feedback from the interviewees, it is
evident that these kaiako are working to protect and preserve te ao Māori, and that
this has had significant benefits for all tamariki in their centres—not just tamariki
Māori. Te Hira Henderson applauded the work of Pākehā in supporting this work but
pointed out that it has only just begun. This is an important point for us to be mindful
of. Colonisation brought about catastrophic decline in the retention of mātauranga
Māori, and not enough has been done to correct this course.

While the research conducted here has been contained within the Aotearoa New
Zealand context, I think there are some very clear themes that can be transferred to
any setting. One of the teachers referred to the ‘universality’ of concepts from te ao
Māori, and felt that these ideas were analogous to concepts embraced by indigenous
cultures from all around the world. A great number of industrialised countries have
an indigenous or historical heritage, and in most cases, this knowledge has been lost
to some extent over time. There is an opportunity for providers of initial teacher edu-
cation to equip graduating teachers with an introduction to local indigenous cultures,
and to the richness that a ‘dualworldview’ canprovide.A senseof kaitiakitanga (stew-
ardship and responsibility) can guide us in preserving indigenous knowledge, and
as teachers, we are ideally positioned to preserve this mātauranga taketake (indige-
nous knowledge) through the vehicle of taonga tuku iho—treasures passed down.
When teachers understand their own tūrangawaewae they are empowered to bring
the children they teach into that place.

Glossary

Atua God or gods.
Awhi Support, help or embrace.
Iwi Tribe.
Kaiako Teacher(s).
Kaitiakitanga Stewardship.
Kaumātua Elder(s).
Kaupapa Māori For Māori purposes, or conducted within a Māori worldview, or

in accordance with Māori principles.
Kōrero Dialogue/stories.
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Kupu Word(s).
Mana Whenua Power or authority over the land. Usually refers to the relationship

of customary guardians to the land which their ancestors occupied.
Manaakitanga Care or hospitality. A key component, if not the key component of

te ao Māori.
Marae Traditional meeting house.
Mātauranga Māori Māori indigenous knowledge.
Mātauranga taketake Indigenous knowledge.
Mihimihi Traditional recitation of greeting. Similar to, and will often include, a

pepeha (see below).
Mita Regional diaelct.
Pākehā Person of British or European descent. Usually refers to New Zealanders

of British or European descent but can also refer to white-skinned individu-
als descending from western countries including Europe, Scandinavia and the
United States.

Pepeha A tribal recitation or saying, usually unique to each person. The pepeha will
usually refer to the speaker’s mountain, river, marae and extended family.

Pōwhiri A traditional welcoming ceremony, usually onto a Marae.
Pūrākau Narrative(s).
Pūrākau-ā-iwi Pūrākau belonging to a specific, (usually geographically located)

tribe (iwi).
Taha Māori Māori dimension of a person.
Taketake Indigenous, untouched by colonisation.
Tamariki Children.
Tangata Whenua A person of the land – descended from the land’s original

inhabitants.
Taonga Treasure or item of significance. Also includes non-tangible treasures such

as language, culture and traditional knowledge.
Taonga Māori Treasure or items of cultural significance to Māori.
Taonga tuku iho A treasure passed down from one generation to the next.
Tapu Sacred or restricted.
Tiaki To protect or defend (preserve).
Tikanga Traditional protocols and customs.
Te ao Māori The Māori world; the world as seen through a Māori worldview.
Te Tiriti o Waitangi The treaty of Waitangi, generally considered to be New

Zealand’s founding document, signed in February 1840 at Waitangi.
Tūrangawaewae Literally ‘A place for the feet to stand’. Refers to a person’s

birthplace and/or a place that a person calls home.
Waiata Song, or to sing.
Whakapapa Genealogy.
Whakatauki Traditional proverb of uncertain origin.
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women leaders in New Zealand: A thesis presented for the degree of Doctor of Philosophy in
Psychology). Retrieved from http://hdl.handle.net/10179/4672.

William Knight is a lecturer for ECNZ Te Rito Maioha—a private provider of teacher educa-
tion focusing on ECE. He started his journey into education in 2012 and has experience teaching
in kindergartens in the Southern Hawkes Bay area. In 2018 he was awarded a TeachNZ Māori
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Chapter 12
Responding to Superdiversity Whilst
Upholding Te Tiriti O Waitangi:
Challenges for Early Childhood Teacher
Education in Aotearoa New Zealand

Angel Chan and Jenny Ritchie

Abstract Countries with a superdiverse population due to increases in migration
have been slow in recognising and addressing social inequalities driven by this sit-
uation (Vertovec, 2007). In Aotearoa (New Zealand), there are now more than 200
different ethnic groups and 27.4%of its populationwas born overseas (Statistics New
Zealand, 2019), and there is also an increasing number of students with diverse cul-
tural, linguistic and migration backgrounds enrolled in the country’s early childhood
teacher education programmes. The manifestation of superdiversity in Aotearoa is
particularly complex and challenging since it occurs within a legislated ‘bicultural’
context (Royal Society of New Zealand, 2013). In light of these concerns, this paper
reports findings from a study which utilised a methodology of critical discourse anal-
ysis (Gee, 2011; Jørgensen&Phillips, 2002) to examine several key institutional pol-
icy documents in order to interrogate the responsibilities of early childhood teacher
education in supporting both the country’s commitment to ‘biculturalism’ and its
current superdiverse demographics. The theoretical analysis draws on Vertovec’s
(2007) superdiversity approach, critical multiculturalism (May, 1999) and critical
and Indigenous pedagogies of place (Penetito, 2009; Perumal, 2015). While all the
documents make explicit references to ‘bicultural’ commitments, minimal attention
is given to migration-related inequality issues. Our analysis highlighted complex
inter-relationships and tensions between honouring ‘biculturalism’ and catering for
superdiversity. Recognising and addressing this complexity is important in future pol-
icy development, and teacher education providers need to ensure that their graduates
have the knowledge and skills to work equitably with children, families and com-
munities in order to address inequalities emanating from the history of colonisation
in Aotearoa as well as the current superdiversity situation.
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1 Introduction

Increased mobility of populations globally generates challenges for education sys-
tems in responding to demographic complexities such as the recent phenomenon
of superdiversity (Vertovec, 2007, 2019), and in Aotearoa (New Zealand), these
challenges and complexities have to be considered within the local ‘bicultural’1 leg-
islative context. This chapter offers a critical discourse analysis (CDA) of key pol-
icy documents with regard to superdiversity and ‘biculturalism’ in early childhood
(EC) teacher education in Aotearoa. Teacher education programmes in Aotearoa
are increasingly enrolling students who have diverse ethnic, cultural, linguistic and
migration backgrounds. This chapter aims to interrogate the roles and responsibili-
ties of initial and in-service EC teacher education with regard to addressing issues
of identity, equity and social justice in light of the changing demographic landscape
in Aotearoa, a country that has a history of colonisation and is also now consid-
ered ‘superdiverse’ (Royal Society of New Zealand, 2013). Previous research has
highlighted challenges for teacher education in relation to honouring a commitment
to Te Tiriti o Waitangi (Ritchie, 2002), and subsequent Education Review Office2

(ERO) reports have expressed concerns regarding the ongoing challenges faced by
the early childhood education (ECE) sector in this regard (ERO, 2010, 2012, 2013).
It has been pointed out that policies and practices in many countries with a large
population of diverse migrants have yet to adequately respond to the more recent
superdiversity phenomenon (Vertovec, 2007). Similar concerns were raised by a
recent study in Aotearoa (Chan, 2019a) which examined how the revised national
EC curriculum Te Whāriki (Ministry of Education, 2017) addresses issues emerging
from the nation’s current superdiversity situation. This chapter utilises a range of
theoretical approaches and a methodology of CDA to examine several key policy
documents and consider the implications for initial and in-service EC teacher educa-
tion of increasing superdiversity in a country which is yet to reconcile its history and
ongoing legacy of the colonisation of the Indigenous Māori, despite the 1840 treaty
commitments that had led Māori to believe that their authority would be respected
(Spoonley, 2017; Walker, 2004). From this perspective, the chapter reviews and con-
tests changes and challenges emerging in the field of EC teacher education in relation
to globalisation, internationalisation and local contextual issues.

1We choose to problematise the terms ‘bicultural’ and ‘biculturalism’. Although they derive from
recognition of the two original parties to the 1840 Tiriti o Waitangi, the Indigenous Māori and the
British Crown, subsequent migration policies have resulted in a greater diversity of ethnicities and
languages.
2The Education Review Office is the government department that regularly evaluates individual
ECE services and schools, and also publishes national reports on specific issues.
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2 Historical Context

As Freire (1972) wisely informed us, education is neither politically neutral nor
ahistorical. Early childhood teacher education is no exception. In order to appreciate
the educational implications of the current situation of superdiversity inAotearoa, it is
important to understand thesewithin theparticular historical context of comparatively
recent British colonisation. Māori are estimated to have arrived in Aotearoa from the
South Pacific around 1300CE (King, 2003). After various early encounters between
Māori and European explorers, sealers and whalers (Salmond, 1991), the first British
missionaries arrived in 1814. The 1835 affirmation of New Zealand as a Māori
sovereign nation in He Whakaputanga o te Rangatiratanga o Nu Tireni | Declaration
of Independence of the United Tribes of New Zealand preceded the 1840 signing of
Te Tiriti o Waitangi3 between the British Crown and Māori chiefs (Orange, 1988;
Walker, 2004). The latter treaty, whilst allowing for British settlement, also gave
important undertakings to Māori: recognition that they would retain their tribal self-
determination over their lands, villages and everything of value to them, including
their language; that they would be equal citizens to the British; and that their belief
systems would also have equal status to the religions of the British and French
missionaries present at the treaty signing (Orange, 1988).

Despite the clearly worded articles of Te Tiriti o Waitangi, the British Crown
chose to assume the rights of sovereignty, as stated in the English language version
of the treaty, the Treaty of Waitangi, which was not the same as the kawanatanga
(governance) ceded by Māori in the original Tiriti document signed by the vast
majority of Māori chiefs.4 The 1852 New Zealand Constitution Act resulted in the
establishment of a British settler government that ignored its Te Tiriti o Waitangi
obligations, and excluded the voices and rights of Māori. The government thereafter
passed innumerable laws and policies which served to alienate Māori from their
lands, language, traditions and cultural identities (Orange, 1988; Walker, 2004).
Māori were thus denied basic human rights that were available to the settlers, such as
access to education in their own language and to higher levels of education, through
wide-scale state-imposed policies and practices of disenfranchisement and discrim-
ination. Ongoing Māori activism resulted in the treaty finally, after 135 years, being
recognised in legislation in the Treaty of Waitangi Act (1975) which established the
Waitangi Tribunal to consider treaty breaches. However, the long-term legacy of this
systemic discrimination is that Māori continue to be negatively represented in social
statistics including those related to educational achievement, poverty, imprisonment
and youth suicide (Radio New Zealand (RNZ), 2019a).

Whilst the legitimate expectations of Māori, based in treaty assurances, were
largely ignored by the colonisers,Māori have consistently sought to have these upheld
(Walker, 2004). Slowly over the past three decades, substantive Māori grievances

3Te Tiriti o Waitangi refers to the original treaty written and signed in te reo Māori, the Māori
language.
4Te Tiriti o Waitangi, the Māori text, was signed by over 500 chiefs, and the English version by
only 39 (Orange, 2017).
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have received official recognition albeit with token compensation by successive gov-
ernments. One aspect of this recognition is an ostensible policy of ‘biculturalism’
which purports to give equal status to Māori but which has been criticised in that
governments have largely continued to fail to share power, resources and decision-
making with Māori (Walker, 2004). Languages encapsulate cultural beliefs and
knowledge systems. It could, therefore, be assumed that bilingualism (both English
and te reoMāori, theMāori language) should feature strongly in a ‘bicultural’ policy.
This has not been the case inAotearoa. TheMāori languagewas belatedly recognised
in 1987 as the official language (NewZealandParliament, 1987).Whilst “Maori com-
munities have over a long period made claims to the establishment to include their
language, knowledge, history and practices into the curriculum” (Penetito, 2002,
p. 98), the number of speakers of te reo Māori remains low. Only 11% of Māori
report that they can speak te reo very well or well, but 45% are unable to speak
anything beyond a few words or phrases (Ministry of Social Development, 2016).

A further serious critique of the policy of ‘biculturalism’ is that it fails to ade-
quately recognise Māori as the first nations peoples of this land. Retired High Court
Judge and former Chair of the Waitangi Tribunal Sir Eddie Taihakurei Durie has
offered an inclusive Tiriti-based paradigm which both affirms Māori as tangata
whenua (people of this land) and, in addition, considers all those who have migrated
subsequently to be ‘tangata tiriti’, people who live in this land “by right of Te Tiriti o
Waitangi” (Turia, 2016, p. 36). The latter includes all those who reside in Aotearoa
due to Te Tiriti having allowed initial British settlement followed by subsequent
migration under kawanatanga | government policies. These policies were for many
years covertly racist, favouring ‘Whites only’ (Brawley, 1993). Policy changes post
World War II brought a huge increase of ‘non-white’ migrants, firstly from vari-
ous Pacific nations, and since the 1987 Immigration Act, predominately from Asia
(Spoonley & Bedford, 2012).

3 Current Demographic Context

The population landscape of Aotearoa has transformed significantly over the years.
The most recent census revealed that 27.4% of respondents were not born in New
Zealand, whilst Māori currently represent 16.5% of the overall population (Statistics
New Zealand, 2019).5 An even more seismic demographic shift can be seen in the
relative proportions of ethnic groups represented in ECE enrolments, whereby those
of Pākehā | European ancestry now account for only 48.21%, Māori 23.72%, and
the remainder comprising a diverse range of ethnicities (Education Counts, 2018). A
similar increased diversity is evident in statistics on the ethnicity ofEC teachers in that
“Māori teaching staff accounted for 9.0% of all teaching staff [and] Asian teaching

5There were demonstrable difficulties related to a low response rate with the first ever e-census,
conducted in 2018, the implications of which are acknowledged as being particularly concerning
for Māori and raise issues of Indigenous data sovereignty (Kukutai & Cormack, 2018).
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staff now make up 11.5% of all teaching staff in teacher-led services” (Education
Counts, 2014, p. 9).

Immigration NewZealand (2019) now lists EC teachers in the ‘skill shortage’ cat-
egory with regard to eligibility for a residency visa. At the same time, universities in
Aotearoa continue to market their programmes to international students, increasing
the enrolments of such students in EC teacher education programmes. These situa-
tions have implications for Aotearoa’s EC teacher education in terms of the nation’s
commitment to social justice, equity andTiriti-based6 (rather than ‘bicultural’) policy
and practice, along with our responses to superdiversity. In a Tiriti-based paradigm,
Māori are recognised as having the right of tino rangatiranga (self-determination) as
tangata whenua, and te aoMāori (theMāori world) as expressed through te reoMāori
is given prominent recognition. This paradigm also acknowledges the increasing
diversity of tangata tiriti, all those whose ancestry is other than Māori.

4 Theoretical Positioning

We draw upon a range of theoretical and conceptual frameworks including Steven
Vertovec’s (2007) superdiversity approach; critical multiculturalism (May, 1999;
May & Sleeter, 2010) and critical and Indigenous pedagogies of place (Penetito,
2009; Perumal, 2015;Williams,Bunda,Claxton,&MacKinnon, 2018) to analyse rel-
evant discourses promoted in several key institutional documents. These frameworks
are used to highlight inequalities and social justice issues in EC teacher education
in order to facilitate transformation of policies and pedagogies with the intentions to
both foster connectedness with local Māori histories and mātauranga (knowledge)
and cater to superdiversity complexities.

Since its inception more than a decade ago, the term ‘superdiversity’ has been
applied in studies across multiple disciplines including early childhood education
(Chan, 2019a, 2019b); migration (Spoonley, 2015); social inequality (Aptekar, 2019)
and language (Blommaert, 2013). This approach goes beyond examining conven-
tional diversity issues in relation to ethnicity, culture and language. Instead, it high-
lights the interactivity of complexities generated from contemporary migration sit-
uations, focusing in particular on social inequality issues driven by migration.7 It
responds to “the search for better ways to describe and analyse new social patterns,
forms and identities arising from migration-driven diversification” (Vertovec, 2019,
p. 125), and highlights the need to transform policies and practices to cater for
superdiverse demographics.

6We use the term ‘Tiriti o Waitangi based’ (or more simply Tiriti based) instead of ‘bicultural’ to
recognise the first nations status of Māori and the obligations that government, and by extension,
teachers have under Te Tiriti o Waitangi to recognise Māori self-determination over their lands,
language, knowledges and resources.
7For example, recent reports have highlighted the need to recognise health issues (Tolley, 2019)
and exploitation of migrants (Hickey & Grieveson, 2019) in Aotearoa.
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Contemporarymigrants are extremely diverse and highlymobile. They are diverse
not only in ethnicity, culture and language; but also in terms of their migration pat-
terns and statuses, which are two key considerations in the superdiversity approach
(Vertovec, 2007, 2019). Differing patterns (for example, permanent settlement in
the host countries or transnational migration which involves ongoing commuting
activities between the home and host countries) and statuses (for example, voluntary
skilled and investment migrants or involuntary migrants with a refugee background)
mean contemporary migrants are more heterogeneous than ever before. This het-
erogeneity means that migrants may not all have the same rights and resources.
Voluntary transnational migrants, for example, may have the opportunities to ben-
efit from resources offered in the home and host countries, but because their time
is divided across two countries, they may struggle to develop a sense of belonging
and identity in the host country (Chan, 2018; Chan & Spoonley, 2017). Some host
country locals may perceive this group of migrants to be disloyal and destabilising
of national identity and collective heritage, and therefore marginalise and exclude
them (Goldberg, 2002).

The notions of transformation and heterogeneity are also emphasised in critical
multicultural studies. Critical multicultural scholars have long argued that it is unjust
to homogenise any cultural or ethnic group and that it is inequitable to assume that
members of each group have similar needs and to therefore provide only static and
standardised supports (May, 1999). A recent study (Chan, 2019b) connected key
ideas of the superdiversity approach and critical multicultural theorising, suggesting
the cross-application of these to transform policies and practices to be responsive
to migration-related inequality issues in ECE. In light of the migration patterns and
statuses emphasised in a superdiversity approach, the complex layers of migration-
related inequalities must be taken into consideration along with recognition of the
rights and histories of tangata whenua when reviewing and enacting institutional
policies such as those mandated by the New Zealand Teaching Council.8

As the severity of the current climate and biodiversity extinction crisis becomes
increasingly evidenced (Stockholm Resilience Centre, 2019; United Nations, 2019),
recognition of the connections between histories of colonisation and environmental
degradation leads us to consider the necessity for teacher education programmes to
include a focus on critical and Indigenous pedagogies of place (Chan & Ritchie,
2019). Such pedagogies recognise the historical, political, economic, cultural and
social contexts that underpin the place-based locatedness of educational work in
order to take a decolonising approach that validates local Indigenous traditional
ecological knowledges (Penetito, 2009; Perumal, 2015; Williams et al., 2018). The
United Nations Sustainable Development Goals for 2030 require education systems
to equip children with the knowledges and skills to enable them to contribute to
the “transformation of human-social structures towards the goal of social–ecological

8The current title for the body that oversees the teaching profession and initial teacher education
programme approvals inAotearoa is ‘TeachingCouncil NewZealand |Matatū Aotearoa’. Originally
the Teacher Registration Board (as per the 1989 Education Act), from 2002 it was called the
‘Teachers Council’ and from 2014 to September 2018, it was entitled the ‘Education Council |
Matatū Aotearoa’.
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resilience” (Williams et al., 2018, p. 50). The repertoires of Māori traditional wis-
dom along with those of migrant children and families can contribute to such work,
drawing upon families’ ancestral funds of knowledge (Gonzalez, 2005) regarding
ways of living sustainably and caring for Aotearoa collectively. In applying criti-
cal and Indigenous pedagogies of place, EC teachers can support migrant children
and families to understand the histories of the host country and Māori traditional
knowledges, and to develop a sense of connection and belonging to Aotearoa.

5 Critical Discourse Analysis (CDA) as an Analytical Tool

Methodologically, we utilise a critical discourse analysis (Gee, 2011; Jørgensen &
Phillips, 2002; Locke, 2004) of several key documents to identify dominant dis-
courses influencing EC teacher education inAotearoa and to also consider discourses
which may be silenced and/or marginalised. Discourses are socio-historically con-
structed, determining the salient knowledge and arranging the social order (Gee,
2011). Dominant and institutional discourses are naturalised over time to become
taken-for-granted and ‘common-sense’ knowledge (Gee, 2011; Locke, 2004). Policy
documents mandated by theMinistry of Education and the Teaching Council through
the promotion of particular discourses influence and regulate teacher education in
Aotearoa. If these discourses are not challenged through thoughtful examination,
they have the potential to become ingrained beliefs and practices that are uncriti-
cally performed by practitioners. The power of such normative discourses is such
that “subscribers of non-powerful discourses are therefore marginalised and rela-
tively disempowered” (Locke, 2004, p. 37). Rendering the norms and hierarchies of
discourses visible is important when reviewing documents and policies in order to
disrupt power relations, and to transform policies and practices so that they become
inclusive of diverse discourses (Locke, 2004). The purpose of CDA is

to provide opportunities for critical detachment and review of the ways in which discourses
act to pervade and construct our textual and social practices in a range of contexts. (Locke,
2004, p. 89)

Discourses promoted and mandated by institutions usually reflect the social and
political contexts within which they were created. This study therefore considers
whether current key EC and teacher education documents are reflective of not only
ongoing commitments to tangata whenua but also responsive to current superdiverse
demographics.

Language and other linguistic expressions can also be interrogated using a CDA
approach to identify underlying discourses in narratives (Gee, 2011; Locke, 2004).
We utilised the work of Jørgensen and Phillips (2002) whose take on CDA as both
theory and methodology builds on the work of Ernesto Laclau and Chantal Mouffe,
as well as of Norman Fairclough. This approach recognises that identities are “dis-
cursively constituted through chains of equivalence where signs [also termed ‘key
signifiers’] are sorted and linked together in chains in opposition to other chains
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which thus define how the subject is, and how it is not” (Jørgensen & Phillips, 2002,
p. 45). We thus identified ‘key signifiers’ from selected texts, which as contextu-
alised within ‘chains of equivalence’ (phrases which indicate shared meanings), “are
combined with other signs that fill them with meaning” (Jørgensen & Phillips, 2002,
p. 50). These key signifiers (in this paper, we use key statements from the docu-
ments) are then examined in relation to their historicity and with consideration as to
how entities such as discourses and identities “are always established relationally, in
relation to something they are not” within shared social spaces (p. 50). This framing
has relevance to complexities of tangata whenua | tangata Tiriti and superdiversity
dynamics in Aotearoa and to the potential of applying critical and Indigenous place-
based pedagogies to address the possible polarisations, and prevent the perpetuation
of social, cultural and ecological injustices.

6 Findings and Discussion

In order to understand the discursive context of EC teacher education pertaining to
Te Tiriti oWaitangi in relation to both tangata whenua and tangata tiriti, including the
current superdiversity situation, we began our analysis by considering key statements
across three highly influential documents:

1. Te Whāriki. He whāriki mātauranga mō ngā mokopuna o Aotearoa (Ministry of
Education [MoE], 2017), hereafter Te Whāriki 2017;

2. Our code, our standards: Code of professional responsibility and standards
for the teaching profession9 (Education Council, 2017a), hereafter Code and
Standards; and

3. He taonga te tamaiti. Every child a taonga. Early learning action plan 2019–2029
(MoE, 2019), hereafter Early Learning Action Plan.

These documents were chosen as representative of key discourses that emanate
from the Ministry of Education and the Teaching Council, and which have direct
bearing on EC teacher education programmes in their preparation of future teachers.
The first two documents are themandatedEC curriculum and theCode and Standards
which are required to be demonstrated by all graduating and registered teachers. The
third document, the Early Learning Action Plan, is the recently released Ministry of
Education strategic plan for the entire ECE sector.

9This document sets out a list of code of professional responsibility and standards for the teaching
profession. The code and standards are required to be used by all teacher education providers to
ensure that their student-teachers work towards them during their study and by the Teaching Council
in overseeing applicants’ suitability to be granted teacher registration. We also make reference to
a fourth document from the Teaching | Education Council (2017b) which provides ‘Examples in
practice’ as a companion document to the Code and Standards.
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6.1 Commitment Statements: Te Tiriti O Waitangi

In this section, we have created a table by selecting segments from each of the key
statements prominently positioned at the start of each of the three key documents
that outline commitments required of teachers in relation to Te Tiriti o Waitangi. We
have highlighted in bold key signifiers for analysis and discussion that follows.

6.1.1 Analysis and Discussion: Inter-Relationships and Tensions

We now draw from some of the key signifiers10 identified in Table 12.1 to analyse
the implications employed within the three key documents. We then go on to discuss
some of the tensions that arise from this analysis. Both theMinistry’s Early Learning
Action Plan and the Teaching Council’s Code and Standards reference only Te
Tiriti o Waitangi, the original treaty written in te reo Māori. Upholding the mana
of Te Tiriti o Waitangi is important, as it contains specific undertakings to Māori
that are not mentioned in the English language version, specifically in Article Two
te tino rangatiratanga [absolute authority] over whenua, kainga and taonga katoa
[lands, villages and everything of value] and in Article Three, ngā tikanga katoa rite
tahi…[equal rights] (Orange, 2017). Notably, the Early Learning Action Plan is the
only document to expressly recognise tino rangatiratanga as affirmed in Article Two
of Te Tiriti, literally the absolute authority of the chiefs, often translated as Māori
self-determination. However, in Te Whāriki 2017, reference is made to both versions
of the treaty: Te Tiriti o Waitangi and the English language Treaty of Waitangi.
To regard the two (significantly different) texts as having equal status has been the
official government position since 1975, ignoring the fact that the Māori text was
signed by a much larger number of Māori chiefs (see footnote #4) and contains the
significant affirmation of tino rangatiratanga.

In its reference to ‘partnership, participation and protection’, Te Whāriki 2017
perpetuates a discourse commonly referred to as the ‘three’p‘s’, and this was a
simplistic interpretation of treaty ‘principles’. This trope has had ongoing traction,
perhaps because it allows users to ignore the significance of the specific commitments
in the Tiriti articles as outlined above. It also ignores the significant body of work
from the Courts and Waitangi Tribunal which has catalogued a complex array of
principles emergent over subsequent years (Hayward, 2004).Whilst Te Whāriki 2017
and the Code and Standards make specific reference to im/migrants in outlining
Tiriti obligations, the Early Learning Plan does not do so, referring several pages
later to increasing ethnic diversity but not in relation to tangata whenua | tangata tiriti
relationships. Only the Code and Standards makes explicit reference to addressing
the injustices caused by colonisation and states that both previous and new settlers
should respect the commitments in Te Tiriti.

Our discussion now considers some of the inter-relationships and tensions
involved in the obligations for teachers regarding the currently mandated Tiriti o

10Unfortunately space prevents us from pursuing a more in-depth analysis of the key signifiers.
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Table 12.1 Te Tiriti o Waitangi statements: identifying key signifiers

Te Whāriki 2017 (p. 3) Early learning action plan Code and standards (p. 4)

Te Tiriti o Waitangi | the
Treaty of Waitangi is New
Zealand’s founding document

The Government is
committed to honouring the
Crown’s commitments
arising from Te Tiriti o
Waitangi (p. 8)

Te Tiriti o Waitangi
affirmed Māori rights as
tangata whenua and
provided a place and a shape
of governance for Pākehā
in Aotearoa

Provided the foundation upon
which Māori and Pākehā
would build their
relationship as citizens of
Aotearoa New Zealand

It recognises both the tino
rangatiratanga of Māori
and the kawanatanga of the
Crown in the design and
delivery of the education
system (p. 8)

Te Tiriti o Waitangi provided
a basis for ongoing, peaceful
power-sharing relationships
between the first peoples
and all others who would
come in later years

A spirit of partnership and
the acceptance of obligations
for participation and
protection

This will ensure [teachers]
are able to build genuine
partnerships with Māori to
support the identity, language
and culture of Māori children
(p. 8)

A commitment under which
Māori and all other New
Zealanders may live
together in the spirit of
honourable relationships,
with the promise to take the
best possible care of each
other

Equitable outcomes for
Māori and ensuring that te
reo Māori not only survives
but thrives

It also includes the
obligation to protect and
actively promote the use of
te reo Māori in all settings,
recognising iwi Māori as
kaitiaki of this taonga (p. 8)

This requires the injustices
caused by colonisation to be
addressed and all New
Zealanders to engage in
creating a positive future that
honours Te Tiriti o
Waitangi

Te Tiriti | the Treaty is seen to
be inclusive of all
immigrants to New Zealand,
whose welcome comes in the
context of this partnership

While the biggest range of
ethnicities is found in
Auckland, increasing
diversity has been seen
throughout the countrya

(p. 11)

New Zealand is an
increasingly multicultural
nation, and Te Tiriti o
Waitangi is inclusive of
today’s new settlers

Respond to the changing
demographic landscape by
valuing and supporting the
different cultures

The expectations that
different groups bring to early
learning services have
implications for how
services interact with
families and whanau (p. 11)

As with earlier immigrants,
their ‘place to stand’ comes
with an expectation that they
will live here in a way that
respects the commitments
of Te Tiriti o Waitangi and
the position of Māori as
tangata whenua

aThere is no mention of ‘immigrants’ or ‘migrants’ in the Early Learning Action Plan, and no
reference to diverse groups in relation to Te Tiriti within the statement on page 8
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Waitangi based discourse juxtaposed alongside the current context of superdiversity.
Reference to Te Tiriti o Waitangi is positioned prominently near the beginning of all
three documents, signalling its foundational importance. Our Code, Our Standards
(Education Council, 2017a) is explicit in the expectation that “As teachers, we are
committed to honouring Te Tiriti o Waitangi and we understand this has implica-
tions in all of our practice” (p. 4). At the same time, the document recognises that
Aotearoa is a “multicultural nation” and explains that “Te Tiriti o Waitangi is inclu-
sive of today’s new settlers” (p. 4), althoughwithout specifying how this is the case. It
states that “Te Tiriti oWaitangi provided a basis for ongoing, peaceful power-sharing
relationships between the first peoples and all others who would come in later years”
and notes that migrants are expected to “live here in a way that respects the commit-
ments of Te Tiriti o Waitangi and the position of Māori as tangata whenua” (p. 4).
This signals the relevance of critical and Indigenous pedagogies of place as founda-
tional within initial teacher education (ITE) in ensuring that these commitments are
acknowledged and prioritised by all teachers.

With the increasing numbers of overseas EC teachers recruited via the skill-based
migration policy and of international students enrolling in EC teacher education
programmes, we question the extent and nature of supports available for teachers
and student-teachers who are new to Aotearoa in relation to the Teaching Council’s
commitments to Te Tiriti. One of the standards in the document states that teachers
are expected to “design and plan culturally responsive, evidence-based approaches
that reflect the local community and Te Tiriti oWaitangi partnership inNewZealand”
(Education Council, 2017a, p. 20). We argue that a deep connection to place and a
strong sense of belonging and civic responsibility in promoting and advocating social
justice are key to supporting this partnership and advocating for Māori children
and families. Hence, we are concerned about how one-year ITE qualifications, in
particular, might sufficiently assist those teachers who are relatively new to Aotearoa
to interpret and enact their commitment to “affirming Māori learners as tangata
whenua and supporting their educational aspirations” (Education Council, 2017a,
p. 10).

In the companion document, Examples in Practice, the Council provides exam-
ples of “behaviour that does not affirm Māori learners as tangata whenua or actively
support their educational success” (Education Council, 2017b, p. 14), such as refus-
ing to learn how to correctly pronounceMāori names including those associated with
a child’s whakapapa (genealogical connections) “such as their whānau, hapū, iwi,
tūpuna, marae, waka or maunga11” or displaying disrespect towards tikanga Māori
(values and practices of Māori) (p. 14). Missing from this list of unacceptable prac-
tices is acknowledgement that often those who are not committed to inclusion of
Tiriti-based commitments may render te reo me te ao Māori (the Māori language

11Whakapapa are genealogical inter-connections; whānau are extended families; hapū are sub-
tribes; iwi are tribes; tūpuna are ancestors; marae are tribal meeting places; waka are the original
voyaging canoes of particular tribal ancestors;maunga aremountains.All of these serve as important
markers of identity and connection.
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and worldview) invisible in their teaching. It takes time and commitment to mas-
ter accurate pronunciation of te reo Māori, to understand the historical and political
positioning of Te Tiriti, to appreciate and accurately express whakapapa, mātauranga
(knowledge) and tikanga, and to demonstrate as teachers our responsibility to support
Māori in their role as kaitiaki (guardians) of these taonga (things of value). Consider-
ing that currently only 4% of our population can speak te reo Māori (Statistics New
Zealand, 2019), much needs to be done to ensure that student-teachers and teach-
ers who are new to Aotearoa are provided with resources and equitable support to
enable them to learn the language and develop a deep connectedness to te ao Māori
(the Māori world). New arrivals are unlikely to have similar funds of knowledge
(Gonzalez, 2005) to those of local student-teachers who were born and raised in
Aotearoa, even though we recognise that within this latter group there is a varied
mix of expertise levels. Teacher pre- and in-service education programmes should
therefore carefully consider and respond to the contextual backgrounds and learning
needs of the full spectrum of localMāori student-teachers, domestic student-teachers
with diverse migrant backgrounds, and international student-teachers who may be
totally new to the country, by modelling and promoting understandings related to
critical and Indigenous pedagogies of place.

The assumption of white/western superiority is a commonality across historical
colonisation internationally, underpinning the ongoing racism directed in our coun-
try towards those who are not visibly Pākehā (Pihama & Lee-Morgan, 2018), and
it is a responsibility of teacher education programmes to disrupt these entrenched
discourses. Whilst our brief application of CDA to the documents has illuminated
reliance on such Te Tiriti related discourses as ‘partnership’ [ostensibly between the
Crown and Māori], the subtler implications of recognition of the rights of tangata
whenua,whilst discursively acknowledged, are easily dismissed, fading into the shad-
ows in the light of more dominant teaching-related discourses. The desire to ‘treat all
children the same’ first identified by Simon in her 1980s research (1990) remains a
powerful assimilative discourse within ECE in Aoteaora (Education Review Office,
2012), one that homogenises cultural differences, ignoring the discourses of inclusion
and equity.

6.2 Commitment Statements: Diversity, Inclusion and Equity

This section considers three main discourses: diversity, inclusion and equity, identi-
fied from the documents reviewed.While the word ‘diversity’ is typically used in ref-
erence to ethnicity, culture, identity and language, the superdiversity approach goes
beyond this conventional application to highlight migration-driven diverse social
issues (Vertovec, 2007, 2019). Yet, a review of the documents shows that traditional
understandings of diversity prevail. Issues that are specific to migrants as highlighted
in the superdiversity approach are largely invisible. Table 12.2 highlights a range of
key signifiers that illustrate how the discourse of diversity, inclusion and equity are
constructed across the three influential documents.
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Table 12.2 Diversity, inclusion and equity: identifying key signifiers

Te Whāriki 2017 Early learning action plan Code and standards

Te Whāriki supports children
from all backgrounds to grow
up strong in identity,
language and culture (p. 7)

Respecting the diversity of
the heritage, identity,
language and culture of all
learners and their families
and whanau (p. 25)

Respecting the diversity of
the heritage, language,
identity and cultures of all
learners (p. 10)

Able to support the cultural
and linguistic diversity of
all children as part of
promoting an inclusive
environment
(p. 59)

Objective 1:
Children and whānau
experience environments
which promote their
wellbeing and support
identity, language and
culture (p. 6)

Learners can be confident in
their identities, languages,
cultures and abilities (p. 20)

Teaching inclusively means
that kaiako (teacher/s) will
work together with families,
whānau and community
(p. 13)

Objective 2:
All children are able to
participate in quality early
learning and have the
support they need to learn
and thrive (p. 6)

Develop a culture that is …
characterised by respect,
inclusion, empathy,
collaboration and safety
(p. 20)

Kaiako promote equitable
opportunities for children
and counter actions or
comments that categorise,
stereotype or exclude
people (p. 40)

The notion of ‘equity from
the start’ is a key value of
this action plan (p. 13)

Work in the best interests of
learners by being fair and
effectively managing [their]
assumptions and personal
beliefs (p. 18)

[Kaiako are] thoughtful and
reflective about what they
do, using evidence, critical
inquiry and problem-solving
to shape their practice (p. 59)

ITE providers will need to
show evidence that graduates
are equipped with the theory
and reflective abilities that
will enable them to practice
in the unfamiliar contexts
where they might ultimately
be employed (p. 25)

Critically examine how
[teachers’] own assumptions
and beliefs, including
cultural beliefs, impact on
practice and the achievement
of learners with different
abilities and needs,
backgrounds, genders,
identities, languages and
cultures (p. 18)

6.2.1 Analysis and Discussion: Responding to Superdiversity

The Code and Standards (Education Council, 2017a) states that teachers in Aotearoa
are expected to demonstrate commitment to “respecting the diversity of the heritage,
language, identity and cultures of all learners”, and to develop a culture that “is
characterised by respect, inclusion …” (p. 20). These can be achieved through cre-
ating an environment “where learners can be confident in their identities, languages,
cultures and identities” (p. 20). Disrespecting, dismissing, or “making discrimina-
tory or derogatory comments about a learner’s heritage, language, identity, beliefs or
culture” are illustrated as “examples of not promoting respect” (Education Council,
2017b, p. 13) for these diversities. These four ‘types’ of diversity, along with the
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notion of inclusive practices are similarly specified in both Te Whāriki 2017 and the
Early Learning Action Plan as identified in Table 12.2.

Since more than a quarter of our population was born overseas, and that our
nation is now home to more than 200 ethnic groups and 160 different languages
(Royal Society of New Zealand, 2013), a respectful and inclusive attitude towards
diverse heritages, languages, cultures, and identities is critical to ensuring social jus-
tice and cohesion. The multiplicity of Māori, Pākehā and migrant families’ specific
linguistic and cultural funds of knowledge should all be recognised and included.
However, we argue that simply viewing diversity in terms of heritage, identity, lan-
guage, and culture is inadequate. The context of heightened rates of migration as
the main reason for the emergence of these diversities in this country needs specific
acknowledgement. The two additional layers of diversity and complexity highlighted
in the superdiversity approach: migration statuses and patterns (Vertovec, 2007) are
not visible in any of the documents. In fact, while each of the terms ‘immigrant’ and
‘migrant’ appears just once in Te Whāriki 2017 and once in the Code and Standards,
neither term (including im/migration) is found in the Early Learning Action Plan.
The word ‘superdiversity’ does not appear in any of the documents reviewed.

Without an awareness of the complex migration statuses and patterns of the
migrant families they work with, teachers may not understand why some children
have to frequently engage in transnational activities which may require them to be
absent from EC centres to return to their home countries for an extended period
of time. Teachers may assume that transnational migrant families do not take their
children’s education seriously or that they have no intention of settling in Aotearoa.
Differing migration patterns and statuses means that families with migrant back-
grounds are extremely heterogeneous and their status may hinder their access to
social services. Teachers should indeed “work together with families, whānau and
community” (MoE, 2017, p. 13), in order to find out their specific needs and that they
have access to appropriate support services related to health, legal matters, language
support and so on. In light of the complex layers of diversity and social inequal-
ity issues driven by migration, we contend that it is timely to challenge, expand
and transform conventional diversity discourse by integrating key ideas from the
superdiversity approach (Vertovec, 2007, 2019). This will diversify understandings,
address migration-driven inequality issues, and highlight the importance of equitable
teaching practices.

The Code and Standards (2017a) also expects teachers to “work in the best inter-
ests of learners by being fair and effectively managing [their] assumptions and per-
sonal beliefs” and to “critically examine how [their] own assumptions and beliefs,
including cultural beliefs, impact on practice and the achievement of learners with
different abilities and needs, backgrounds, genders, identities, languages and cul-
tures” (p. 18). The importance of respecting heterogeneity and applying critical
pedagogies to respond equitably to individual needs is emphasised in critical mul-
ticulturalism (May, 1999; May & Sleeter, 2010). Chan (2019b) suggested applying
both critical multicultural pedagogies and a superdiversity approach to work with
diverse migrant families in ECE settings to “promote equitable opportunities for
children” (MoE, 2017, p. 13). In order to critically examine one’s assumptions and
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beliefs and to advocate for social equity, teachers need to have a disposition of criti-
cality and the ability to engage in self-reflection, which is an expectation highlighted
by the Teaching | Education Council (2017a, 2017b). These skills and dispositions,
however, are developed through experiencing and socialising in democratic and just
education systems and societies. We agree with the statement in the Early Learn-
ing Action Plan that “all children should have equitable access to a well-qualified
early learning workforce that mirrors the diverse cultures and genders that constitute
Aotearoa New Zealand” (MoE, 2019, p. 22). We are concerned that some teachers or
student-teachers who are new to Aotearoa may be from places where democracy and
critical thinking were not encouraged, and that they may struggle with negotiating
their own identities and developing a sense of belonging in their host country. It is
therefore important that during their course of study, they experience an equitable
learning environment, develop facilities in criticality, and have the opportunity to
explore their identities within the context of a Tiriti-based Aotearoa, so that they are
well-positioned to advocate for social equity and to support children’s increasingly
complex identities.

7 Concluding Considerations

In a recent article addressing postcolonial considerations for teacher education,
Gupta (2020) suggests embracing cultural and pedagogical hybridity, proposing
that a “more balanced teacher education curriculum” (p. 52) should be culturally
responsive and include diverse global and local knowledges. Such a hybrid approach
requires transformative thought and action. The notion of transformation towards
a more just society, as promoted in both the superdiversity approach and critical
multiculturalism theorising, when applied in the context of EC teacher education
in Aotearoa, needs to be grounded in a pedagogical approach that incorporates Te
Tiriti o Waitangi commitments to tino rangatiratanga, te reo Māori, taonga katoa,
and equal citizenship rights. With the September 2019 announcement that Aotearoa
history will from 2020 be taught across the curriculum (Ardern & Hipkins, 2019)
along with the newly introduced Education and Training Bill 2019, which positions
the “Treaty ofWaitangi at the centre of education” (RNZ, 2019b), we anticipate some
interesting and long overdue developments in this regard.

Yet recently arrived migrants, both student-teachers, teachers, children and fam-
ilies, will most likely have had little opportunity to access these understandings. We
have suggested that teacher education programmes should include an in-depth focus
on critical and Indigenous pedagogies of place and superdiversity related issues in
order to ensure that all graduating teachers have a strong foundational understanding
of te ao Māori conceptualisations, a critical analysis of the impacts of colonisation
and of discourses of white supremacy, along with related transformational pedagog-
ical strategies to employ in their future work as teachers. Also required is equitable
support to new ‘Kiwi’ student-teachers so that, grounded in a sense of their own
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identity, they can competently apply understandings of their responsibilities in rela-
tion to the linguistic and cultural specificities of Māori and tangata tiriti children and
families. Such support is important for student-teachers to experience and under-
stand how theories are translated into actual practices, so that they are prepared to
apply theory-based pedagogies to advocate for families, thereby also bridging the
gap between theory and practice (Gupta, 2020). Student-teachers need to experience
an equitable teacher education before they can work equitably with diverse children
and families.
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Early childhood curriculum. Retrieved from https://www.education.govt.nz/assets/Documents/
Early-Childhood/Te-Whariki-Early-Childhood-Curriculum-ENG-Web.pdf.

Ministry of Education. (2019). He taonga te tamaiti. Every child a taonga. Early learning action
plan 2019–2029. Retrieved from https://conversation-space.s3-ap-southeast-2.amazonaws.com/
SES_0342_ELS_10YP_Final+Report_Web.pdf.

Ministry of Social Development. (2016). The social report. Retrieved from http://socialreport.msd.
govt.nz/.

NewZealand Parliament. (1987).Maori Language Act 1987. Retrieved fromhttp://www.legislation.
govt.nz/act/public/1987/0176/latest/whole.html.

Orange, C. (1988). The Treaty of Waitangi - A historical overview. Wellington: New Zealand
Planning Council.

Orange, C. (2017). The Treaty of Waitangi | Te Tiriti o Waitangi 1840. Wellington: Archives
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Chapter 13
“I Think That’s My Job”: What
Motivates Teachers to Partner
with Teacher Educators in ITE?

Corinne A. Green, Michelle J. Eady, and Sharon K. Tindall-Ford

Abstract Policymakers and researchers internationally have advocated school–uni-
versity partnerships as an innovative means of strengthening initial teacher education
(ITE) through the integration of theory and practice. These partnerships provide valu-
able learningopportunities for the pre-service teachers, in-service teachers, university
teacher educators, and school students involved. While there has been ample liter-
ature discussing the implementation and benefits of school–university partnerships,
there is currently a paucity of research investigatingwhatmotivates teachers’ involve-
ment in these collaborations. This chapter provides a local response to this research
gap by presenting an Australian-based case study. Informed by the Reasoned Action
Approach (Fishbein & Ajzen, 2010), this study revealed that participants’ involve-
ment was grounded in their commitment to the teaching profession, coupled with
the strong professional learning culture of their school. This chapter explores why
teachers choose to become involved in a school–university partnership, and how it
can contribute to a transformative global approach to ITE.

1 Background

Around theworld, the nature of teacher professionalismhas been shifting (Alexander,
Fox, & Gutierrez, 2019; Vanassche, Kidd, & Murray, 2019). Teachers and teacher
educators face increasingly politicisedwork environmentswith government agencies
in Australia, the United Kingdom (UK), the United States of America (USA), and
elsewhere prioritising standard agendas and managerial discourse over individual
teachers’ professional judgement (Evans, 2011; Sachs, 2016). While these measures
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can be used to build capacity and legitimacy in the teaching profession, they can
also result in misleading notions of what teaching involves, and how best to develop
quality teachers (Darling-Hammond, 2017; Sachs, 2016).

In the UK, teaching is seen as a craft that is best learned through apprentice-
ship (Evans, 2011; Vanassche et al., 2019). Within this technicist approach, teacher
professionalism is shaped by professional standards that focus “predominantly on
teachers’ behaviour, rather than on their attitudes and their intellectuality” (Evans,
2011, p. 851). Adding to this practice-based view of the profession, ITE has become
school-led (rather than the exclusive domain of universities) through programs such
as School Direct (McNamara, Murray, & Phillips, 2017). Vanassche et al. (2019)
recognise the dangers of this apprenticeship-based model by asserting that “however
able or accomplished these exemplars of practice are, we accept and recreate rather
than transform and renew current schooling” (pp. 484–485) by learning only from
the practices of those who have gone before.

In the USA, the prevailing understanding of teaching is that the underlying knowl-
edge base is relatively easy for anyone to learn (Darling-Hammond, 2017). This atti-
tude is evidenced in the fast-track teacher education schemes, such asTeach forAmer-
ica, that have taken root in the USA and spread internationally (Darling-Hammond,
2017; Scott, Trujillo, & Rivera, 2016). The Teach for America organisation has been
criticised for assuming that little teacher preparation and theoretical understanding
is required to teach effectively (Darling-Hammond, 2017; Scott et al., 2016).

Within Australia, a steady upwards trajectory of regulation and control has been
exerted by policymakers (Alexander et al., 2019; Bourke, 2019). A plethora of edu-
cational reviews and policy documents have positioned teacher education as a policy
problem that can allegedly be solved through national regulation (Alexander et al.,
2019; Sachs, 2016). Bourke (2019) and Sachs (2016) argue that a high level of regula-
tion serves to de-professionalise teachers and teacher educators by “casting teachers
into the role of compliant practitioner” (Sachs, 2016, p. 422).

In contrast, Darling-Hammond (2017) has identified a number of countries where
teachers are highly respected professionals. Efforts havebeenmade inFinland, Singa-
pore, and Canada to strengthen connections between theory and practice and develop
quality teachers with the capacity to provide excellent and accessible education for
all students. To do so, Finland has prioritised the implementation of high-quality ITE
“that integrates research and practice” (Darling-Hammond, 2017, p. 292). In Singa-
pore, a highly developed performance management system has been implemented
that generates a range of leadership opportunities throughout a teacher’s lifelong
career (Darling-Hammond, 2017). The approach adopted in Canada has been a com-
mitment to strong standards with a focus on improvement and capacity building
instead of punishment (Darling-Hammond, 2017).

These international examples align with what Sachs (2016) and Bourke (2019)
describe as the difference between managerial professionalism, which is con-
cerned with performance and accountability; and democratic professionalism, which
involves “collegial relations and collaborative work practices” (Sachs, 2016, p. 419).
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Transformation to democratic professionalism, they argue, is predicated on a com-
mitment to ongoing professional learning, deep engagement in research, and col-
laborative practices throughout the teaching profession (Bourke, 2019; Sachs,
2016).

One strategy for enacting this democratic professionalism is through closer con-
nections between universities and schools. The relationship between universities
and schools, and theory and practice, has been internationally recognised as vital
components of quality ITE programs (Darling-Hammond, 2017; Zeichner, 2010).
In recent years, considerable efforts have been made around the world to intention-
ally implement school–university partnerships that foster meaningful collaboration
between teachers, teacher educators, researchers, and pre-service teachers (PSTs)
(Forgasz, 2016; Green, Tindall-Ford, & Eady, 2020). For example, clinical prac-
tice settings have been developed where quality teaching practices can be demon-
strated for PSTs, as is common in teaching hospitals for medical students (Darling-
Hammond, 2017; Passy, Georgeson, & Gompertz, 2018). In other school–university
partnerships, teachers have contributed to the design of ITE programs, university
coursework has been delivered in the school setting, and collaborative professional
development sessions for teachers, PSTs, and teacher educators have been developed
(Green et al., 2020; Zeichner, 2010). Additionally, teachers and teacher educators
may take up work at the other’s institution, as hybrid teacher educators or through
an exchange program (Darling-Hammond, 2017; Vanassche et al., 2019).

Regardless of the specific activities involved, these “collaborative partnerships…
result in collective wisdom” (Bourke, 2019, p. 40) with teachers and teacher edu-
cators sharing and co-creating knowledge, and developing mutual understandings
and expertise. When these intentional, deliberate school–university partnerships are
collaborative and non-hierarchical in nature, they can be described as operating in
the ‘third space’, where the domains of school and university intersect (see Fig. 1).

Third space theory has been used by Soja (1996), who described the third space
as the ‘lived space’ where the ‘real’ (first space) and ‘ideal’ (second space) can

Fig. 1 Visual representation
of third space theory
(Zeichner, 2010)
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be reimagined. Conversely, Bhabha (1994) used the term to facilitate the explo-
ration of cultural identities. In this sense, the third space “explains how cultures and
individuals interact to redefine their identity” (Watters, Diezmann, & Dao, 2018,
p. 241). More recently, Zeichner (2010) has applied the notion of the third space
to teacher education. In this framing, third space theory advocates for crossing tra-
ditional boundaries, such as those between schools and universities. Third space
partnerships enable school teachers, PSTs, and university-based teacher educators to
share and co-create knowledge (Passy et al., 2018; Watters et al., 2018). As Zeich-
ner (2010) describes, the third space can disrupt binary attitudes (such as theory vs.
practice) through integration: “an either/or perspective is transformed into a both/also
point of view” (p. 92).

These partnerships have been implemented across Australia (Green et al., 2020)
and around the world (Darling-Hammond, 2017). The research literature has demon-
strated the benefits associated with their implementation, as well as considering
the challenges of working in the third space (Forgasz, 2016; Green et al., 2020;
McDonough, 2014). However, the foundational aspects of school–university part-
nerships—such as the factors that motivate the involvement of stakeholders within
the partnership—have not yet been explicitly explored either in theAustralian context
or elsewhere (Green et al., 2020).

This chapter sits within this research gap by exploring, from the perspective of
teachers at one Australian school, what motivates their involvement in a school–
university partnership. It presents the findings of a case study based in Queens-
land where staff at Grevillea Primary School (GS) and Grey Gum University (GU)
(pseudonyms) have been working in the third space to collaboratively implement
high-quality school-based experiences for PSTs. By revealing what motivates GS
teachers’ involvement in the school–university partnership, this chapter considers not
just the what and the how, but importantly the why, of implementing this innovative
practice within ITE.

2 Methodology

The research question for the case study is as follows:
For teachers who are involved in a school–university partnership that develops

pre-service teachers, what motivates their involvement in the partnership?
The case study design is an appropriate choice for this research question, as

it prioritises context-dependent knowledge and experience from the perspective of
those embedded in the case to develop a deep, holistic, and nuanced understanding of
the phenomenon (Flyvbjerg, 2006; Harland, 2014). This research design has enabled
the study to rely on the teachers’ voices to illuminate their motivation regarding
involvement in a school–university partnership, while also considering the contextual
factors that impact those decisions.

In this study, typical case selection, where the selected school is representative
of a broader set, has been employed to allow the formation of a comprehensive
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understanding of the phenomenon (Robinson, 2014). The case selected is therefore
an ordinary example of a school in a third space school–university partnership that
seeks to develop PSTs (Harland, 2014; Stake, 2006).

The GS–GU partnership was identified through Australia-wide teacher education
networks, facilitating a purposive sampling strategy and allowing diverse options to
emerge (Robinson, 2014). We asked a range of teacher education colleagues to sug-
gest school–university partnerships that may be appropriate for this study, based on
a provided description of third space school–university partnerships in ITE. Through
this process, the GS–GU partnership was identified as a suitable case and GS staff
indicated their interest in this study. Ethics approval was sought and gained from all
relevant committees.

2.1 Theoretical Framework

The study has been informed by Fishbein and Ajzen’s (2010) Reasoned Action
Approach (RAA). This comprehensive motivation theory proposes that people’s
behaviours are largely motivated by their intentions to perform that behaviour. This
intention is informed by three constructs:

• one’s attitude towards the behaviour, that is, “the evaluation of an object, concept,
or behaviour along a dimension of favour or disfavour” (Fishbein & Ajzen, 2010,
p. 78),

• their perceptions of the social norm, or the “perceived social pressure to perform
(or not to perform) a given behaviour” (Fishbein & Ajzen, 2010, p. 130), and

• their perceived behavioural control, that is, “the resources and the obstacles that
either facilitate or impede engagement in the behaviour” (Wang & Ha, 2013,
p. 225) (see Fig. 2).

RAAwas intentionally developed as a general theory that could “provide a unify-
ing framework to account for any social behaviour” (Fishbein & Ajzen, 2010, p. 27),
as evident in its wide-ranging use to describe and predict behaviours (de Leeuw, Val-
ois, Ajzen, & Schmidt, 2015; McEachan et al., 2016). Meta-analyses and systematic
reviews conducted within a variety of fields of study have revealed that attitudes are
a strong predictor of intentions, as is perceived behavioural control, with a weaker
relationship between social norms and intentions (Lipnevich, MacCann, Krumm,
Burrus, & Roberts, 2011; McEachan et al., 2016).

RAA research has been mostly quantitative in nature, as it seeks to predict
behaviour and identify statistical links between and among the components of the
framework, intentions, and behaviour (Lipnevich et al., 2011;McEachan et al., 2016).
The use of RAAwithin qualitative research, although relatively limited, has also been
informative (de Leeuw et al., 2015;Wang&Ha, 2013). In educational research, RAA
has been found to adequately explain the issue at hand, such as young peoples’ inten-
tions to engage in pro-environmental behaviour (de Leeuw et al., 2015) and PSTs’
use of a particular constructivist approach in their teaching (Wang & Ha, 2013).
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Fig. 2 Reasoned Action Approach (Fishbein & Ajzen, 2010)

In this qualitative study, RAA was considered when developing the questions for
the semi-structured interviews as well as providing a framework for data analysis (de
Leeuw et al., 2015; King, Horrocks, & Brooks, 2019) (see Fig. 3). By understanding
the participants’ attitudes, perceptions of the social norm, and perceived behavioural
control through individual and focus group interviews, we sought to understand their
intention (captured in the research question) to perform the behaviour of partnering
with GU to prepare PSTs.

2.2 Context

Grevillea Primary School (GS) is a government primary school in a major city in
Queensland. It has 700 students between Prep and Year 6, and 59 teaching staff
(Australian Curriculum, Assessment and Reporting Authority, 2018). The school is
located in an area of relative advantage, with a score of 8 out of 10 on the Index of
Relative Socio-economic Advantage and Disadvantage (IRSAD) (Australian Bureau
of Statistics (ABS), 2016). Relative socio-economic advantage and disadvantage is
broadly defined “in terms of people’s access to material and social resources, and
their ability to participate in society” (ABS, 2016, n.p.).

GS’s partner university, Grey Gum University (GU), is a research-intensive insti-
tution with a campus located 23 km (a half hour drive) from GS. It is in an area of
relative disadvantage, with an IRSAD score of 4 out of 10 (ABS, 2016).

The partnership between GS and GU began in 2014, when the Principal and
Deputy Principal at GS noticed that the PSTs coming to their school for Professional
Experience (PEx) placements did not seem ready for the teaching profession. They
began a conversation with the Director of PEx at GU, who suggested that they
collaborate to implement a program that GU had run in other regions. The program
consisted of PSTs volunteering in a partner school throughout the school year while
they complete the final year of their ITE degree.When the GS leadership team visited
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Attitude
Write a word or short 
phrase that comes to mind 
to describe the school-
university partnership. 
[Written task #1] 
How supportive are you of 
the partnership? [Written 
task #2] Likert scale:  
o extremely supportive 
o very supportive  
o moderately supportive 
o slightly supportive  
o not supportive  

What do you see as the 
main benefits of the 
partnership? 
What do you think about 
your involvement in the 
partnership?

Social norm
What expectations do you 
have of your staff to be 
involved in the
partnership? [E1, C1] 

Do you think it’s a normal 
thing to be in a school-
university partnership, 
amongst your colleagues 
here or beyond to other 
schools? 

Behavioural control
Were you given the choice 
to participate in this 
partnership? [C1, T1-5] 
Did you give your 
colleagues the choice to 
participate in the 
partnership? [E1, C1] 
Brainstorm the things that 
help or support your 
participation in the 
partnership, then rank the 
top three. [Written task #3]
Brainstorm the things that 
hinder or prevent your 
participation in the 
partnership, then rank the 
top three. [Written task #4]

Intention
Research question: What motivates teachers’ involvement in the school-university partnership?

Behaviour
Grevillea Primary School (GS) staff partnering with Grey Gum University (GU) to prepare PSTs:

GU PSTs volunteering at GS throughout the school year 
GS exclusively accepting PSTs from GU for PEx 
Videos of GS teachers discussing their practice used in GU coursework

(informs)

(motivates)

• • •

•

•

•

•
•

•

•

•
•
•

Fig. 3 Use of the Reasoned Action Approach (Fishbein & Ajzen, 2010) in this study

GU to learn about the program, they recognised a synergy between the philosophy of
the program and that of their school. The program has now run at GS for two years,
with a total of 8 PSTs selected to partake so far.

In addition to running the PST volunteer program, GS also decided to exclusively
accept PSTs from GU for PEx. Ordinarily, a school may take PSTs from a range
of universities in their local area for PEx placements. Instead, GS accepts only GU
students,which has simplified the logistical demands associatedwith PExplacements
and facilitated a close relationship between the school and university.

The activities of this partnership also take place in the university setting, as GU
staff have recorded videoswithGS teachers discussing various aspects of the teaching
profession and their teaching practice. These videos are made available to all GU
PSTs as part of their ITE course material.
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2.3 Participants

Invitations to participate in the research project were extended to GS staff as a
purposive sampling technique (King et al., 2019). A stratified sample was targeted
to allow the findings to be representative of the different groups of people involved,
further illuminating what motivates involvement in a school–university partnership
from a range of perspectives (Robinson, 2014; Stake, 2006).

The participants, in this case, were the school principal (E1), the in-school co-
ordinator (C1), and five teachers (T1–T5) (see Table 1). The codes A1 and A2 are
also used in this paper, to denote the two GU academics involved in the partnership
(although these individuals were not participants in this research project).

Individual interviews were held with E1 and C1, and a focus group interview
was conducted with T1–T5. This arrangement minimised the effect of any potential
power dynamics, while maximising the quality of the data collected (Millis, 2004;
Robinson, 2014).

In all interviews, semi-structured interview questions informed by RAA were
used to elicit participants’ attitudes, their perceptions of the social norm, and their
perceived behavioural control with regards to the GS–GU partnership (see Fig. 3).
The individual interviews with E1 and C1 also included questions about the context
of the partnership, which informed the rich description provided above. The four
short written activities provided each participant with the opportunity to document
their thoughts and reflect personally prior to discussing their responses (King et al.,
2019; Millis, 2004). The Likert scale developed for Written task #2 (see Fig. 3) was
informed by the work of Millis (2004) and Jamieson (2004).

2.4 Data Analysis

Prior to coding each interview transcript, we created a provisional template for anal-
ysis informed by the key tenets of RAA (Fishbein & Ajzen, 2010; King et al., 2019).
We then employed constant comparison analysis to code sections of text to appro-
priate descriptors and thereby generate a set of themes (Leech & Onwuegbuzie,
2007). The provisional template was adjusted through this process, with descriptors
consolidated and re-classified as necessary (King et al., 2019).

The participants’ responses to Written tasks #3 and #4 were also coded according
to the analysis template. These coded responses were then allocated values accord-
ing to the priorities given by the participants within the interview—Priority 1 was
allocated 4 points, Priority 2 was allocated 3 points, and Priority 3 was allocated 2
points. Any additional factors that participants documented but did not rank in their
top three priorities were given one point. By analysing the qualitative data in this
manner, the most important issues for participants were revealed, confirming our
initial interpretations (Millis, 2004; Verdinelli & Scagnoli, 2013).
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Table 1 Demographics of the participants

Participant Role at GS Number of years
at GS

Responsibilities
in the GS-–GU
partnership

Data collection
strategy

E1 Principal 6 Maintaining
oversight of the
partnership;
driving the
direction of the
school

Individual
interview

C1 Deputy principal 18 Main contact
between school
and university;
co-ordinating
PSTs while at the
school in various
capacities

Individual
interview

T1 Deputy principal 5 Supervising and
mentoring PSTs
while at the
school; involved
in PEx

Focus group
interview
Note that smaller
groups were
formed to record
ideas for Written
tasks #3 and #4:
Group TA: T1,
T2, T3;
Group TB: T4, T5

T2 Classroom
teacher

10 Supervising and
mentoring PSTs
while at the
school; involved
in PST volunteer
program and PEx

T3 Classroom
teacher

11 Supervising and
mentoring PSTs
while at the
school; involved
in PEx

T4 Classroom
teacher

20 Supervising and
mentoring PSTs
while at the
school; involved
in PST volunteer
program and PEx

T5 Classroom
teacher

14 Supervising and
mentoring PSTs
while at the
school; involved
in PST volunteer
program and PEx
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We sent summaries of our initial interpretations, along with interview transcripts,
to each participant for member checking purposes. All participants were given the
opportunity to assess the accuracy of the interpretations and provide clarification
when necessary (Koelsch, 2013; Leech & Onwuegbuzie, 2007). This step improved
the validity of the study by ensuring we had an accurate understanding of the
participants’ worldview (Koelsch, 2013).

3 Results

The results are presented below, organised according to the tenets of RAA (Fishbein
& Ajzen, 2010). Findings relating to the participants’ attitudes are presented first,
drawn from all participants’ responses to the first two written tasks and additional
open-ended interview questions. This is followed by participants’ perceptions of the
social norm, drawn from all participants’ responses to relevant open-ended interview
questions. Finally, findings related to the participants’ perceived behavioural control
are presented, drawn from all participants’ responses to the final two written tasks
and additional open-ended interview questions.

3.1 Attitude

At the start of each interview, participants were invited to write down a word or short
phrase to describe the GS–GU partnership (Written task #1), as well as to rate their
level of support for the partnership (Written task #2) (see Table 2). The participants
described the school–university partnership as supportive and mutually beneficial.
All participants indicated that they were extremely supportive of the partnership.

Table 2 Participants’ description of the GS–GU partnership, and level of support

Participant Description of GS–GU partnership
(Written task #1)

Level of support for GS–GU
partnership (Written task #2)

E1 Mutually beneficial Extremely supportive

C1 Supportive learning Extremely supportive

T1 Supportive Extremely supportive

T2 Invaluable Extremely supportive

T3 Deliberate Extremely supportive

T4 Rewarding but also hard work Extremely supportive

T5 Threeway partnership
(teacher/student/uni)—supporting one
another

Extremely supportive
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Elaborating on their attitudes about their involvement, the participants discussed
their sense of professional obligation to build and develop the next generation of
teachers. Their views were informed by the ageing workforce and high attrition
rates of early career teachers. T4 commented, “As we age and start to retire, we
want to make sure there’s people there to hold the baton and take it on for the
next generation.” Similarly, E1 declared that it is her “ethical responsibility to make
sure that we do pass the baton on, [so that PSTs] are definitely inspired by what
they see, and want to be in it for the long haul.” For C1, being involved in the
partnership gave the opportunity to be a part of “shaping pre-service teachers to
be quality educators.” Part of this professional obligation, E1 and C1 recognised,
included having difficult conversations with PSTs who perhaps were “not going to
make it” (E1) in the teaching profession. The ultimate goal of this responsibility
to the profession for all participants was clear: to ensure good outcomes for school
students both now and into the future.

Each of the teachers spoke highly of the partnership and described being involved
as a positive experience. T5 recognised that the PSTs “bring new things into the
classroom that I couldn’t offer” and provided opportunities for the teachers to reflect
on their practice. T4 valued the collegial discussions she continued to have with a
former PST as a result of the partnership. T5 noted that “every year level… has a
pre-service teacher, if not two,” and interpreted this as “a pretty good indication that
people are willing across the school… to be part of the program.” It was clear through
these comments that the teachers had positive attitudes about their involvement in
the partnership.

3.2 Social Norm

GS has a strong culture among its staff regarding sharing their teaching practice with
one another, based on Marzano’s (2007) pedagogical framework. This framework
was introduced by E1 when she started at GS and has been established as a consistent
whole-school approach. It is championed by the school leadership, leading T5 to
determine that the school leaders “see the value in us [teachers]… sometimes it
needs someone else to point out those things they’re seeing in you.” Furthermore, it
is manifested in the teachers’ regular practice—“We’re not afraid to step across year
levels and say, ‘Oh, I really like what you’re doing’” (T2). This openness to sharing
and discussing their teaching practices extended to teachers’ interactions with PSTs.
As T4 described,

Because of our coaching and mentoring model, we see that responsibility not just in our own
staff, but then for the… next generations coming through. … It’s already there that it’s a
given that we’re going to be doing that. I don’t know that… a lot of schools have pedagogical
frameworks like that.
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This comment reinforces T4’s commitment to developing the next generation of
teachers, with this sense of responsibility to the profession echoed by other partic-
ipants. Significantly, it also shows how the idea of learning from and coaching not
only their colleagues but also any PSTs they interact with has become normalised
at GS. Developing PSTs through the school–university partnership is thereby an
extension of (rather than additional to) the teachers’ everyday practices.

The enduring school culture at GS, where it is standard practice that teachers
work alongside one another to encourage and support quality teaching practices,
is reflected in the expectations of C1 and E1 regarding their teachers’ involvement
in the partnership activities. Both mentioned that while they don’t have a quota
for how many teachers should be involved, the whole staff team “know that this is
what we do, and it’s E1 and my agenda to keep an alliance with GU and produce
high quality pre-service teachers” (C1). C1 and E1 supported a flexible approach,
recognising that there are some teachers who may not want to be involved (such
as those who have had a recent negative experience with a PST), as well as some
teachers that they do not want to be involved (including early career teachers who are
just establishing themselves). E1 was pleased with the willingness of GS teachers,
saying that occasionally they have more spaces available than GU PSTs coming in.

The impact of GS leaders championing this collegial culture was further evi-
denced when T1 contrasted GS with her experiences at other schools, noting that
“the difference here is that the culture has been built [by the school leaders] around
the fact that having a pre-service teacher is a very positive experience. You will be
very well supported, and… it’s what we do.” It was evident that there was alignment
between the expectations of the school leaders and the experiences of the teachers
with regards to being involved in the school–university partnership.

To probe further the perceived social norms regarding their involvement, partici-
pants were asked whether they see school–university partnerships as being normal,
or unusual, beyond their school. In response, C1 recognised other schools in their
area who accept PSTs for PEx placements, and E1 named a principal of a nearby
secondary school who is developing pathways for her students to higher education
by establishing a partnership with a university. Conversely, the active involvement
and partnership that GS has with GU were perceived to be an uncommon venture
by E1 and several of the teachers. T2 viewed the partnership as “sort of futuristic,”
echoing T4’s comment that “we probably do more than most other schools from my
experiences at other schools. I think we’re very proactive.” E1 didn’t know of any
other schools “being active like [GS and GU].” T1 and T4 again noted the impact
that GS’s culture has on their involvement, suggesting that GS is unique because at
other schools “there’s not that positive culture around championing [working with
the university]” (T4).

According toC1, theremay bemore instances of similar partnerships in the future,
with several schools and universities in the region in the process of formalising
arrangements and implementing initiatives for a range of purposes. She saw this as a
relatively new approach, in the last six years or so, as educators begin to look beyond
their own institutions to “help enhance the education of our students” (C1).
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3.3 Behavioural Control

As discussed above, the data from Written tasks #3 and #4 has been represented
visually by coding the responses and assigning values based on participants’ priorities
(see Figs. 4 and 5). The visual representation of this data enabled us to see the most
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important issues for all participants, and confirmed our initial interpretations (Millis,
2004; Verdinelli & Scagnoli, 2013).

3.3.1 Factors that Help/Support Involvement

Participants were able to list a variety of factors that they felt supported their involve-
ment in theGS–GUpartnership (seeFig. 4). Some factorswerementionedby teachers
but not executive staff, such as being able to see the benefits of the partnership and the
fact that their participation in the partnership was voluntary. Conversely, C1 and E1
noted the consistent implementation of the partnership activities from year to year,
and the opportunities to share knowledge that the partnership provided, as supportive
factors. The highest ranked items for each group were communication (Group TA),
the preparedness of PSTs prior to visiting GS (Group TB), and positive relationships
between GS and GU staff (E1; C1).

All participants mentioned clear communication as a factor that supports their
involvement in the school–university partnership. C1 talked about how the PSTs
are contacting the school straight away, which she said “could only come from the
university saying, ‘It would be wise of you to [contact the school]… and say ‘Hello,
this is who I am’.” The teachers appreciated the correspondence they received from
the university, including having any documents related to PEx provided before the
placement begins. It was also clear to all participants who they could contact for
further support if needed—primarilyC1at the school, andA1andA2at the university.

The teachers and E1 commented that the PSTs are obviously prepared by the
university before they visit the school, which participants felt contributed to their
own positive attitude regarding the partnership. E1 noted that “it’s very obvious,
when we have that first meeting… [the PSTs] know what they’re coming to, which is
great.” Group TA’s discussion of supportive factors included T2’s comment that “if
[the PSTs] were not prepared, we wouldn’t be having this high level conversation of
we feel positive about [our involvement in the partnership].” As a result, they ranked
PST preparedness as the #2 factor supporting their partnership involvement.

The most important supportive factor for both E1 and C1 was the positive rela-
tionship they have with A1 and A2 at GU. This relationship has developed over a
period of several years, through numerous in-person meetings as well as ongoing
written communication. It was through this relationship that the partnership was
first discussed, and it has been a key aspect of the continued implementation of the
partnership activities. C1 was certain of the strength of the relationship, to the point
where she could say, “Whenever we ask, A1 will come.” The stability of the staff
in these university-based roles, and their responsiveness to the school’s needs, was
incredibly important to E1. She spoke of howA1 andA2 “get on top of things straight
away,” saying “That’s a big support. If they weren’t responsive, we’d be going, ‘Well,
does anybody care?’ But they do.”

Another way, from the teacher’s perspective, that GU has shown their care for GS
is through their demonstrated belief in the school’s expertise. By creating recordings
of the teachers discussing their teaching practices, and including these within the
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PST’s coursework, the teachers “feel valued, that [GU] recognises that we know
what we’re doing and that we are leaders in our field” (T1). E1 noted that there is
“good support from the university around what we’re about, which makes us want
to participate.”

3.3.2 Factors that Hinder/Prevent Involvement

Identifying factors that hinder or prevent their involvement in the partnership was a
more difficult task for the participants. As E1 stated, “We’re really comfortable with
the way it’s conducted… We don’t find many things hinder it, because we believe
the university is responsive.” Both C1 and T4 emphatically stated that, for them, “it’s
worth the hard work” (T4).

When comparing responses to Written task #4 across participant groups, it is
apparent that the teachers’ responses were distinct from those of E1 and C1 (see
Fig. 5). The teachers tended to focus on practical concerns that might prevent their
individual participation for a period (including personal circumstances, or unfortu-
nate timing of the PST’s visits). Conversely, E1 and C1 tended to speculate about
factors that might prevent GS’s participation altogether, such as if it required too
much time or money.

Both Group TA and Group TB hypothesised that they, or a colleague, might
choose not to be involved in the partnership due to their personal circumstances.
They recognised the practical and emotional toll that supporting a PST can take,
acknowledging:

If you’re in a place personally where you don’t have that time and energy to give, GS teachers
are pretty good at actually identifying that for themselves and saying, “Look, I don’t want
to do a half-baked job… I’m not going to be able to give [the PST] the best experience right
now, so I’m going to sit this one out.” (T1)

T4 echoed this sentiment, declaring, “If you aren’t there with 100%, or 110%
to give, you’re doing the other person a disservice.” The voluntary nature of their
involvement was therefore crucial, enabling them to take a step back as they saw fit.

The teachers also noted that the timing of the partnership activities might hinder
their involvement. Group TA discussed that teachers may be unable to give the PSTs
the appropriate amount of attention if they visit in the midst of assessments and
report writing. A similar conflict may occur at the beginning of the year, as Group
TB discussed, when the teacher is establishing routines and rapport with their new
class. Again, the determining factor for the teachers’ involvement was that “you want
to set people up for success, not for failure, so you need to consider these things”
(T4). The fact that the PSTs who volunteer at the start of the school year are just
observing and assisting where needed was “fabulous” (T4).

In contrast to the hindering factors the teachers identified, related to individual’s
involvement, E1 and C1 discussed resources that, if lacking, might prevent GS’s
involvement in the partnership altogether. The time required of time-poor teachers
was key for both C1 and E1, although C1 speculated that you could “take pre-service
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teacher commitment away…and I would still say that [teachers are time-poor].”
C1 also considered that GS might need to invest more money into the partnership
to release teachers from their regular duties to better support PSTs. However, as it
stands now, these resources are not a hindrance to the GS–GU partnership because
“our teachers are the resources. Our knowledge is the resource” (C1).

4 Discussion

The participants in this study have detailed a partnership between Grevillea Primary
School and Grey Gum University that has, at its core, a dedication to building up the
teaching profession for the benefit of school students now and into the future (see
Fig. 6). GS staff saw it as their “ethical responsibility” (E1) and “moral purpose and
professional obligation to make sure that the next generation of teachers that come

Attitude

GS staff are extremely 

supportive of the school-

university partnership 

They have a sense of 

professional obligation to 

build up the next 

generation of teachers 

The partnership activities 

are valuable experiences 

for PSTs 

Involvement in the 

partnership is a positive 

experience for GS staff 

Social norm

A strong school culture 

pervades all aspects of GS, 

including their 

involvement in the school-

university partnership 

GS leaders expect their 

staff to be involved, but 

understand when they 

decide not to be 

The school-university 

partnership is seen as 

unusual and futuristic 
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Behavioural control
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o Communication 
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trickier to determine; 
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distinct from teachers’ 
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• • •

•

•

•

•

•

•

Fig. 6 Summary of results aligned with the Reasoned Action Approach (Fishbein & Ajzen, 2010)
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are good, and they’ve got the skills they need” (T1). This motivated their mentorship
of PSTs and their involvement in GU coursework.

It was clear that the collegial school culture, established and supported by the
school leadership, played a crucial role in each participants’ involvement in the
school–university partnership. This aligns with Andreasen, Bjørndal, and Kovač’s
(2019) assertion that “leadership support and trust [is linked to] higher levels of
organisational citizenship and willingness to voluntarily go beyond minimum job
obligations” (p. 3). GS teachers spoke about the way that C1 and E1 “see value in
us… They’re pointing out, ‘Hey, we love the way you do this’, we’re getting that
constant feedback” (T5). E1 drove the development of this culture, consistent with
Marzano’s (2007) pedagogical framework. Alongwith other leaders at GS (including
C1), E1 established a social norm inwhich teachers are supported to continually learn
from others and share their expertise with colleagues and PSTs whenever possible
(Andreasen et al., 2019; Passy et al., 2018).

This supportive culture has, according to the teachers, increased both their self-
and collective efficacy with regards to mentoring their colleagues and PSTs. T5
noted that, because of the affirmation and feedback she and her colleagues receive
from GS leadership and one another, “we feel good about ourselves, [so] we want to
have someone in to share.” Research shows that confidence in one’s own capability
to mentor, and confidence of the same in one’s colleagues, can promote collabo-
rative relationships and a commitment to partnering with other teacher educators
(Andreasen et al., 2019; Donohoo, Hattie, & Eells, 2018). Importantly, PSTs have
been found to have more successful experiences in “schools that are characterised by
collegial cultures that promote professional learning” (Andreasen et al., 2019, p. 33).
In this way, the support that the GS leaders provide has a flow-on effect through the
GS staff and on to the PSTs they interact with.

Contemporary global discussions regarding teacher education and school–univer-
sity partnerships include the notion that school teachers involved in ITE (as GS staff
are) should be recognised as teacher educators in their own right (Andreasen et al.,
2019). While none of the participants in this study explicitly identified as school-
based teacher educators, they did make comments that aligned with this position. For
example, when C1 spoke about her reasoning for being involved in the partnership,
she stated, “To me, it’s shaping pre-service teachers to be quality educators. I think
that’s my job. … I see that as my job every day with my own staff.” Participants
spoke of this as a natural extension of their existing teacher identities. This was a
less confronting shift than has been reported by other Australian teachers involved
in school–university partnerships (Forgasz, 2016; McDonough, 2014).

Encouraging school staff to take on a dual role as both teachers and teacher
educators can cause dilemmas due to conflicting loyalties (Andreasen et al., 2019;
McDonough, 2014). For the GS staff, it was clear that their allegiance was ultimately
with their school students. This was repeated throughout each interview, with com-
ments like: “It’s worth the hard work, because ultimately you wouldn’t be in this
job if you didn’t want good results for children in the end” (T4); “I have an ethical
responsibility to children to make sure that they’re going to get a fantastic education”
(E1); and “It’s about outcomes for kids at the end of the day” (C1). It was for this
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reason that the teachers valued the voluntary nature of the program. They knew that
an individual teacher would be able to withdraw themselves from the partnership
activities for a period if, for whatever reason, they felt they could not give PSTs a
valuable experience while still ensuring the success of their students and their own
wellbeing.

5 Limitations

One limitation that could be claimed is that this single case study has investigated
the motivations of teachers in one school–university partnership, and thereby cannot
be generalised to other contexts. This assertion is described by Flyvbjerg (2006) as
one of five key misunderstandings regarding the use of case study as a legitimate
means of scientific research. Harland (2014) and Stake (2006) also advocate for
case study as a valid methodology within social science research. By examining one
case embedded in its context, this research study has added to the depth (rather than
breadth) of understanding (Flyvbjerg, 2006; Leech & Onwuegbuzie, 2007).

It was important for this study that the perspectives of teachers be foregrounded,
given that their perspective and professional judgement is frequently dismissed
in discussions regarding the teaching profession (Alexander et al., 2019; Bourke,
2019). However, we note that the motivating factors of other stakeholders (including
university academics and PSTs) also warrant further exploration.

The roles and responsibilities of teacher educators have undergone major changes
over the past decade (Vanassche et al., 2019). Indeed, McNamara et al. (2017) argue
that “teacher educators and their work have become changed and increasingly under-
valued across the teacher education system” (p. 25). Even so, a number of university
academics (including A1 and A2) are making significant commitments of time and
resources within school–university partnerships (Green et al., 2020). Understanding
what motivates these individuals to partner with schools and teachers, despite the
challenging circumstances they work under, will deepen our understanding of what
works in different contexts (Darling-Hammond, 2017).

With regard to PSTs’ involvement in school–university partnership activities,
some of the participants in this study hypothesised that PSTs may be hindered by the
limited time available to them (given competing demands of study, work, and family
life). The teachers also wondered whether PSTs’ participation would be incentivised
by credit or assessment tasks linked to their involvement. Hearing from PSTs them-
selves regarding their motivations would be a valuable piece of future research in
this area (Forgasz, 2016; Watters et al., 2018).

Further research in diverse contexts will add to our understanding of the factors
that motivate various stakeholders to participate in school–university partnerships
that develop PSTs. These new understandings can inform policy and practice to
strengthen future partnerships and the teaching profession.
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6 Conclusion

This case study provided a contextualised understanding of the motivating factors
behind the involvement of teachers and school executive in a partnership with a
university. This innovative partnership is grounded in the sense of professional obli-
gation and responsibility that GS staff have to the teaching profession. It is nurtured
by the strong school culture which has been championed by the school leadership,
where collegial discussions and the sharing of teaching practices are everyday expec-
tations. Involvement in the school–university partnership and its activities are thereby
a logical extension of what the teachers, in-school co-ordinator, and principal enact
daily as part of their professional identities.

By revealing these foundational aspects of the GS–GU partnership, this case
study has added to our understanding of innovative third space school–university
partnerships. The stratified sample of participants has allowed the findings of this case
to be representative of the school staff involved in this school–university partnership
(Stake, 2006). This is significant, as the voices of practitioners are frequently lacking
in policy debates (Alexander et al., 2019; Bourke, 2019).

The findings of this study can inform future school–university partnerships locally
and internationally. The study showed school–university partnerships are strength-
ened through the recognition by schools and universities of their shared responsibility
to the teaching profession. To transform ITE and the teaching profession, the study
highlighted the benefits of institutional cultures that are based on coaching, shar-
ing, and capacity building. Furthermore, it shows that third space partnerships are
sustained through explicit and timely communication, responsive and trusting rela-
tionships, and a recognition of expertise in both the school and university settings.
The local case presented in this chapter makes evident that third space school–univer-
sity partnerships have the power to disrupt the binary attitudes that have historically
been held within teacher education, and to create positive change within teacher
education around the world.

Glossary

Professional Experience (PEx) “Professional experience is the component of
an initial teacher education program in which
pre-service teachers develop and demonstrate their
skills in the classroom… It is above all else a period
of workplace-based learning.” (Australian Institute
for Teaching and School Leadership, 2015, p. 2)
Australian Institute for Teaching and School
Leadership. (2015). Professional experience: Par-
ticipant roles and responsibilities. Melbourne,
VIC: Australian Institute for Teaching and School
Leadership.
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Chapter 14
Learning by Doing: The Challenge
of Aligning Theory and Practice
in School-Based, Post-graduate, Teacher
Education Programmes

Mark Sheehan

Abstract This chapter addresses the thematic questions in the book to do with
innovations in Initial TeacherEducation (ITE) and, in particular, the contributions that
theymake to the secondary school teaching community. Informed by the literature on
threshold concepts, the chapter reports on a qualitative study of a post-graduate ITE
programme that blended Master’s level professional studies, with an extensive year-
long practicum; working closely with a high calibre Teacher Mentor and a research
active Academic Mentor. Data was gathered from student teachers who graduated
from this programme in 2016, in the latter stages of their first-year teaching (2017).
It is argued that this approach has the potential to improve teacher quality (and
quality teaching) in secondary schools as it inducts student teachers into professional
communities of practice over an extended period and develops the dispositions,
knowledge and expertise for beginning teachers to operate as critically reflective,
confident practitioners who align theory and practice in their pedagogical decision
making. The introduction of post-graduate ITE programmes were a significant shift
in how New Zealand educates its teachers and to place this into context the chapter
provides a brief social/historical context of teacher education over the last 50 years.

1 Introduction

New Zealand introduced a number of post-graduate Initial Teacher Education (ITE)
programmes in 2014/2015, with the aim of improving teacher quality and preparing
teachers to effectively teach students at risk of underachievement. This was a signifi-
cant shift for ITE and the new programmes attracted additional government funding.
Upgrading teacher’s qualifications was seen as a key feature of addressing the widen-
ing gap between advantaged and disadvantaged school communities as well as the
increasing disparities between different learners within schools. In New Zealand
the education system is far from equitable. There are significant gaps between the
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achievements of high and low achievers. Learners from low socio-economic status
(SES) communities, who are often Māori and Pasifika, are over-represented in the
low achieving group, while students from affluent communities, ‘mainly European
and Asian are over-represented in the high achieving group’ (Grudnoff et al., 2016,
p. 251).

In working to increase teacher qualifications, New Zealand reflects international
trends and many countries have upgraded ITE qualifications from a Bachelor’s to a
Master’s level. However, while there is generally a consensus that teacher quality is
essential to education reform, there is not widespread agreement about what teacher
quality looks like (Alcorn, 2014). Nor is there a consensus over the best way to pre-
pare pre-service teachers to develop the sort of knowledge and pedagogical abilities
to address the needs of diverse learners. Furthermore, the extent that teacher quali-
fications make a difference to those students who are at risk of underachievement,
is as yet unclear. The focus of policymakers in ITE has largely been on the question
of teacher quality rather than the complexities of quality teaching that is far much
more complex to investigate (Fitchett & Heafer, 2018).

This chapter contributes to this question in reporting on a qualitative study of a
Master’s ITE programme that blended professional studies with an extensive year-
long practicum where students worked with a Teacher Mentor and a research active
AcademicMentor. In particular it focused on beginning teachers who graduated from
one Master’s programme in 2016, in the latter stages of their first year of teaching
(2017). By collecting the data towards the conclusion of their first year of classroom
teaching, it provides the opportunity to investigate the extent towhich a school-based,
post-graduate ITE model shaped how beginning teachers operate. It is argued that
thismodel contributed to building vocational capability among pre-service secondary
teachers. While there are challenges with the programme, this approach to teacher
education has the potential to make a substantial difference to teacher quality (and
quality teaching) in that it inducts student teachers into professional communities of
practice over an extended period and aligns this with Master’s level professional and
curriculum studies. In doing so, it prepares them with the dispositions, knowledge
and expertise to operate as critically reflective, confident practitioners who align
theory and practice in their pedagogical decision-making.

It is timely to provide a critical perspective on post-graduate school-based pro-
grammes given the recent government initiative to train additional secondary teachers
over the next four years in NewZealand.1 This is an exciting initiative but this project
sounds a note of caution about an approach that prioritises practical training at the
expense of theoretical knowledge. It argues that the strength of the ITE programme
discussed in this paper, is that it combines both professional practice and theory at an
advanced level. In ITE, theory and practice are often seen in binary terms with critics
characterising teacher education as too much of a focus on tertiary-based theory and
not enough on the practical process of learning how to teach (Whatman &MacDon-
ald, 2017). Theory and practice however, are closely aligned and are an essential
feature of an ITE programme where beginning teachers are prepared for the wide

1https://www.beehive.govt.nz/release/thousands-more-teachers-schools.

https://www.beehive.govt.nz/release/thousands-more-teachers-schools
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range of challenges they face in the initial years of teaching. This includes devel-
oping the curriculum knowledge, pedagogical skills and professional dispositions to
address the persistent problem of improving outcomes for diverse learners.

2 The Master of Teaching and Learning (Secondary)

The notion that learner-practitioners develop competence in a professional field by
workplace experiences and, that theory can be aligned with professional practice,
was a central principle of the government’s initiative to introduce ‘exemplary’ post-
graduate initial teacher qualifications after several years of a moratorium on any new
ITE programmes. The first exemplary post-graduate initial teacher courses began
operating in 2014 (at the University of Otago and Waikato University) and over the
subsequent 18 months, Masters-level ITE qualifications were introduced in other
universities throughout the country. This chapter focuses on the Victoria University
of WellingtonMaster of Teaching and Learning (MTchLrn) secondary programme.
A one-year Master’s ITE programme that began in 2015 and combines the exper-
tise of high calibre specialist teacher practitioners (known as Teacher Mentors) and
research active teacher educators (known as Academic Mentors). Student teachers
are placed in a host school, with their Teacher Mentor for the duration of the school
year (except for three weeks in an alternative school context) and attend univer-
sity courses throughout this time (typically one day a week). In addition, as well
as wider professional courses, students work closely with an Academic Mentor in
their teaching subject who is responsible for developing their curriculum knowledge.
Assessments for the course are closely aligned with students teaching practice. The
Academic Mentor also has a pastoral role in guiding them professionally (including
conducting observations of students’ practice in their host schools).

TheMTchLrn places a high priority on developing vocational capability and learn-
ing about the complexities of teaching by actively participating in communities of
practice over an extended period. Students engage with curriculum and pedagogical
knowledge in a university setting, while embedded in a school community for the
full school year. There is a rigorous application process for the MTchLrn in which
Academic Mentors and Teacher Mentors collaborate with the selection. Applicants
are required to have a minimum Grade Point Average (GPA) of B+ for entry to be
considered (as well as referees). There is a strong focus on critical and creative think-
ing in the course and an emphasis on catering for differences as well as addressing the
needs of diverse learners. TheMTchLrn requires a high degree of active involvement
from all parties and is based on establishing and maintaining professional relation-
ships. The key feature of the selection process is an extensive interview with a panel
of Academic Mentors and Teacher Mentors and this is where the enduring partner-
ships and mentoring relationships are established. Teacher mentors are involved in
selecting who would best fit in their school and applicants are consulted as to who
they feel most comfortable working with over an extended period.
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The TeacherMentors are typically highly committed to teachingwith a substantial
workload. The process of mentoring is also complex, especially when it involves
making judgements on students’ progress (Haigh & Ell, 2014). In addition, there
is little financial incentive to mentor a Master’s student for a full year. However,
Teacher Mentors in this study found the process rewarding. They felt (as is very
much the case) that they were making a substantial contribution to the success of
the programme and to the wider profession. Along with being exposed to new ideas,
what motivated teachers to take on this role was a strong sense of responsibility
towards the profession and developing teacher quality:

My biggest incentive for doing it, was actually that sense of duty and responsibility.We really
need good teachers, and if we’re not willing to put in the effort to make good teachers, then
we can’t whinge about not having enough good teachers. So I felt that’s a responsibility of
experienced teachers; to take a role in training our teachers, especially if we feel that training
them mostly within a classroom in a university is not the way to go. If we think the best
way to go is to have them in schools, seeing the reality, practicing; we have to be prepared
to do that. But in addition, I am looking for some really fresh ideas. I’m passionate about
teaching … I still like to see what’s new out there, and what the students are learning now,
and wanted to be able to get some fresh ideas from them. (Teacher Mentor, 2016 cohort)

3 Teacher Education in New Zealand

In comparison to the globalised education environment, where post-graduate teacher
education qualifications have been a standard in countries such as Finland for many
years (Kansanen, 2003), teacher education policy in New Zealand has been shaped
around the economic imperatives of ‘supply and demand’. These policies have been
characterised by ‘short-termism’, rather than building and maintaining the social
and human capital in ITE to ensure that beginning teachers are well prepared for the
classroom. The introduction of the Masters-level ITE was a substantial shift in New
Zealand and it currently only applies to a minority of ITE programmes. However,
within thewider education community, the underlying principle of improving teacher
quality by requiring increasing levels of university qualifications, has been a key
feature of ITE over the last 50 years (Alcorn, 2014).

Until the 1970s teacher education was under the auspices of the Department of
Education. Secondary teachers, after completing an undergraduate degree, completed
a 1-year teacher education programme at a Secondary Teachers Training College in
either Auckland or Christchurch (Alcorn, 2014). The 1980s, however, saw a break-
down in consensus over education (Openshaw, 2009) and the worsening economic
situation, combined with a low birth rate and net migration falling, led to a reduced
demand for teachers. Responding to issue as a question of ‘teacher supply’, the 1980s
saw significant losses of staff in Teachers Training Colleges and the closure of North
Shore andAdmore Teachers College (Alcorn, 2014). This was in linewith the neolib-
eral, market-orientated economic approach that dominated New Zealand at the time,
where it was argued the solution to this country’s problems was to reduce the role of
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the centralised government and let what was called ‘market forces’ shape responses
to the challenges that were faced (Byrnes, 2009; Mein Smith, 2016). The Tomor-
row’s Schools reforms reflected this ethos. It saw the government step away from
their responsibilities to administer schooling and schools became self-managing and
autonomous and could make decisions that were aligned with the priorities in their
local community (Openshaw, 2009).

It is in this context that the provision of teacher education became autonomous.
Training Colleges were renamed as Colleges of Education. They could now award
their owndegrees; decide on the curriculum they offered andwere expected to operate
on a competitive model. In addition, they were no longer under the auspices of the
Department of Education that was abolished in 1989 and played a minimal role in
ITE, teacher recruitment and retention:

The change to ‘self-managing schools’ created a market for teachers and changed the
dynamic between ITE providers and schools. Supply of teachers could now exceed demand,
and schools could choose which institutions or programmes they hired their teachers from.
Effectively, this also created a teacher education market, resulting in a proliferation of
providers and courses (Ell, 2011, p. 433)

While some Colleges of Education enthusiastically embraced the opportunities
that came with less restrictions, financially these institutions struggled with reduced
rates of government funding. In 1993 funding for secondary education was cut by a
1/3 (Alcorn, 2014). Colleges of Education came under financial pressure to actively
recruit more fee-paying students annually to maintain the same level of financial
stability. However, although there was a growing perception that the standard of
teacher quality was falling, by the mid-1990s, with increasing immigration, there
was a looming teacher shortage. Colleges of Education were not well placed to
address the shortage because of drastic cuts to staff over the previous decade that had
seen many highly experienced teacher educators made redundant (Alcorn, 2014).

The government response to the teacher shortage was in line with neoliberal
principles; a distrust in bureaucracy, a commitment to privatisation of government
services, deregulation of the market, competition and the reduction of State respon-
sibilities. It also reflected a narrow economic approach to teacher supply by viewing
the issue as largely a problem of ‘supply and demand’. Given the neoliberal mindset
that dominated policymaking in the 1990s, what was needed (it was argued) was a
more open and flexible model of teacher education that reflected how rapidly New
Zealand was changing (Byrnes, 2009; Mein Smith, 2016). In 1996 the government
opened up ITE to any provider who could offer an approved programme (Alcorn,
2014; 2013). Colleges of Education were not well placed in how to respond to these
new providers given the competitive ethos that dominated the sector at this time (Jes-
son, 2000; O’Neill, 2012). Although the Teacher Registration Board (TRB) had been
set up in 1990 to register teachers and was responsible for approving teacher educa-
tion programmes and the New Zealand Qualifications Authority (NZQA) approved
any course outside the university sector, there were now few checks and balances
in regards the quality of ITE (Alcorn, 2014). The New Zealand Council for Teacher
Education (NZCTE) ‘feared new providers would lack resources, cut corners and
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lower standards’ (Alcorn, 2014, p. 450). An increasing number of providers (who
had no experience in ITE) began to offer primary, secondary and early childhood
programmes that were of variable quality. This had a particularly severe effect on
secondary programmes that required subject specialists who had a good grasp of
their senior curriculum learning area.

By the early 2000s there were increasing concerns about teacher quality in this
highly autonomous ITE environment. For example, theERO report of 1999 expressed
concern at the competencies of beginning teachers (ERO, 1999). The newly elected
Clarke Labour-Alliance coalition government’s response was to build on existing
connections between the Colleges of Education and their local universities. Waikato
and Massey universities had already merged in 1991 and 1996, respectively, and,
during the first decade of the twenty-first century, Colleges of Education were amal-
gamated with their local university. Alongwith codes of practice that were developed
by the New Zealand Teachers Council the platform was now set up for university-
based Faculties of Education to begin the process of offering higher levels of ITE
qualifications (Alcorn, 2014).

4 Methodology and Theoretical Perspective

Thiswas a qualitative researchproject focusedon identifying amongbeginning teach-
ers (in their first year of teaching) particular threshold experiences that contribute to
learner–practitioners developing vocational capability. Namely, aligning theory and
practice in their pedagogical decision-making and being inducted into a professional
community of practice. In particular the focus was on looking for evidence of exem-
plary practice that went beyond simply developing technical competence in teaching.
The project drew on the 2016 cohort of Teacher Mentors and pre-service secondary
teachers in their first year of teaching. There were 23 pre-service teachers in the
2016 MTchLrn cohort and 14 volunteered to participate in the study. Six Teacher
Mentors also participated. Data was collected using semi-structured interviews, elic-
itation tasks, focus groups and journaling. Critical thematic analysis, that involved
both open and closed coding, was used for the analysis process. Data was gathered
in August–November 2017 (in the latter half of participant’s first-year teaching). As
the author played a leading role in the MTchLrn programme during 2016 (but not
in 2017) all the data gathering was conducted by researchers outside of the Faculty
of Education; who were largely unknown to participants. All data collected was ren-
dered anonymous (no names/schools) during the transcription process and prior to
the author engaging with the data.

The project was informed by the literature on threshold concepts that provide an
insight into theoretical understandings of teaching as ‘troublesome knowledge’ that
have the potential to shift thinking about classroom practice in a meaningful way
(Meyer & Land, 2003). Threshold concepts contribute to emerging teachers being
open to new ideas and beingmotivated to shift their practice through experiences such
as receiving feedback. This was a useful perspective as the project investigated the
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challenges for emerging teachers of what Vaughan et al. (2015) have termed ‘thresh-
old experiences’. In Knowing Practice, Karen Vaughan, Linda Bonne and Jan Eyre
examined the authentic learning experiences, mentoring and support arrangements
and ontological challenges among three groups of industry practitioners in New
Zealand: GP registrars, carpenters and engineering technicians. The study extended
Myer and Land’s notion of threshold concepts to consider ‘vocational thresholds’;
that is, opportunities ‘to move to a new level of capability and vocational identity
that integrates what they know, what they can do, and how they are as practitioners’
(Vaughan et al., 2015, p. 2).

In looking at the MTchLrn students in their first year as beginning teachers, this
project focused on how vocational identity shifted from thinking about teaching and
learning concepts to teaching and learning experiences. As the project developed,
this became an investigation into what Vaughan et al. (2015) have termed threshold
experiences. That is the sustained self-reflection from interviews, elicitation tasks
and focus groups provided points of reference to examine, as participants reflected
on the doubt and discomfort that is part of the process of becoming professional
critically reflective teachers (Meyer & Land, 2003).

5 Findings

5.1 Theory and Practice: Student Teachers

The majority of participants were positive about the alignment of theory and prac-
tice and in particular not just learning theories but applying them to their classroom
practice. There was only one of the participants who felt ‘The theory was detached
from the practice’ and their primary focus was about ‘keeping my head above water’.
However, this was atypical. Even for this participant, while the focus was on getting
to grips with the basics of secondary school assessment and the day-to-day pres-
sures of teaching, they still saw the value of theory and research. They anticipated
incorporating this in their future teaching once they had firmer grasp of the intense
day-to-day demands of being a first-year teacher.

Themajority saw the course as having given them a good foundation of theory and
practice and recognised it prepared them for the variability of classroom teaching.
For example, what is planned in a lesson does not always eventuate as envisaged:

Theory and practice was at time conflicting/ paradoxical because what’s going on in the
classroom is usually much messier/ more chaotic than what it sounds like on paper (Student
Teacher)

Participants noted how they could discuss theoretical questions with their mentors
and peers, and that the ‘back and forth’ between theory and practice was really use-
ful. Some students specifically mentioned theoretical perspectives such as culturally
responsive pedagogy as being especially useful in the first year of classroom teach-
ing. In addition, participants felt they had a much stronger understanding of theory;
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especially in comparison to other teachers at their school and this contributed to them
having confidence in their practice.

5.2 Theory and Practice: Teacher Mentors

The Teacher Mentors were impressed that their students were aware of how theories
underpinned their pedagogy and that MTchLrn students were engaged more with
theories than other students they had worked with. They also really appreciated
discussing how to transfer the theory into practice with their student:

I think it’s really important that the next generation of teachers coming through, come
through with a strong understanding of a pedagogy and theory. I think we need to move
past in many respects some of the skill-focused type teaching … I like the idea of having
academic teachers coming out who are not just academic in their discipline but actually have
a strong understanding of teaching and learning, because those are the teachers that will more
than likely be able to make those inter-connections and drive us forward with personalised
learning and modern approaches (Teacher Mentor)

However, whereas Teacher Mentors saw the theory and practice alignment as
useful, several felt it could ‘pull the students in two different directions’ as it was
closely connected to university assignments. Given that their students were typically
high academic achievers the theoretical aspects of theory often took their focus away
from classroom practice. What was useful from the Teacher Mentor perspective was
aligning theoretical knowledge with practice. In particular, student teachers working
through how these ideas in challenging situations. This was seen as a really valuable
experience that could be hindered by the demands of university assignments.

The high level theories are good and we understand where they are coming from but their
teaching practice also needs to be really strong. Sometimes the master’s student could be
in class observing teaching but then would be focusing on other concepts and sometimes
their focus was is quite distracted by their course work, if they have to get it done. (Teacher
Mentor)

5.3 Inducted into Teaching Community

Teacher Mentors felt their students were fully initiated into the host school and fully
involved with the various sides of their learning community. They felt that they were
part of the long-term personal and professional gradual development of their student
and found this really rewarding. Student teachers were also included in the school
faculty of their teaching subject, with other colleagues who supported and advised
them. In addition, student teachers were not only seen as part of the staff by their
colleagues but also by the students in their host school. In most cases they were
seen by their students as simply another teacher in the room and this was seen as an
advantage:
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The master’s student has the opportunity to get involved in the whole life of the school, to the
point where students and staff thought that the student actually wasn’t a student teacher. So,
they can totally blend in, which must be absolutely positive. It must be a really good feeling
to feel like you’re actually part of the team, rather than an outsider coming in. (Teacher
Mentor)

The extended nature of the practicum means student teachers were able to build
rapport with their classes and feel safe to try new things as well as not be concerned if
they made mistakes. This was particularly apparent in how student teachers worked
through the process of addressing off-task behaviour:

So they were firm, fair and consistent, and the Year 9 class tested them out quite severely.
The class gave the student teacher a very good grounding in how naughty a Year 9 class
might feel and they were really good at tapping that problem and not shying away from the
hard core of things and then going on to develop successful working relationships with this
class (Teacher Mentor)

5.4 Student Teachers

Student teachers mostly saw the extended induction into a community of practice
as the most valuable part of the programme. The placements were characterised by
seeing different methods of teaching being used, developing different strategies and
practices and having the opportunity to learn through ‘trial and error’. While all
valued the university aspects of the course, it was the alignment with the extended
practicum that they saw as especially worthwhile. This was especially the case where
students were open to the opportunities offered in their schools:

I made the most of my year: attended staff Professional Development, daily briefings, did
duty, dealt with incidents, wrote reports, assigned grades,markedwork,wrote relief, attended
took parent-teacher interviews, went to staff/ department meetings; involvedmyself in sports
teams. This was invaluable for seeing what the job of teachers is and made me feel prepared
for my first-year teaching. (Student Teacher)

Building the personal and professional qualities to be resilient is one of the core
dispositions of being a successful early career teacher; especially in regard to work-
load and managing behaviour. Student teachers thought one of the key benefits of the
extended practicumwas that it allowed them to develop the qualities of resilience and
work through how vulnerable they felt in the early stages of the practicum. Several
commented on how helpful it was to hear other teachers admit to also having difficult
lessons:

Hearing teachers vent a bit and then kind of move on, is actually quite affirming, because
every time I had those feelings of just feeling like that was terrible, I was inmy own classroom
and I didn’t know really. I mean, they were experienced and great teachers but they were
having horrible lessons, too. I felt like, that is so helpful; actually, you can’t take these things
personally, but to not take it personally you have to have that attitude modelled to you. A lot
of us (student teachers: author italics) blame ourselves and feel like we are a failure and we
all have imposter syndrome (Student Teacher)
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Several participants also talked about how the MTchLrn helped to start forming
their identity as a teacher and a sense of agency and confidence in their practice
(Biesta, & Tedder, 2007). For example, one of the aims of the programme is as
beginning teachers their teaching practice should be inclusive and open to differ-
ence. Qualities that are essential in addressing the needs of diverse learners. In this
sense the course was seen as shaping their wider beliefs about education, that for
many participants, they did not have at the start of the programme. The role of the
Teacher Mentor was crucial in this process and one noted that a ‘The style, values
and mannerisms of my Teacher Mentor shaped the way I teach, the way I plan and
how I view the curriculum’.

The MTchLn gave me the knowledge and skills to work and reflect as a teacher and this
came from being exposed to teaching for a full year. During this time I began identifying
areas within and outside my identity as a teacher. Due to the nature of the course/ practical
side, this has only started solidifying this year … I only discovered my ‘niche’ and the kind
of teacher I wanted to be through seeing this in action and knowing the theory and research
as to why it was effective. I feel secure in my reasons why being teacher is important to me
(Student Teacher)

The majority of the students remained in contact with their Teacher Mentor and
their colleagues in theMTchLrnprogramme.Aswell as being inducted into a learning
community, the MTchLrn opened up opportunities to develop professional working
relationships with their subject communities.

We were essentially a member of staff for a whole year during the programme the transition
to a professional community was easy. Having time in schools and with other teachers gave
practice to working/ collaborating as teachers and understanding the types of things teachers
may talk about (e.g. individual learner needs or NCEA marking standards etc.) … I built
very strong relationships with peers, Academic Mentors, Teacher Mentors, and even other
staff at the host school (due to the length of time at the school). There were also good
opportunities to meet other teachers and I was encouraged to attend subject associations and
take up Professional Development opportunities (Teacher Mentor)

I’ll go first. Well, I suppose I tried to pull together the idea of a bit of, “How does metalogue
work as a process?” So, I kind of saw myself at this end of the model being people gathering
together, and I tried to make those people look all different. They could be all different walks
of life, different kinds of people, but that then they actually have the opportunity to take
this journey together. There will be gems along the way and the gems [pointing out the gold
pieces] are actually in different locations. The gold represents knowledge or wisdom, but
there are potentially different pathways that the group could take or that individuals might
take along this journey of the metalogue, but that it all comes together at the end. So, some of
these journeys are a bit more tenuous [pointing to the wire], and are a bit more problematic.
Some of them are a challenge if you are a little bit claustrophobic [pointing to the tube].
Others of them are quite unstable but that everyone pulls together at the end and ends up
in a location with a richer view, collecting the relevant gems along the way. You might not
collect all of them, because no one might take that path, and that’s actually okay. But that’s
the representation. The spinning wheel here is just that there are obstacles in the way that
might impede your journey [Debbie spins the wheel and suddenly all the pieces collapse].
And these are all very tenuous. As you see, they fall apart at the blink of an eye!
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6 Conclusion

The school-based, Masters-level, ITE programme combines the acquisition of the-
oretical knowledge with an extended year-long practicum. One of its core aims is
to induct beginning teachers into a community of practice and for them to draw
on theory to inform their pedagogical decision-making. In this the MTchLrn has
been largely successful and this is no small thing. The theory–practice dichotomy is
a challenging feature of teacher education (Korthagen, Kessels, Koster, Lagerwerf
& Wubbels, 2001; Loughran, 2006) as students can see theoretical knowledge as
overly complex and not of direct relevance to mastering the practical imperatives of
teaching.

The major challenge the programme faces is that its success largely depends on
the quality of the relationship between Teacher Mentors and the student teacher.
In the relatively rare occasions when the relationship has broken down, switching
placements (an option of last resort) is far from ideal given the considerable per-
sonal and professional advantages of an extended one-year placement. This is a key
challenge in the potential of expanding this programme. Especially as the number
of high calibre Teacher Mentors, who are in a position to play a mentoring role,
is limited. However, what was evident in this project is that the MTchLrn students
were not only inducted into a practitioner community (and were able to develop a
comprehensive grasp of teaching and learning over an extended period of time) but
they saw that effective practice needs to be embedded with theoretical ideas. This
may be a core reason why the MTchLrn has been strongly supported by schools
in Wellington, with more schools offering placements than can be accommodated
and a very high rate of employment for graduates from the programme. The key
reason given for the acceptability of this programme was the quality of the partner-
ship between the University and schools. Teacher Mentors were also positive about
contributing to the development of new teachers through a programme that has a
strongly practice-focused element and where they pay a major role in the educating
of student teachers. Underlying this rationale, maybe that these beginning teachers,
through being inducted into a community of practice have the confidence and dis-
positions to align theory with practice in their pedagogical decision-making, and it
is this, that ultimately makes the difference.
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Chapter 15
Graduate Perspectives of Work
Integrated Learning in Fully Online
Initial Teacher Education: A Global
Imperative

Rebecca Walker, Chad Morrison, Susan Beltman, and Valerie Morey

Abstract Higher education is increasingly responding to the need for flexible, acces-
sible study options for diverse student cohorts. This includes offering courses avail-
able in fully online mode that incorporate work integrated learning (WIL) which
contribute to preparing work-ready graduates. This chapter presents one university’s
approach to delivering fully online initial teacher education (ITE), its embedded
WIL components and innovative approaches for support and supervision. Survey
responses from 56 online ITE graduates showed that participants were predomi-
nantly mature-aged females transitioning from other careers and who juggled multi-
ple responsibilities during the final WIL. Overall, graduates were satisfied with their
WIL and intended to stay in teaching for their whole career. Most were employed
as teachers, with approximately one-quarter employed at their final WIL placement
school. Insights gained about this component of fully online ITE are of global sig-
nificance given the sustained interest in the capacity and retention of teachers in
Australia and across the world.

1 Introduction

Higher education is becoming increasingly responsive and connected to economic
and societal needs (Tran, 2016). There is global interest in work-ready graduates
capable of contributing to the teaching workforce and influencing student learning
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outcomes (Ingvarson & Rowley, 2017). These capabilities are associated with grow-
ing sustainable communities and thriving economies (Burgess, Cameron, Dhakal, &
Brown, 2018). In conceptualising graduates’ work-readiness, work integrated learn-
ing (WIL) is a key factor in preparing students to meet industry expectations and
successfully transition into employment (Prikshat, Nankervis, Burgess, & Dhakal,
2018). The prominence and significance of WIL in initial teacher education (ITE)
are well established and a core component of many programs (Le Cornu, 2015).

Globally and nationally, there has been a rapid rise in the uptake of online ITE
(Australian Institute for Teaching and School Leadership (AITSL), 2018b). This
form of delivery contributes significantly to digital equity and social justice through
easing access to higher education for identified groups (Pelliccione, Morey, Walker,
&Morrison, 2019; Stone, O’Shea, Delahunty, & Partington, 2016). Online ITE grad-
uates have demonstrated successful academic and WIL outcomes regardless of their
socio-economic status (SES) and residing locations (Pelliccione et al., 2019). How-
ever, structural barriers remain for some groups (Moran, 2008).WithinAustralia, this
includes Indigenous students and those from rural and remote locations (Productivity
Commission, 2019). Exploration into WIL is crucial given it is a core element of
ITE and considering the impacts it can have on graduate career readiness (Smith,
Ferns, & Russell, 2014). Developing innovative approaches to WIL within ITE gen-
erally remains a priority, given the enduring challenges of this component of teacher
preparation (Southgate, Reynolds & Howley, 2013). There is particularly limited
understanding of the key components of WIL within the online delivery mode.

2 Background

2.1 Online ITE

Although online ITE programs have increased rapidly over the past ten years, this has
not been without scepticism and in some cases, overt criticism (Downing &Dyment,
2013; Pelliccione et al., 2019). These concerns liewithin a generally heightened focus
on the quality of teacher preparation in Australia (Teacher Education Ministerial
Advisory Group, 2014; see Stokes, 2018). There is also a global focus on ensuring
that graduate teachers have the necessary skills, knowledge and capabilities needed
to be effective in the classroom (Ingvarson&Rowley, 2017). Pelliccione et al. (2019)
provide some response to criticisms with data demonstrating academic performance
and work-readiness of graduates from online ITE programs as equivalent to that
of other cohorts. Analysis of the components, structure and management of online
programs, as well as students’ experience of them, will be key to identifying critical
student and program success factors. A significant part of this analysis must be the
WIL component.
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2.2 WIL

WIL is an umbrella term describing the myriad of ways higher education students
engage with their chosen fields (Oliver, 2015) and is described as integral to the
preparation of teachers and other professionals (Jackson, 2018). Within ITE, WIL
takes the form of professional experience placements, traditionally referred to as the
practicum.WIL provides important learning experiences for ITE students (Zeichner,
2010) as they promote active participation in the professional learning communities
of teaching (Le Cornu, 2016). These opportunities develop insights about teaching
and expose the realities that are fundamental to grasp during the process of learning to
teach. They provide essential opportunities for ITE students towork in authenticways
with and through more experienced others to create new perspectives (Le Cornu &
Ewing, 2008). Importantly, WIL also integrates the essential components of learning
to teach in coherent ways (Darling-Hammond, 2006).

Globally, there is broad support for the contributions that place-based, authentic
WIL opportunities make to student learning, particularly when these components
align with course curriculum (Smith & Worsfold, 2014). Place-based WIL allows
students to immerse themselves in the context and culture of their placement schools.
The pedagogy of situated (place-based) education, or PBE, is explained by McIn-
erney, Smyth and Down (2011), who critically examined programs for Australian
secondary school students. The pedagogy of PBE is applicable to ITE students’ pro-
fessional experience, where learning is differentiated through immersion in individ-
ual, diverse schools. PBEpedagogyholds that this is conducive to learners beingmore
invested, engaged and active co-constructors of their learning. Pedagogical robust-
ness and overall assessment consistency, recognised by McInerney et al. (2011) as
necessary to PBE, are achieved through three key elements: the explicit links in ITE
students’ placements to their theoretical course learning, the requirement for ITE
students to critically reflect on their experiences and the common assessment frame-
work of the Australian Professional Standards for Teachers (APST) (AITSL, 2011).
Benefits found include the capacity to prepare graduates more adequately for their
chosen field, with a depth of knowledge and acquired soft skills or generic attributes
that have been enhanced through real-life participation, application and integration
(Smith, 2012). As a result, WIL is described as integral to the preparation of teachers
and other professionals (Jackson, 2018).

Program accreditation standards (AITSL, 2018a) articulate the expectations held
of Australian ITE providers in relation to program design, development and delivery.
Significant attention is paid toWIL within these standards, reflecting the broad value
placed on this component. Despite this, ITE providers face considerable challenges
when delivering WIL. The associated challenges can be substantial and come with
several areas of risk for universities (Cameron, Freudenberg, Giddings & Klopper,
2018), particularly in relation to support for their implementation (Jackson, Rowbot-
tom, Ferns, & Mclaren, 2016). Consequently, with the expansion of new modes of
delivering ITE (AITSL, 2018b) WIL will continue to require significant resourcing,
management, evaluation and broad support (Kertesz & Downing, 2016).
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2.2.1 Supporting and Assessing WIL

The global expansion of online learning has compounded the need for innovative
approaches to ITE andWIL. Innovations have often reflected technological advances
(Dann & Allen, 2013) that facilitate new ways of collaborating across time and dis-
tance, which are influential factors associated with WIL (Cooper, Ortlipp, Ryan,
Walker-Gibbs, & White, 2011). Successful innovations need to be evidence-based
and developed strategically to capitalise on the opportunities afforded by this crit-
ical component (Southgate et al., 2013). WIL partnerships emphasise the need for
strategic interaction and alignment between university-based teacher educators and
their school-based colleagues (Martin, Rees, Fleming, Zegwaard, &Vaughan, 2019).
Close connections between stakeholders are therefore fundamental to managing the
complexities associated with WIL (Spooner-Lane, Tangen, & Campbell, 2011) and
to innovating new approaches. Limited literature exists about different approaches
to supervision and their impacts on online ITE students; however, there are some
known opportunities and barriers associated with supervising and assessing WIL.

The quality of supervision of WIL has been associated with the overall quality of
ITE programs and the strategic integration of theory and practice (Le Cornu, 2015).
Supervising WIL is considered highly complex work and yet there are persistent
challenges in securing high calibre teachers to undertake it (Hamel & Jaasko-Fisher,
2011).WIL can be a challenging and stressful time for ITE students as they encounter
the realities of teaching (Caires, Almeida, & Martins, 2009; Gardner, 2011). ITE
students view WIL components as some of the most valuable experiences of their
program (Crosswell&Beutel, 2013).At the same time, they also report supervision of
WIL as highly variable and sometimes fail to receive adequate guidance (Freestone,
Williams, Thompson & Trembath, 2007). A comprehensive understanding of the
complex work that WIL supervisors perform is required (Hamel & Jaasko-Fisher,
2011; Sim, 2011), along with a strategic focus on how ITE students are assessed
through WIL (Oliver, 2015), particularly within place-based settings (Le Cornu,
2015; Darling-Hammond, 2006).

While previous research has examined effective features ofWIL, limited literature
exists in relation to fully online ITE programs. An analysis of these programs’ key
components and innovative approaches to WIL is necessary to understand how they
canbe constructed anddelivered effectively. The studydescribed in this chapter is part
of a larger body of research (see Pelliccione et al., 2019) and explores the perceptions
of graduates from fully online undergraduate ITE programs regarding their final
professional experience (WIL) placement and situation following graduation. The
research questions addressed were

• What are the perceptions of WIL for fully online ITE graduates?
• What are the perceptions of WIL supervision and placement initiatives for fully

online ITE graduates?
• What are the career intentions of fully online ITE graduates?
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3 Methodology

3.1 Research Design, Setting and Participants

Online ITE graduates’ experiences in the finalWIL placement were explored using a
single-case study design. A descriptive case study approach (Merriam, 1998) enabled
the real-life study of this phenomenon (Grauer, 2012) and accommodated the col-
lection of multiple forms of data (Yin, 2018). Quantitative and qualitative data were
gathered to support the investigation of graduates’ perceptions of WIL and career
intentions (Leech & Onwuegbuzie, 2008).

The research setting is an Australian university that is one of the largest providers
of online ITE in the country (AITSL, 2018b). Ethics and approvals to conduct the
research were gained from the university. Graduates who studied the Bachelor of
Education, Early Childhood and Primary programs fully online and graduated in
2017 and 2018 were invited to participate. This included graduates who had been
enrolled directly with the participating university and those who enrolled through
its external partner. In both cases, the university manages and delivers all aspects
of the learning programs, and it is important to note that the fully online programs’
assessment and content are the same as the on campus and blended delivery modes.
The WIL examined in the study related to the final unit in the ITE program, which
is a ten-week full-time professional experience placement in a school setting.

Of the 353 fully online graduates contacted, 56 completed the survey, with 32%
(n = 18) from the four year Bachelor of Education Early Childhood program and
68% (n = 38) from the Primary program. All participants graduated in 2018. This
equates to a completion rate of 16%, which is disappointingly in line with recent
accounts of survey fatigue, although not necessarily indicative of response bias
(Fosnacht, Sarraf, Howe, & Peck, 2017).

3.2 WIL Supervision and Placement Model

The Bachelor of Education Early Childhood and Primary programs all include four
professional experience units spread across the degree. The first three units involve
a study of theory and a professional experience placement. The fourth professional
experience unit was solely WIL and referred to as the Internship. It comprised a ten-
week full-time placement in a school setting and was the final unit in the course. The
WIL is assessed against the APST at the graduate career stage (AITSL, 2011), with
mentor teachers and supervisors completing template assessment forms for each ITE
student electronically through the SONIA student placementmanagement system. To
complement support from the university, the mentor teacher and supervisor support
and guide the ITE student. The final unit percentage result awarded was derived by
averaging the mentor teacher percentage mark and the supervisor percentage mark.
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The WIL must be passed in order to pass the unit, and graduation cannot occur until
this unit is passed.

The requirements for on campus and fully online ITE WIL are identical in terms
of school and mentor teacher roles and requirements, student teaching requirements
and assessment processes. However, they differ in terms of placement processes and
supervisory procedures. These innovative processes were designed so that students
in the fully online course could undertake the WIL placement and be assessed in
any approved location. There are three distinct differences between the on campus
and fully online WIL placement and supervision process. First, the fully online ITE
students are responsible for sourcing their WIL placement. They are supported by
the university’s dedicated online professional experience team and unit coordina-
tor, and scaffolded with documentation of processes, virtual interactive workshops,
online discussion boards, and form and letter templates. The ITE student negotiates
with the school as to the mentor teacher and supervisor, whereas in the on campus
WIL placement process, a professional experience team member places students
in a school and allocates mentor teachers and supervisors. There are circumstances
where the university will place a fully ITE online student onWIL, such as to meet the
state education department’s requirements. The second difference between on cam-
pus and online processes is that the supervisor is a school-based person rather than
a university-appointed staff member. The school-based supervisor must be an expe-
rienced teacher or administrator working in the school and is generally the school
principal, deputy principal or school WIL coordinator. The ITE student provides the
school, mentor and supervisor details to the university online professional experi-
ence team who verifies and confirms these details. The third difference between on
campus and online processes is that the onlineWIL concludes with an exit interview.
The structured exit interview is conducted virtually by the coordinator of the WIL
unit. It involves the ITE student, mentor teacher and school-based supervisor who
discuss the performance of the student during the WIL, the assessment of the WIL
and recommendations for future professional development. The exit interview is not
assessed but must be undertaken to pass the unit.

3.3 Data Collection

ITE graduates were invited to complete an anonymous online survey regarding their
views and experiences of their final professional experience placement, including the
innovative approaches to supporting and supervising WIL, and their teaching career
intentions. The survey included demographics and questions relating to preparation
prior to and experiences during theWIL and short- and longer-term outcomes as well
as challenges faced and resources accessed. The survey consisted of Likert-style and
open-ended items to maximise the collection of rich data.
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The sections and items in the Preparing our Teachers survey were informed
by a literature review about quality WIL, WIL expert experiences from the par-
ticipating university and the research aims. The survey contained five parts—Part
One: Demographics; Part Two: Study and Professional Experience Placement (WIL)
Details; Part Three: Perceptions of the Professional Experience Placement (WIL);
Part Four: Current Situation; and Part Five: Final Comments. Part Three included
5-point Likert-style items with statements relating to students’ WIL perceptions and
experiences of

• themselves as a student (10 items), e.g. I felt prepared for my internship;
• their mentor teacher (8 items), e.g. My mentor teacher provided regular, helpful

feedback;
• their supervisor (4 items), e.g.My supervisor provided regular, helpful feedback;
• the school (13 items), e.g. I was inducted into the school before my internship;

and
• the university (10 items), e.g. I accessed University online support.

Participants rated the extent to which statements were true for them (1 = no
extent; 2 = little extent, 3 = some extent, 4 = reasonable extent; 5 = great extent).
All itemswere framedpositively. Each section included one item relating to perceived
satisfaction within that aspect of WIL.

3.4 Data Analysis

The survey data were entered into an excel spreadsheet. Missing data were identified
and where the majority of data were missing, the participant information and limited
responses were removed from analysis. Within the included responses, there was
missing data from differing items. In this case, the results reported the number of
participants completing the corresponding item or survey section. The quantitative
data were then exported into SPSS. The reliability of the survey sections relating to
students’ WIL perceptions and experiences were examined for internal consistency
using Cronbach’s alpha. Demographic and item means and standard deviations were
calculated. Pearson’s correlation coefficient was calculated to examine the relation-
ships between Likert-style items within each grouping of the students’ WIL percep-
tions and experiences, and between the items relating to overall satisfaction in each
of these groups (survey part three). Several qualitative itemswere also included in the
survey to provide opportunities for participants to elaborate on their experiences and
responses. Qualitative items prompted participants to elaborate on their preceding
responses to quantitative items and enabled the researchers to better interpret these
findings.
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4 Results

4.1 Demographic and WIL Placement

Of the 56 participants, 51 were female (91%) and 4 male (7%) with one participant
not responding. All were residing in Australia, with 98% having English as their
first language. Participants’ ages ranged from 22 to 56 years (mean = 38). The
majority of participants had another career prior to commencing the course (89%)
and of those 38% were in an education-related career. Table 1 details the additional
responsibilities participants undertook whilst studying.

The other responsibilities included being a single parent, running a farm and being
a parent in a mining family. One participant explained her thoughts on online ITE:

I could not have completed this uni degree if I had to attend university. I have 3 children
and I work 4 days per week (out of necessity). I study mostly late at night. This degree has
enabled me to start a career I adore and am passionate about, whilst also largely increasing
my earning capacity. The online components were able to support me during my practical
placements - but it takes a certain type of person to be successful in online studies and be
able to transfer their learning to real world applications.

Most participants resided in the Australian states of New South Wales, Western
Australia and Queensland during their WIL (3 did not respond; see Table 2).

Table 1 Participant’s
additional responsibilities
whilst studying

Additional responsibilities n

Caring for dependants 23

Caring for dependants; other 7

Caring for dependants; full-time work 2

Caring for dependants; part-time work 2

Caring for dependants; casual work 5

Caring for dependants; casual work; other 3

Caring for extended family 3

Caring for extended family; part-time work 1

Caring for extended family; casual work 1

Caring for dependants and extended family 2

Caring for dependants and extended family; other 1

Caring for dependants and extended family; part-time
work

1

Full-time work 1

Part-time work 1

Part-time work; other 1

Other 1

Study only 1

N = 56
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Table 2 Participant residing
in Australian state locations
during WIL

State n

New South Wales 18

Western Australia 13

Queensland 10

Victoria 6

South Australia 5

Northern Territory 1

N = 53

The majority of the participants (69%) sourced their own WIL placement school
without any additional support from the university, 5% sourced the placement fol-
lowing a recommendation and 5% sourced the placement at a school that requested
them following their volunteer work there. Others reported being placed by the uni-
versity (16%) and one needing support from the university in finding the placement.
During the WIL, one participant reported being placed at risk of failure by their
mentor teacher and supervisor. All participants reported passing the WIL by both
mentor teacher and supervisor.

4.2 Overall Satisfaction with WIL

The items relating to satisfaction within each of the survey sections are reported in
Table 3. These results reveal that graduates had relatively high levels of satisfaction
in terms of the WIL and their mentor teacher, as well as the innovative approaches
of a school-based supervisor, placement school and the exit interview.

Pearson’s correlation coefficient was calculated to examine the relationship
between each of the satisfaction items reported in Table 3. Satisfaction with the

Table 3 Participant’s perceptions of the satisfaction items in each survey section

Section Survey item Mean Standard deviation

Student self-perceptions I was satisfied with my
internship

4.23 0.91

Mentor teacher I was satisfied with my mentor
teacher

4.14 1.18

Supervisor I was satisfied with my
supervisor

4.34 0.92

School I was satisfied with my
internship school

4.27 0.98

University I was satisfied with the exit
interview

3.98 1.45

N = 56
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Table 4 Reliability of survey
sections

Section Reliability

Student self-perceptions 0.80

Mentor teacher 0.94

Supervisor 0.81

School 0.92

University 0.86

N = 56

internship was strongly positively correlated with satisfaction with the mentor
teacher, r = 0.743, p ≤ 0.01, N = 56. A strong positive correlation was also
found between satisfaction with the mentor teacher and the school, r = 0.724, p
≤ 0.01, N = 56. Interestingly whilst positive correlations were observed between
the satisfaction with the mentor teacher and the supervisor (r = 0.368, p ≤ 0.01, N
= 56), and the satisfaction with the internship and the supervisor (r = 0.336, p ≤
0.005, N = 56), these were only moderate.

4.3 Perceptions of WIL Components

The reliability, using Cronbach’s alpha, of each section of this third part of the survey
is reported in Table 4. As the reliability was not increased by the removal of any items
within this part of the survey, all items were retained.

4.4 Student Self-perceptions

In the first survey section exploring graduates’ perceptions of themselves during
the WIL, the item that reported the highest mean was I felt motivated to do my best
(M = 4.86, SD = 0.35). The item with the lowest mean was I accessed peer support
during my internship (M = 2.98, SD = 1.40). Generally, graduates reported that
they perceived themselves to respond professionally to feedback (M = 4.82, SD
= 0.39), implemented coping strategies during the WIL (M = 3.96, SD = 0.93),
enjoyed the WIL (M = 4.18, SD = 1.05) and felt the WIL prepared them for their
first year of teaching (M = 3.93, SD = 0.99). The item with the strongest positive
correlations was between I was satisfied with my internship and the item: I enjoyed
my internship (r = 0.868, p ≤ 0.01, N = 56) and also with the item: The internship
met my expectations (r = 0.835, p ≤ 0.01, N = 56). A relatively strong positive
relationship was identified between the graduates’ satisfaction with the WIL and
how prepared they felt for their first year of teaching (r = 0.602, p ≤ 0.01, N =
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56). A participant commented: Overall, I had an excellent final placement, in a
school that was challenging, yet extremely rewarding. I feel this experience left me
quite prepared to teach in my first year. Another strong positive correlation was
between the items: I was motivated to do my best and I responded professionally to
the feedback I received (r = 0.476, p ≤ 0.01, N = 56).

4.4.1 Perceptions of the Mentor Teacher

In general, graduates reported that their mentor teacher treated them as a colleague
(M = 4.30, SD = 1.17) and that they discussed different learning and teaching
approaches with them (M = 4.29, SD = 0.91). To a reasonable extent, graduates
revealed that their mentor teacher provided regular, helpful feedback (M = 4.14, SD
= 1.17), quality support (M = 4.09, SD = 1.15) and that they implemented a range
of teaching strategies beyond their mentor teacher’s whilst of WIL (M= 4.02, SD =
1.02). The mean for the item:My mentor teacher modelled critical reflection of their
teachingwas 3.77 (SD= 1.28). This item was strongly positively correlated with the
item relating to the mentor teacher providing regular, helpful feedback (r = 0.839,
p ≤ 0.01, N = 56). Interestingly, the majority of correlations between items in this
section were strong and positive. The lowest correlation occurred between the items
relating to the mentor teacher treating them as a colleague and their implementation
of a range of teaching strategies beyond their mentor teacher’s (r = 0.345, p ≤ 0.01,
N = 56).

4.4.2 Perception of the School-Based Supervisor

The third section of the Preparing our Teachers survey elicited graduates’ perceptions
of their school-based supervisor. Table 5 details the items and theirmean and standard
deviations.

Overall, graduates reported favourable perceptions of their WIL supervisor.
Notably, some have maintained a professional relationship with their supervisor
following the WIL. In some cases, this has occurred because the graduate is now

Table 5 Participant’s perceptions of the supervisor

Survey item Mean Standard deviation

I was satisfied with my supervisor 4.34 0.92

My supervisor provided regular, helpful feedback 4.21 1.00

My supervisor provided quality support 4.05 1.20

I have maintained a professional relationship with my supervisor
since my internship

3.04 1.78

N = 56
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employed at the school in which the internship was completed. One graduate
illustrated this point through their provided comment:

My supervisor was brilliant. She checked in with me throughout my placement, and was
aware of my struggles and provided coping strategies for me to use. I am still in contact with
her in a professional basis, undertaking research in conjunction with [name] University at
my place of employment.

However, participants did experience challenges with the supervisory arrange-
ments. One graduate stated:My supervisor changed during the course of my Intern-
ship which made it difficult. Strong, positive Pearson’s correlation coefficient results
occurred between graduates’ satisfaction with their supervisor and the provision of
quality support (r = 0.875, p ≤ 0.01, N = 56), and between the provision of quality
support and regular, helpful feedback (r = 0.868, p ≤ 0.01, N = 56).

4.4.3 Perceptions of WIL School

The next section of the survey examined items relating to the school where graduates
conducted the WIL. Generally, graduates rated most items as being true to a reason-
able extent. Notably, the highest mean items were I developed positive relationships
with students (M = 4.87, SD = 0.33), I was accepted by other teachers on staff (M
= 4.36, SD = 0.90), I was satisfied with my internship school (M = 4.27, SD =
0.98) and I contributed to the school community (M = 4.25, SD = 0.98). The lowest
mean items were I was inducted into the school before my internship (M = 3.48, SD
= 1.55) andMy internship school had a positive view of online students (M = 3.91,
SD = 1.08). In terms of the schools’ view of online students, a participant provided
the comment:

My school views online teachers favourably and are open for different types of students.
I think due to my age and life experience as well as being able to manage my family
commitments and online study, I have better resilience and aptitude.

This perception was not shared by all graduates, with one stating

The external perception of online students is quite negative. Online students are initially
perceived to be not as competent as on-campus students and this presented a barrier to
placements and job opportunities.

The item: I contributed to the school community strongly and moderately posi-
tively correlated with all other 13 items, as did I was accepted by the other teachers
on staff,with the exception of the item: I interacted with parent(s)/carer(s). A strong
positive correlation was noted between the graduates’ satisfaction of the school and
the item: Staff at the school supported me during my internship (r = 0.734, p≤ 0.01,
N = 56).
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Table 6 Participant’s perceptions of the university

Survey item Mean Standard deviation

I sourced necessary information about the internship online 4.05 0.90

I understood how I was going to be assessed 4.30 0.89

I knew who to contact if I had an issue 4.39 0.76

The unit coordinator supported me during my internship 4.27 0.90

The professional experience staff supported me during my
internship

3.87 1.27

The expectations outlined for the internship aligned with those of
my mentor teacher and supervisors

4.21 0.89

The reality of the classroom aligns with university teaching 3.37 1.09

I accessed university online support 2.62 1.38

I understood how to access my internship reports 4.21 0.78

I was satisfied with the exit interview 3.98 1.45

N = 56

4.4.4 Perceptions of the University

The final section of the survey explored participants’ perceptions of the university.
Table 6 details the items, means and standard deviations.

The highest means related to items about knowing who to contact if there was an
issue, understanding how they were going to be assessed and gaining support from
the unit coordinator. The lowest mean related to accessing online university support
during the WIL. A participant made the comment in terms of studying online and
accessing support: Feel a lot more isolated, you use school resources and people for
support and help as opposed to university. Illustrating the differences in viewpoints,
another student noted: I loved the online component and it was easy to source my
professional experiences. Loads of online support. Of interest is the item: The reality
of the classroom aligns with university teaching, which had a minimum score of 1
and maximum of 5 and the mean in Table 5 indicates that there were graduates who
perceived this to a reasonable extent. Interestingly this item was relatively strongly
correlated with the item relating to the professional staff supporting the graduate
during the WIL (r = 0.602, p ≤ 0.01, N = 56). All items in this section of the
survey correlated positively. The strongest positive correlationwas between the items
relating to the unit coordinator support and the professional experience staff support
(r = 0.776, p ≤ 0.01, N = 56).
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4.5 Current Career Situation

52 of the 56 participants responded to items in this section. For the year following
graduation, 48% reported they were employed as a full-time teacher, 18% as a part-
time teacher, 27% as a casual relief teacher and 7% as other (e.g. education officer).
Of the 52 respondents, 27% were employed at the school where they undertook their
WIL.

The career intentions were for 84% to remain in teaching for their whole career,
14% for the short-term and 2% did not want a teaching career. Of those in the short-
term group, it did not necessarily mean a move away from education, as one graduate
noted:

I want to expand my horizons and continue my own education journey. I am interested
in developing innovative systems and tools for teachers rather than remain in a classroom
forever.

One of the majority of graduates who intends to remain in teaching for their whole
career explained:

I enjoy being a part of children’s education and I know I can motivate and inspire students to
learnby supporting thememotionally and socially so they can achieve their best academically.
I enjoy watching their growth; it is very rewarding.

5 Discussion

Contemporary issues confronting and reforming Australian ITE (see Fitzgerald &
Knipe, 2016) also influence ITE policy and practice on a global scale. Reform and
challenge are not new to ITE (Darling-Hammond, 2010); however, the past decade
has seen an intensification and pace of reform across many contexts (Cochran-Smith,
Stringer Keefe&Carney, 2018). Increasedmonitoring, evaluation and accountability
of teaching and ITE (Ingvarson & Rowley, 2017) together with sustained critique of
graduate teacher capacity, adequate recruitment, and retention of quality staff are all
driving reform (Zeichner, Payne & Brayko, 2015). Equally, simplistic perspectives
about disconnections between university-based and school-based teacher education
inform discourse about ITE generally and the outcomes associated with it (British
Educational Research Association, 2014). These complexities are reflected in the
changing nature of teacher educators’ work and their perceptions of it, particularly in
relation toWIL (Curtis, Martin &Broadley, 2019). ITE students’ active participation
in perspectives about and influence over WIL (Thomson et al., 2017) is also part of
the intricate weave of factors re-shaping ITE across global contexts.

One outcome of these rapid reforms has been the innovation and expansion of
WIL components (Lawson et al., 2015). The online ITE programs reported here
represent an innovative approach to WIL that sought to respond to the abovemen-
tioned global challenges by creating innovative spaces for ITE. This has resulted in
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a shared responsibility for transforming practice and providing equitable access for
students across diverse contexts (Cochran-Smith et al., 2018; Zeichner et al., 2015).
Online ITE afforded many of the participants access to ITE who would otherwise be
unable to access it (Pelliccione et al., 2019). The participating graduates in this study
were predominantly female, mature-aged, have had previous careers and juggled
child-rearing, family responsibilities and paid work in their local communities while
undertaking their ITE, thus bringing a wealth of unique and valuable perspectives,
knowledge and skills to their study (Beutel & Crosswell, 2013). These online ITE
students reported being highly motivated to do their best in the WIL as they have
much invested in their successful outcomes. Participants reported high overall satis-
faction withWIL. They also valued the innovative approach taken by their university
to engage school-based supervisors in the process. Providing the opportunities for
ITE students to source a WIL placement school within their own local communities
and to engage local supervising and mentoring teachers in an exit interview meant
that responsibilities for the priorities and perspectives for the WIL could be shared
between university-based and school-based teacher educators.

Teacher attrition is considered a wicked problem in many parts of the world
(Kelchtermans, 2017), and is increasingly viewed as an economic cost and work-
force planning issue, along with concerns about loss of expertise (Learning Pol-
icy Institute, 2017). There is some expectation that universities will contribute to
reducing attrition through their preparation of teachers. Similarly, WIL within ITE
has been described as persistently problematic (Southgate et al., 2013). Teachers’
social and relational needs influence their preparation throughout these key times of
development (Kelchtermans, 2017). This reflects other research that emphasises the
interconnected components of the teaching career ecosystem that are critical to over-
all outcomes (Ingvarson & Rowley, 2017). The innovative approach to WIL within
online ITE emphasises the essential links forged between ITE students and their
local professional communities. This approach prioritises WIL placements within
local contexts situated at great distances from the ITE provider. It also prioritises
supervision arrangements that share responsibility authentically and meaningfully.
This shared responsibility for WIL within fully online ITE resulted in just over a
quarter of the participants of this study being employed at the school where they
conducted their final WIL placement. This employment pathway reveals the capac-
ity of the graduate teachers to navigate their fully online ITE and perform within
the WIL placement to a standard sufficient to secure employment. Moreover, this
success reveals that high-quality online ITE WIL is informed by evidence-based
practice, effective digital tools and resources and draws on social learning theo-
ries in exceptional ways (Howell, Ferraccio Kaminski, Gazioglu & Oti-Aina, 2020).
These features promote interaction, collaboration and shared responsibility for WIL
while also emphasising the relational nature of ITE that is afforded through the fully
onlinemode of delivery. In no small part, these facets contribute tomost participating
graduate teachers stating that they want to remain in teaching for their whole career.
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6 Implications for Policy, Research and Practice

Globally, research into this approach to WIL is largely absent from the literature;
therefore, it is recommended that this research focus be pursued and expanded, given
the demographic diversity of ITE students, the geographic spread of this cohort and
the growth of online ITE that supports their engagement and success. Insights gained
about this component of fully online ITE are of global significance for ITE. As noted
in this chapter, there is a sustained interest in the capacity of teachers and graduates in
Australia and across the world (Bahr &Mellor, 2016; Teacher Education Ministerial
Advisory Group, 2014). There is also a need to record and make public shared
experiences of early career teacher attrition (Kelchtermans, 2017; Long et al., 2012)
to contribute to retaining quality teachers in the profession. With the diversification
of student cohorts and an ever-fluid multicultural population, there is also a need to
attract, prepare and retain graduates from a broad range of communities.

It has been recognised thatWIL in ITEwill endure and evolve over time (Southgate
et al., 2013). A number of lines of inquiry should provide valuable contributions to an
understanding of themost salient factors that support success. One such inquiry could
explore the ways in which students’ own agency supports their success. Students in
the online programs discussed in this project are scaffolded and supported to secure
their own WIL placements, within a framework of agreements established between
schools and the university. Indications are that this agency helps to enable success,
but it is not well understood whether this is because the students seek placements
in contexts in which they feel comfortable, whether the agency they feel or the
skills they need to interact with the school or centre give them more confidence
as they begin their placements, or perhaps that the school staffs themselves are
more positively receptive to students who are acting with agency and establishing
relationships directly with them prior to the commencement of their placements.
Another fruitful area for research could be to examine the impact of students being
able to manage their placements so as not to disrupt their family life; particularly for
those students residing in regional and remote locations.

The research findings contribute to a deeper understanding of the impact of fully
online ITE programs; they provide evidence-based understandings of the outcomes
associatedwith innovative practices in this space.As the need for greater access to and
flexible engagement with ITE expands, these insights and understandings will signal
new starting points for others to innovate further. As a result, the understandings
gained here may be influential within other global contexts. These insights may
be significant where online delivery supports broad and equitable access to high-
quality ITE. The benefits are likely to be considerable for diverse learners who may
be unable to access these opportunities through othermodes (Pelliccione et al., 2019).
The findings also have relevance in relation to career outcomes and experiences of
fully online graduates in other contexts and disciplines. The findings from this study
will therefore assist in continuing to develop professional learning programs that are
responsive to the evolving needs of online students globally.
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Chapter 16
‘Birds of a Feather Flock Together!’:
Rural Teacher Recruitment Policy
and Retention in and for Hard-to-Staff
Ugandan Schools

Gilbert Arinaitwe, John Williamson, and Sue Kilpatrick

Abstract This chapter reports on findings from a qualitative case study conducted in
four rural Ugandan public secondary schools in two districts fromMarch to October
2018. The study explored why some teachers stay while others leave rural teaching
positions. Data collection methods included interviews, policy document analysis
and researcher’s journal reflections. Interview data were collected from 20 teachers,
4 head teachers, 3 Parents & Teachers Association chairpersons, 2 Board of Gover-
nors chairpersons and 2 community leaders. A thematic analysis of data was pursued
using an iterative process. The central findings reported in this chapter include the
dynamic interaction between the Ministry of Education (MoE) policy, the govern-
ment officials, schoolboards, head teachers and parents; the inherent trade-offs, mas-
saged tensions and changing dynamics that have major impact on teacher retention,
teacher quality and student outcomes; and the role of history of religion and culture
in influencing the staffing of schools.

1 Introduction and Aims

Staffing rural schools with well qualified teachers is an international issue, including
in Australia (Aspland, 2006; Reid et al., 2011; Rice, Richardson, & Watt, 2017);
Canada (Fantilli &McDougall, 2009); the US (Ingersoll, 2004); Ireland (O’sullivan,
2006); Sweden (Lindqvist, Nordänger, & Carlsson, 2014); Finland (Heikkinen, Joki-
nen, & Tynjälä, 2012); China (Liu & Onwuegbuzie, 2012) and Africa (Mulkeen,
Chapman, DeJaeghere, & Leu, 2007).
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Globally, high teacher mobility and attrition rates are reported among schools in
rural locations which are often classified ‘hard-to-staff’ schools (Opfer, 2011). In
most urbanised countries, these rural schools serve minority and Indigenous pop-
ulations such as in Australia and New Zealand (Bradley, Draca, Green, & Leeves,
2007), US (Ingersoll, 2004) and Canada (Cherubini, 2008). In Asia and Africa, these
rural schools serve children from families with incomes that are generally much
less than those in urban areas (Mulkeen & Crowe, 2010). In Uganda, these ‘hard-
to-staff’ schools additionally have been labelled ‘hard to reach’ by the Ministry
of Education (MoE) due to their remoteness and isolation. In addition to teacher
turnover, the demand for teachers has increased in the past two decades due to the
introduction of universal education at primary (in 1997), lower secondary (2007)
and upper secondary (2012) levels. The increased student numbers has resulted in
teacher shortages (Asankha & Takashi, 2011). Furthermore, a shortage of science
andmathematics specialist teachers is evident in rural schools (Urwick&Kisa, 2014)
as in many other countries, including Australia (Weldon, 2015).

This chapter presents data from Uganda on the interplay between the implemen-
tation of MoE policies and rural staffing decisions. The findings are positioned in the
international context because of Uganda’s common history with many other British
Commonwealth countries whose education system was modelled on the English
system (Aspland, 2006).

2 Country Context

As in many other British Commonwealth countries, school education in Uganda was
initially established by religious bodies and private individuals. These schools later
started receiving government funding for staffing and resourcing public education
(Ssekamwa, 1997). The government established its own schools to provide access
to education for those who did not get places within religious and privately founded
schools (Ssekamwa, 1997). Within this framework, the original foundation bodies
for schools retained an influence in teacher recruitment and retention (Ssekamwa,
1997). Therefore, the public school system is comprised of government established
and government-aided schools which altogether make 34% of secondary schools in
Uganda. This has been legislated by the Education Act (2008) that requires Foun-
dation Bodies to (a) have representatives including the chairperson on the Board of
Governors (b) ensure proper management and promotion of the selected values and
attitudes and (c) be consulted by MoE in deployment of head teachers in schools of
their foundation.

The secondary education public school system includes 916non-tuition fee paying
schools, also called Universal Secondary Education (USE) schools and 103 tuition
fee paying schools (non-USE) (Ministry of Education, 2017). USE is implemented in
prescribed schools (one school in each administrative unit called ‘sub-county’) and
parents still provide ‘contributions’ towards payment of teachers, and therefore sec-
ondary education is neither universal nor free (Chapman, Burton, & Werner, 2010);
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it provides a lower cost education in comparison to the non-USE school system.
This chapter presents data from rural public USE schools specifically focusing on
the alignment between government policy and school-based staffing decisions.

The majority of USE schools are in rural areas and Uganda’s population is pre-
dominantly rural with an average growth rate of 2.7% for the period between 2008
and 2018, although the proportion of rural population has decreased from 81% to
76% over this period. The rural people identify with the first language or mother
tongue for their tribe but also are expected to learn English, the official language
and medium of instruction, which was retained after the colonial era in the quest
for a common language. Consequently, most rural areas are predominantly mono-
lingual and typically English literacy levels are low. In this context, proficiency in
local languages in rural areas influence teacher integration into the wider community.
Nonetheless, all schools that receive government financial support are expected to
employ teachers on conditions that meet the Employment Act 2006 and Education
Act (2008), which specify that employment decisions should be based on merit irre-
spective of the applicant’s religion, tribe or culture. The legislation is designed to
attract quality teachers who can provide quality education.

3 Research Approach

This chapter reports findings from a qualitative multi-case study (Yin, 2017) that
explored the lived experiences of teachers and rural schoolboards in teacher recruit-
ment and retention in rural public secondary schools in Uganda. Data were gathered
through document analysis and semi-structured interviews (Creswell & Poth, 2017).
Ethics approval was obtained from the Tasmania Social Sciences Human Research
Ethics Committee. The data were obtained from two districts (Kanungu and Kisoro)
selected from 24 districts that the MoE described as both hard to reach and hard to
staff. The two selected districts had 22 rural public secondary schools, 15 of these
were founded by various religious bodies, 5 by community and 2 by government.
The school records obtained from both districts at the onset of this study indicated
schools had independently recruited about a third of the teachers as shown in Fig. 1.

Figure 1 shows that the government does not provide sufficient teachers. In the
context of regular understaffing due to shortfalls in government revenue (Kuteesa,
Magona, Wanyera, & Wokadala, 2007), the schools recruit teachers to ensure there
is a trained teacher in front of each class.

Furthermore, the performance of students attending school in rural areas has
persistently been lower than their urban counterparts. A snapshot of Uganda Certifi-
cate Examinations (UCE) records, i.e. national examinations undertaken at the end
of lower secondary, (Figs. 2 and 3) illustrates this outcome in the two case study
districts.

As seen from Fig. 2, for the period 2011–2017 urban schools had a higher percent-
age of students in Division 1 (the top brand of student performance) than did rural
schools. On the other hand, Fig. 2 shows that rural USE public schools had a higher
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percentage of total students in Division 1 than other rural schools (Rural USE private
and Rural Non-USE private) but have not had any students who obtained Division
1 since 2014. This shows a decline in rural USE school performance in Kanungu
district.

In addition, rural public schools in Kisoro district (Fig. 3) had a higher percentage
of students in Division 1 than rural private school systems, a pattern that contrasted
with Kanungu district. However, Figs. 2 and 3 reveal a lack of choice of school sys-
tems in certain districts. For example, the Urban Non-USE public school system was
not present in Kanungu district whereas Urban USE private and Urban Non-USE
public were not present in Kisoro district. Therefore, to facilitate a reasonable com-
parison, this study focused on rural USE public school systems in the two districts,
which showed low student performance.

The sample included 2 religious founded schools and 2 government founded
schools, one of each school type selected from 2 districts. The schools were selected
because they had relatively high teacher retention for their district. Because the
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focus of this study was to obtain information-rich cases about hard-to-staff posi-
tions in hard-to-staff schools, a total of 31 participants including 4 head teachers, 3
Parents & Teachers Association (PTA) chairpersons, 2 Board of Governors (BOG)
chairpersons, 2 community leaders and 20 teachers from the hard-to002Dstaff sub-
jects of English, Science and Mathematics were selected using a combination of
opportunistic and purposeful sampling techniques (Ritchie, Lewis, & Elam, 2003;
Robinson, 2014). These techniques allowed for on-the-spot sampling decisions that
emerged during fieldwork (Suri, 2011). Verbatim transcription andmember checking
(Birt, Scott, Cavers, Campbell, &Walter, 2016) was conducted with all participants.
They all confirmed the records and did not add new information. Data were analysed
deductively and inductively adapting the thematic analysis steps of Braun and Clarke
(2006). NVivo, nodes and themes were developed from the transcribed data. Using
an iterative process (Bazeley, 2013), themes were re-identified and a process of the-
orising the findings was initiated. To protect participants’ confidentiality, participant
quotes are presented using pseudonym names.

4 Findings

This section first presents findings related to recruitment policy implementation prac-
tice and then presents three overlapping themes, namely, social connections, shared
cultural and religious values and low-quality staff, portraying biographies of recruited
teachers who were perceived to stay longer in Ugandan rural schools.
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4.1 Recruitment Policy Subversion

All participants reported that the staffing requests regularly submitted to MoE were
notmet, as shown inFig. 1.As a coping strategy,Boards ofGovernors authorised head
teachers to ‘temporarily’ employ more teachers to supplement those appointed by
government while waiting for government to fill the staffing positions. In moving to
address their school’s needs, head teachers have not complied with the MoE policies
regarding merit recruitment; they have acted autonomously to fill staffing gaps left
by the Ministry. Typically, the rural schools followed a ‘referral procedure’, that is,
someone of ‘good standing’ in the community or current teachers would nominate a
possible candidate to the head teacher.

The teachers employed in this manner were not given the same conditions and
salary as the Government appointed teachers. These teachers accepted poorer con-
ditions as they waited for better-paid government positions. Some head teachers
reported that the teachers recruited by the school were not issued contracts, not paid
during school holidays, had no statutory deductions (e.g. superannuation and tax)
and no leave benefits. This common theme is illustrated by Elijah’s statement:

We recruit them on temporary terms. We simply keep them here hoping government will
recruit them. They stay because they have no alternative. If they had, they would go away.
We know we pay them little. But again, we aren’t against them.We don’t pay salary to them.
We call it transport refund. We don’t give them appointment letters. It is unfair, but we can’t
help it. (Elijah, head teacher school D)

Elijah’s report starkly demonstrated how local school authorities ignoredUgandan
employment laws to cope with their school’s understaffing. Moreover, the data also
showed that when MoE positions became available, the head teachers felt obligated
to strongly support those teachers they had employed rather than consider merit-
based appointments from outside. Nonetheless, the Ministry advertised externally
for these positions and conducted the selection process as required by policy. This
selection process was ‘worked around’ by local school headteachers recommending
teachers—presently on their staff—to be confirmed into service by the Ministry. In
addition, most head teachers controlled Ministry-based teachers’ transfers by first
providing a release letter from the current head teacher and a cover letter from the
head teacher of the preferred school for the Ministry to effect the transfer.

4.2 Connections Developed During School and ITE
Education

This research found that most teachers at a rural school were born in the same
workplace district, had attended secondary education and conducted initial teacher
education (ITE) practicum in schools nearby to ITE providers. This early exposure to
the school and community enabled former students to connect with school authorities
and were perceived to be a better fit for the school. For instance, Elvis reported:
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I am an OB (old boy) of the school which gives me the attachment. Having excelled in those
subjects very well, which even I teach now, (my former) teachers welcomed me. I think that
is why later the head teacher recommended me and I passed the interview by Ministry (for
government job). (Elvis, teacher School B)

Rather than his ITE course grades, Elvis reported that it was his school-based
academic performance that helped him secure the job, first recruited by the school
and later securing a government jobwith recommendation of the school head teacher.
Elvis reported that he was a good role model as a student and so his teachers knew
he could continue his respectful behaviour. Similar experience was shared by James:

This is my school right away from primary to secondary. And when I was here, I was well
behaved, and I studied on (a school) bursary. I also did my school practicum in this school.
So, when I came in this school, it is as if I was coming home. (James, teacher School B)

These former students identified with the school. The school authorities sought
out former students because of the behaviour that compliments the school ethos. The
implication was that rural school students who performed less than urban students
in national examinations (as shown in Figs. 2 and 3) and went on to train as teachers
tended to return to their home communities as teachers and hence, it can be argued,
further weakened the quality of rural education.

The data suggests that most teachers in these rural schools were teaching where
they had completed their initial teacher education (ITE) practicum. The experience
provided opportunity to connect for future employment in the same school. The
respondents reported that factors such as limited financial resourcesmeant that school
practicum placement needed to be close to their home or relatives. In addition, the
location of the ITE provider enhanced the staffing opportunities of schools within
their region. This need to be close to the ITE provider and affordable accommodation
was generally combined with initial employment. For example:

I completed my diploma at Kabale National Teachers College in 1999. I came to this school
for school practicum and thereafter, I continued teaching. I found it easy to come to this
school because it was near my parents’ home. (Raymond, teacher School D)

Kabale National Teachers College was the nearest regional college for all schools
sampled. As reported by Raymond, the location of ITE and school practicum place-
ment were mediated by another factor, namely, the preference to teach near home.
In addition, location of nearby ITE providers further attracted teachers from distant
districts to nearby schools such as the case of Gideon:

I studied from Kabale National Teachers College. Although my home area is a bit far in
Parisa district, Eastern Uganda, when I was studying in Kabale I made friends. After our
studies, they are the ones who linked me up. They told me of an opportunity here… I had to
come and apply. I was given a job. (Gideon, teacher School D)

Gideon’s comment highlights that the social networks developed during ITE
course enabled him to secure a job in a school near the ITE institution as a result of the
‘referral’ recruitment system. The outcome of local schoolboards recruiting without
broad advertisement of vacant posts by using this ‘referral method’ was twofold: (i)
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schools typically were able to attract and retain mostly low-quality teachers and (ii)
schools employed applicants that resulted in the formation of an homogenous staff
that shared the ethnic/cultural and religious identities of the local community. This
is described in the next section.

4.3 Homogeneous Staff

Amajor outcome of the referralmethod identified by this researchwas the emergence
of homogenous staffs, as schools prioritised the employed of staff who shared ethnic
and religious values rather than those demonstrating academic excellence.

4.3.1 Shared Ethnicity and Culture

Both schools and teachers worked around the Ministry’s teacher recruitment and
transfer policy to secure (a) teachers who preferred the school near their home and
(b) teachers who preferred schools in areas with similar sociocultural profile to their
home. As reported by Albert:

At first, we had this problem of teacher turnover. Some teachers could come and after two
years you hear they have been transferred. Most of the teachers who could run away were
teachers who are from out of … (this)… district. These people … would be posted (here),
after accessing the payroll, you hear that they are going away, opting for a transfer. We opted
for teachers who come from around here… (Albert, head teacher School B)

Albert’s report was common in identifying how recent graduates accepted rural
deployment to access a government job and then used this as a stepping stone to
transfer to preferred urban locations after completing the compulsory years. To obtain
teachers who would commit to stay longer, Albert reported that school authorities
employed teachers seen as ‘homegrown’. The homegrown teachers were described
as teachers that shared ethnic and cultural identity and first language with the rural
community. For instance, Deborah said ‘I did not feel any reason to transfer and leave
knowing there is no other teacher of English able to handle the students. These are
my people! Why should I leave them stagnant and I go to teach others?’ (Deborah,
teacher school A). Similarly, Brian, also a homegrown teacher, said:

We are teaching our own people. We are nurturing our own people. They need to benefit
from us, the commoners [sic] of the area. So sometimes, I feel comfortable to work in an area
where I am born rather than takingmy knowledge somewhere else. (Brian, teacher School A)

Both Deborah and Brian, along with other interviewees, indicated that the shared
ethnic identity with rural communities influenced their decision to stay.

In addition to the important instructional teaching activities many of the home-
grown teachers reported they perceived themselves as role models to students and
also played a major role in linking rural parents and school authorities. For example,
Kevin said
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We are like ambassadors of this rural area. We hear people say that ‘if our students are being
taught by this very person, then they are in safe hands’. Because, if I can tell you, those
people from where I come from, most of them trust me with their children and sometimes
you find them asking me how their children are performing. And probably if the children
have other bad behaviours, then I am a point of reference. And even the children behave well
at school and at home because they know I can tell their parents and school administration.
(Kevin, teacher school C)

Kevin reported the role played by homegrown teachers in monitoring students’
behaviour both in and outside school. In the context of high student dropout rates
in rural communities, this research found that homegrown teachers provided more
support for rural students to stay in school. Kevin also reported the bridging role
that homegrown teachers play between the school authorities and parents. This was
important because rural parents and students were reported to have low English
proficiency, the official language for all Ministry and school communications to
parents and the mandated medium of instruction in schools. Consequently, the par-
ents trusted homegrown teachers to interpret or translate communications. Students
also expected teachers to be bilingual in instruction. The respondents indicated that
schools coped with the language policy tension by recruiting teachers familiar with
the first language of the rural community.

The issue of proficiency in local language was also reported by Gideon, a
newcomer teacher.

Going to the community, I always went with teachers in the evening hours. Because I never
knew the language very well, I would communicate with teachers but for now I know their
local language. If I go, I can communicate verywell with any person in the community. Being
a Bantu, and the Bakiga are also Bantu, it was not difficult for me to understand the language.
Within like two months, I had known most of the things. (Gideon, teacher school D)

As indicated by Gideon and other participants, homegrown teachers served as
boundary crossers (Kilpatrick, Cheers, Gilles, & Taylor, 2009) to induct newcomer
teachers into the wider local community. In addition, this research found newcomer
teachers were attracted and stayed longer in rural communities because of the simi-
larity of the cultural environment to the communities in which they grew up. In the
case study schools, almost all newcomer teachers were from either adjacent districts
or shared Bantu ethnic identity with the rural communities and students. For exam-
ple, a newcomer teacher from an adjacent district said, ‘Compared to the place I was
born, life …. (here)… is relatively the same because language is the same, food is
the same, people socialise the same way, so life is the same’ (Norman, teacher school
C). Both Norman and Gideon indicated that knowledge of local language enabled
them to fit into the community.

4.3.2 Religious Values and School Ethos

The Education Act (2008) requires MoE to ‘consult’ with the Foundation Bodies
of government-aided public schools on the appointment of head teachers for their
schools. Consequently, head teachers were endorsed by the school’s Foundation
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Body. In addition, Foundation Bodies were responsible for the promotion of values
within schools of their foundation. As a result, through the head teacher, Foundation
Bodies appointed teachers who reflect or embrace their values. An example was
provided by Stanley:

This is a Church founded school and so, as a Church, we have a big interest in the school
and the school must make sure that students get education [sic]. So, we look at different
parameters. Is this person promoting most of the values of the foundation body? Are these
values being instilled within the students? And to me if somebody is delivering, he can stay
in the school as long as he wants. (Stanley, Board of Governors Chairperson, school B)

Stanley reported ‘different parameters’ for recruitment and retention of teachers
that the Foundation Body considered. The data strongly indicated that, on one hand,
the MoE focused on a teacher’s knowledge and skills while the Foundation Body
focused on the teacher’s values to be role models in instilling a particular values edu-
cation. Consequently, teachers sought positions in schools founded by their religious
affiliation or schools with which they shared an ethos. For example, Daniel reported:

Because of my status as a priest, the bishop loved that I came to this school to chaplain it
and then work as a teacher (of English). So that one consolidated my capacity to and my
chance to come to this school. (Daniel, teacher school B)

Daniel reported that the Foundation Body influenced his recruitment and retention
in the school as both a school chaplain and a teacher of English. In this case, theMoE
recruitment process was worked around to secure an appointment for a teacher who
matched values rather than competences in knowledge and skills. In addition, the
findings also indicate that teachers with different religious affiliations who adapted
to values of the school were also retained.

4.3.3 Low-Quality Staff

Another major outcome of this referral method was attraction and retention of low-
quality staff. The guidelines from MoE required teachers with a minimum qualifi-
cation of a Diploma in Education to teach lower secondary (S1–S4) and teachers
with a minimum qualification of a Bachelor of Education degree to teach upper sec-
ondary (S5–S6). Participants reported that due to understaffing, some teachers were
deployed to teach subjects they were not trained to teach, and others taught at a
level they were not qualified to teach. As Richmond said, ‘At times we employ some
people who are not competent and for that matter it affects the performance of our
students’. (Richmond, PTA Chair school D). In addition, there was concern about
the competence of those with the required qualifications. Stanley stated:

The competences of teachers are a big challenge. Not all can teach the upper section of lower
secondary and others may lack competences to handle upper secondary level. Because what
happens is ‘star’, that is, very good teachers with high competences tend to remain in urban
areas. Then those who lack certain competences go to rural areas. If you are in high demand,
you go to urban. If you are not in high demand, you go to or remain in rural. (Stanley, BOG
Chair school B)
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Stanley highlighted that rural schools were often staffed by low-quality teachers
who were not able to improve student performances and that competent teachers
in a high demand subject areas tended to be appointed to an urban school. He also
noted that through a process of informal sifting, teachers with little or no curriculum
expertise and weaker teaching competences were then employed in a rural school.
This, in turn, weakened and limited the options available for the rural students to
effectively learn and this cycle helps to explain the poor results shown in Figs. 2 and 3.

As a coping strategy, local school authorities sought to supplement their existing
less qualified or out-of-subject teachers with more competent teachers from urban
schools on a part-time basis. This has resulted in a ‘game of buying talent’ which
ignored the guidelines from the Ministry of Education that discouraged full-time
teachers from multiple jobholding.

5 Discussion

One key finding in this chapter is the subversion or ‘working around’ of the MoE
employment policies by rural school authorities to obtain teachers, who would be
employed by the school andwhom they perceivedwould be able to fit in the rural com-
munity and stay longer. Consistent with Oliver (1991), this research found schools
used strategic tactics to adaptMoE policy enactments. Policy subversion (MacBeath,
2008) was evident when head teachers controlled school-based teacher recruitment
of extra teachers and later recommended these locally recruited teachers to the Min-
istry for government appointment. Hence head teachers influenced the outcomes of
the merit recruitment procedure. This chapter has described the major role played by
head teachers in the teacher recruitment process. While the MoE recruitment policy
required head teachers to submit a list of staffing needs, in practice, they simply
recommended candidates to fill the positions which the MoE officials consequently
approved.

The head teachers controlled the staffing decisions and were proactive in appoint-
ing teachers who were more closely aligned with the school values and ethos. In all
cases, the head teachers co-opted schoolboards and parents to approve their staffing
decisions. In this role, head teachers acted as ‘gatekeepers’(Corra &Willer, 2002) for
these schoolboards. The findings are consistentwithMuwagga,Genza, and Ssemulya
(2013) who argued that head teachers were entrusted to promote the values of the
Foundation Body. Consequently, priority for selecting teachers for recruitment and
retention was placed on values fit rather than broader academic content and teaching
competences fit (Gudmundsdottir, 1990).

The pattern of referral recruitment that prioritised values fit rather than broader
academic content and teaching competences fit results in a lower quality rural teacher
workforce. This pattern has implications for rural education and student performance
in standardised national examinations as shown in Figs. 2 and 3.
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This chapter has described how teachers were attracted and retained in schools
near ITE institutions. This pattern of initial appointment of ITE graduates to close-
by schools has also been reported in Australia (Mayer et al., 2017). Boylan and
McSwan (1998) argued that teachers who taught in rural locations during practicum,
attended pre-service teacher education from institutions located in rural areas or had
taught in other rural schools stay longer. This early exposure (Trinidad et al., 2011;
White & Kline, 2012) and particular experiences in pre-service teacher education
(Kline, White, & Lock, 2013; Masinire, 2015; Reid et al., 2012) familiarise teachers
to the demands and attractions within rural areas and this early exposure contributed
to teacher retention. In addition, this chapter reported how a pattern developed of
teachers with shared ethnicity and culture securing employment in a rural school
(Gersten, Keating, Yovanoff, & Harniss, 2001; Olivarez & Arnold, 2006).

This research demonstrates that rural school authorities preferred teachers pro-
ficient in the local mother tongue or first language to accommodate the needs of
both parents and students. This was a coping strategy but did not address the tension
between English, the official language and medium of instruction with Runyakitara
language (Bernsten, 1998), themother tongue or first language for rural communities
in this study. The schoolboards ignored MoE policy re English-language proficiency
and were proactive in appointing teachers who spoke the mother tongue or first lan-
guage predominantly spoken in rural community (Early & Norton, 2014; Tembe &
Norton, 2008).

This chapter reported that parents and community leaders preferred homegrown
teachers for employment in public schools in their area.Consistentwith prior research
in theUS (Boyd,Lankford, Loeb,&Wyckoff, 2005;Burton&Johnson, 2010; Irizarry
&Raible, 2011; Reininger, 2012) teachers preferred to teach close towhere they grew
up and in areas with similar characteristics to their hometown. In Australia, Mayer
et al. (2017) found a pattern where teachers ‘taught in schools in areas where they
lived prior to entering the university program … (or schools located) in areas with
similar socioeconomic profile as that in which they lived prior to their teacher prepa-
ration’(p. 107). Kilpatrick and Abbott-Chapman (2002) assert that young people
prefer to find jobs near to home due to family and school/community social capital.
Hardré (2009) argued that ‘more home-grown teachers fit with their own similar rural
cultures, know how to survive and are familiar with the place’ (p. 4).

This research has established the reasons why Ugandan rural school authorities
prefer homegrown teachers. These reasons include: the teachers were role models
for students to enhance student retention, i.e. rural students were motivated to stay
in school by teachers they were familiar with as neighbours or kinship members in
the community; the homegrown teachers served as a link between the parents and
the school, and acted as ‘boundary crossers’ (Kilpatrick et al., 2009) for newcomer
teachers to integrate in community.

The attraction and preference of homegrown teachers resulted in a pattern of
homogeneous rural school staffs. It is likely that a pattern is emerging of an education
system that separates communities along ethnic and religious situations in addition
to rural/urban lines. A ‘community fit’ that attracts teachers to where they have
religious, ethnic or place connections appears to be a consequence of theMoE policy
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rural school-action disconnect. This community fit preference as argued by Engel
and Cannata (2015) has potential to reinforce and exacerbate inequalities across
schools and districts. It is likely that the poorer student results in Figs. 2 and 3 are a
consequence of this practice. The findings reported here indicate the inherent trade-
offs, tensions and changing dynamics that have major impacts on teacher retention,
teacher quality and student outcomes in Uganda.

The policy and practice picture presented in the chapter has illustrated a complex
ethnic, social, cultural and financial factor mix that has resulted in a series of actions
by rural schools intended to provide the best learning opportunities for their students
and community that they can. Paradoxically, the data suggest the interaction of policy
and rural school actions is lessening learning opportunities andoutcomes for students.
In this situation the MoE appears unwilling or unable to provide enough teachers to
schools as it simultaneously responds to global calls for free universal education.

To address these issues there must be changes to policy and policy implemen-
tation. The MoE should provide sufficient staffing to schools to ensure both rural
and urban students receive the quality, free universal education they are entitled to
under the Government’s policies. The MoE should work in partnership with school
Foundation Bodies in recruitment, employment conditions and ongoing professional
development of teachers so that a sufficient number of teachers meet the standards
required to teach senior levels. These actions may not be easy to develop and imple-
ment, however, the emergent data on rural school student learning performance show
that change is essential.

This chapter has illustrated the challenges faced by many countries in Africa and
elsewhere as they strive to implement free universal education, regarded as the global
norm, in the context of limited government resources and powerful local ethnic, social
and cultural norms.
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Chapter 17
Teacher Professional Development,
the Knowledge-Rich School Project
and the Curriculum Design Coherence
Model

Elizabeth Rata and Graham McPhail

Abstract The chapter is about the Curriculum Design Coherence Model (CDC), an
innovative curriculum design tool for use in the professional development of teachers
in all education sectors. The theory of knowledge-that informs the Model’s design is
explained. This is followed by a description of the Knowledge-Rich School project
which is trialling the CDC Model. The Project’s findings show that the Model is an
effective curriculum design method in teacher professional development. Insights
into the Model’s strengths and limitations which have emerged from its application
in the project and which have led to the Model’s ongoing refinement conclude the
chapter.

1 Introduction

In this chapter, we address the ongoing issue of professional development within
the context of a global tension between generic, outcomes-based curricula and
knowledge-based approaches (Lourie, 2020). This tension has placed a focus both on
teachers’ ability to design their curriculum and on the role of professional develop-
ment programmes in this task. The continuing professional development of teachers
(CPD) in relation to curriculum design became a significant concern internationally
as the trend of generic, outcomes-based curriculum documents became the norm
from the 1990s (Priestley & Sinnema, 2014; Voogt & Roblin, 2012). These interna-
tional policy shifts towards under-specified curricular content ostensibly place more
responsibility on teachers to become curriculum designers as well as teachers. There
is a tacit assumption that teachers are up to the task, which is a complex one (Muller,
2006). The issue of teacher development in the area of curriculum design has been
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highlighted recently in England where the National Office for Standards in Educa-
tion, OFSTED, has emphasised curriculum design as a renewed focus for school
inspections and teacher certification (Department of Education, 2019; OFSTED,
2018, 2019; Spielman, 2018).

While curriculum development is less explicitly linked with compliance and
inspection in other countries the issue remains that teachers are now expected to play
a much greater role in curriculum design than in the past (e.g. Hoadley, 2018; Min-
istry of Education, 2019; NSW Education Standards Authority, 2018). For countries
like New Zealand, which have a localised curriculum and no nationally prescribed
content, teachers have complete autonomy to both select and design the curriculum.
Within this context of heightened awareness of the need for increased teacher exper-
tiseweprovide an account of an innovative professional development programme that
is focussed on empowering teachers in the area of curriculum design through the use
of The Curriculum Design Coherence Model (CDC) (McPhail, under review, 2020;
Rata, 2019a). The model is being trialled in the Knowledge-Rich School Project in
New Zealand and in England (Pountney, 2020).

TheCDCModel is an innovative curriculum design tool for use in the professional
development of teachers in all education sectors including primary, secondary, and
higher education. Our purpose in the chapter is to argue that good curriculum design
is essential to teacher professional practice (Spielman, 2018; Young and Lambert,
2014) and to show the contribution of the CDC Model to developing that expertise.
Such expertise includes first, effective performance in course design and teaching,
and second, the ability to judge one’s performance in those two areas. In turn, mak-
ing judgements requires evaluative criteria with which to inform curriculum design
decisions. Knowing the reasons for and the effects of one’s decisions enables crit-
ical reflection and analysis leading to improved decision-making. Indeed, making
informed judgements is the hallmark of a professional. It is what elevates teaching
from being a technical or craft activity based on tacit knowledge and skills (however
competently executed) to a profession (Winch, 2017).

For this reason, the CDC Model recognises the three forms of knowledge identi-
fied by Aristotle in his Nicomachean Ethics (1994) as the components of teachers’
professional practice. They are theoria or the epistemically structured form of knowl-
edge which proposes ideas themselves. Following Ryle (1949) and Winch (2013)
we use the term ‘knowledge-that’ to refer to this propositional knowledge. In the
CDCModel ‘knowledge-that’ is an over-arching term for a number of propositional
knowledge forms. These include ‘knowledge-why’ (explanation), ‘knowledge-what’
(definition), ‘knowledge-who’, ‘knowledge-where’, and ‘knowledge-how’.

There is another form of knowledge which is connected to but different from
all these knowledge-that propositional forms. This is ‘knowing-how-to’ (Aristotle’s
techne). In the teaching profession ‘knowing-how-to’ is the application of a teacher’s
knowledge-that to professional practice, to pedagogy in otherwords. It includes peda-
gogical skills connected to the curriculum such as the skill of ‘knowledge-that’ selec-
tion and sequencing. It may also refer to competency in designing the knowledge to
be taught so that it matches the level of the students and links prior understanding to
new understanding. ‘Knowing-how-to’ is the application of ‘knowledge-that’ in all
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professions. In the teaching profession specifically, the connection of ‘knowledge-
that’ to ‘knowing-how-to’ is the connection of pedagogy to the curriculum. Before
that connection can happen however, each academic subject’s ‘knowledge-that’ must
be designed in logical ways to capture the inherent systems of meaning which struc-
ture its propositional knowledge. These systems of meaning are knowledge-that’s
epistemic structure and we say more about this term below.

The third form of knowledge (Aristotle’s phronesis) refers to the moral and ethi-
cal dimensions which the knowledge serves in relation to developing students’ aca-
demic identity. Phronesis is recognised in the aim of the CDC Model which is to
build teachers’ competency or know-how-to so that students benefit from their teach-
ers’ increasing expertise. The ethical position informing the CDC Model is that all
students, whatever their backgrounds and circumstances, have a right to the type of
knowledge (theoria) that will enable them to both see beyond the limits of their expe-
rience and bring that critical intellectual faculty to understanding, even to changing,
their circumstances (Rata, 2017). This requires teachers to have subject expertise
(KT) and pedagogical expertise. The CDC Model is a tool to develop both forms of
professional expertise.

Given the central role that curriculum design plays in professional practice we
have created an innovative curriculum design model which gives teachers a coherent
process to apply in designing their courses. The model can be utilised to develop
curricula at the topic level and at the course or programme level. Crucially the CDC
Model justifies each step in the design process according to the knowledge being
designed (McPhail, 2020; Rata, 2019a). In other words, the CDCModel is informed
by a theory of knowledge (Bernstein, 1999; Winch, 2013; Young 2013) which not
only recognises that knowledge’s epistemic structure (the source of an academic
subject’s internal coherence) but carries the logic into how the knowledge is designed
for teaching (Muller, 2009).

We begin the chapter with a detailed description of the CDCModel. This includes
an account of the theory of knowledge which informs theModel’s design and creates
its innovative features. This grounding in established theories of epistemically struc-
tured knowledge, a structure comprising ‘knowledge-that’ and ‘knowing-how-to’
(Aristotle, 1994; Ryle, 1949;Winch, 2013), justifies our claims for the CDCModel’s
usefulness as a curriculum design tool. Section three follows with a description of
the Knowledge-Rich School project which is trialling the CDCModel with teachers
in a number of New Zealand schools and with a group of primary school curriculum
leaders in the England. We describe the Project’s initial findings to show how these
findings support the wider claims for the CDCModel’s usefulness in teacher profes-
sional development. In section four we describe insights into the Model’s strengths
and limitations which have emerged from its application in the project and which
have led to the Model’s ongoing refinement.
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2 The Curriculum Design Coherence Model

The model is underpinned by a theory of knowledge-that Muller terms socio-
epistemic (Muller, 2009). The theory recognises the social processes that constitute
the production of disciplinary knowledge, its contested and fallible nature, but also
its objective potential. This objective potential is made possible by the approaches of
science where knowledge is continually put to the test, revised, and always consid-
ered fallible, and where knowledge is structured with internal epistemic coherence.
Epistemically structured knowledge provides unique affordances for cognitive devel-
opment because of its inferential structure which creates ‘a system of meaning’. This
isAristotle’s ‘theoria’, Vygotsky’s (1986) ‘scientific’ knowledge,Durkheim’s (1998)
‘sacred’ knowledge, Bernstein’s (1999, 2000), ‘vertical discourse’, and Young’s
(2008) ‘context-independent knowledge’.

AsWinch (2017) notes, deep learning (mastery) is about understanding and utilis-
ing the relationships between the propositions and concepts of an area of knowledge
rather than an accumulation of facts. Developing this inferential ability gradually
provides the means for a teacher to ‘see the whole’. The unique affordances for
such epistemically structured knowledge justify the emphasis on it in the model
rather than on socio-cultural knowledge. In the field of social realism the distinction
between epistemically structured propositional knowledge (knowledge-that) and the
social knowledge based in experience is termed knowledge differentiation. The sig-
nificance of epistemically structured knowledge as the site of systems of meaning
is encapsulated in the term ‘powerful knowledge’ (Barrett & Rata, 2014; Parker,
2018; Maton & Moore, 2010; McPhail & Rata, 2015; Moore, 2007, 2013; Muller,
2000;Muller, &Young, 2019; Rata, 2012;Wheelahan, 2010; Young&Muller, 2013;
Young, 2008).

The key proposition underpinning the Model is that the epistemic structure of the
academic subject is the source for learning coherence and depth. Epistemic structure
as elaborated in conceptual systems of meaning provides the model’s main cohering
mechanism. It is important to note at this point that by concepts we mean subject or
disciplinary concepts not generic concepts such as critical thinking and problem-
solving. The latter have no epistemic basis separate from a knowledge domain
(McPhail, under review, 2020). The second source of coherence is the central place
theorised for ‘knowledge-that’ (subject concepts and content) and knowledge-how-
to (subject competencies, techniques, and skills). The interdependent relationship
between them is seen in the way that ‘knowledge-that’ provides the concepts which
feed into their use in ‘knowing-how-to’ application. This interdependence avoids
the skills versus knowledge bifurcation by connecting both forms of knowledge in a
coherent and justifiable manner.

The Model’s second key proposition is that developing a greater level of connec-
tion and coherence between these knowledge formswill lead to improved curriculum
design, teacher understanding of the relationship between what, when, and how to
teach, and deeper student learning. To that end the Model identifies four connected
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Elements which make up the curriculum design process. The elements are: 1. Sub-
ject topic proposition and concept selection; 2. Connecting concepts and content; 3.
Connecting ‘knowledge-that’ to ‘know-how-to’; and 4. Evaluating ‘knowledge-that’
and its application in the various ‘know-how-to’ competencies. Further coherence is
achieved as subject content, subject competencies, and evaluation are all connected
to the concepts identified in Element 1. We will now outline each of the Elements of
the model in more detail.

Where themodel is being utilised at the topic level, Element 1 Select and sequence
the subject concepts from a topic proposition involves establishing a proposition for
the topic which should encapsulate the key concepts. For example, for the science
topic ‘photosynthesis’ the proposition is likely to be something along the lines of
‘photosynthesis is a process used by plants and some bacteria and some protistans
to convert light energy into chemical energy… oxygen is also produced’. For early
years study of grammar where the topic is the written sentence the proposition would
be ‘the sentence is the basic grammatical unit for the communication of ideas always
expressing a complete idea thatmakes sense standing alone and that typically contains
a subject and predicate’. The teacher then brainstorms all the concepts related to the
topic and considers the relationship between them. There is likely to be some form
of hierarchy—a meta-concept and subordinate concepts, which in turn may imply
sequencing for teaching. Table 1 contains an ordering of some of the key concepts
for the topic ‘the sentence’ for a primary school context. It also shows the content
which ‘belongs to’ the concepts. This content, such as ‘noun’, ‘verb’, and ‘adverb’
is used when children practise the knowledge in the various learning activities.

It is important to note at this point that themodel is a theoretical curriculum design
tool and not a teaching (i.e. pedagogical) design tool. As Bruner has suggested ‘a
curriculum is more for teachers than it is for pupils’ (Bruner, 1977, p. xv). The
breadth and depth of the conceptual map of the subject topic that the teacher will
reveal to students is a pedagogic decision dependent on the learning level and prior
knowledge of the students. Significant key concepts are likely to be the same through-
out the years of schooling, and to recur in a spiral fashion although the systems of
meaning they generate will increase in complexity according to the curriculum level
(Bruner, 1977). The purpose of the CDC Model is to make visible the interconnec-
tions of concepts within the subject topic because a concept acquires its meaning
in relation to other concepts within the epistemic structure of ‘knowledge-that’. In
relation to Knowledge-that, students’ eventual mastery relies on gradual cognisance

Table 1 Example of a
conceptual map of a topic for
early years teaching

Topic The written sentence

Meta concept Grammar

Concepts and Content
syntax—subject, predicate, verb, and object …
word class—noun, verb, adjective, and adverb …
punctuation—capital letter, full stop, and comma …
sentence extension—conjunctions, phrases, clause, subordinate
clause, adjectively phrases, and adverbial phrases …
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of inferential relationships within the overall system of meaning, and the connection
to ‘knowing-how-to’ (See Element 3). As Rata (2019a) has explained:

Although the CDCmodel’s first element refers to concepts, this does not mean that concepts
should always be taught before competencies and content. Making visible the connections
between the model’s elements is intended to assist the teacher in curriculum design. Ped-
agogic design in contrast, while acknowledging the knowledge connections, also requires
teachers to take into account the myriad of factors involved in teaching, all of which require
professional know-how-to (p. 693)

Where the model is being utilised at the course design level, Element 1 will
involve a more in-depth and comprehensive consideration of the conceptual content
of topics at the meta-level. For example, one participant group in the project has used
the model to design a course for years 7–13 Mathematics in a New Zealand school.

Element 2 concerns the selection of content through which the concepts selected
in Element 1 are elaborated and made real; Connect Concepts to Content. The dif-
ferentiation between concepts and content was initially a difficult intellectual task
but an important one in terms of recognising the different functions they fulfil in
curriculum design. Concepts are abstract and therefore transferable and potentially
context-independent whereas content is specific and bound to a context. To establish
a deep and coherent connection between the concepts and the content three criteria
are suggested for content selection. The first criterion is epistemic. The teacher needs
to ask: what content best exemplifies and elaborates the meaning of the concepts?
Is the content (for example a poem, a novel, a scientific principle, sets of evidence)
apposite for elaborating the particular qualities of the concept(s) to be studied.

The second criterion for selecting content concerns the socio-epistemic nature of
conceptual knowledge; ‘the context of the concept’. The teacher includes content that
elaborates the history of the concept; e.g. the social and political circumstances in
the eighteenth century surrounding the emergence of democracy for a Social Studies
topic, or, in the case of Music, the history of The Blues in the experiences of African
Americans. Providing this historical context enables the teacher to show that concepts
develop and change and that ideas are always provisional and subject to challenge.
Understanding that concepts and theories are always provisional helps teachers and
students to grasp the difference between fixed beliefs and fixed content on the one
hand (those found in religion for example), and the dynamic and generative nature
of epistemically structured concepts and theories on the other.

The third criterion for content selection is socio-political. The teacher asks: is
this knowledge that we, as a society, want the next generation of citizens to know?
How will the students benefit from acquiring this knowledge? For example, in many
instances of content selection it is likely to be important to draw attention to the con-
tributions of minority groups to knowledge production and to the contested nature of
‘truth’ within a subject. This criterion supports the argument that a national curricu-
lum has a larger purpose than being about students’ education only. That purpose is
to create and transmit a society’s collective representations (the way it views itself)
to future generations. In other words, the national curriculum is the main contributor
to a modern society’s cohesion (something often performed by religion in the past)
(Rata, 2018).
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The third Element of the model, Connect ‘knowledge-that’ to ‘knowing-how-to’
brings these subject components together. This is a response to the knowledge-skills
bifurcation that has led to fragmented curricular in at least two countries that have
adopted outcomes-based curricula and teacher autonomy in curriculumdesign—New
Zealand and South Africa (Hipkins, Johnston, & Sheehan, 2016; Hoadley, 2018) and
more recently,Wales (Sinnema,Nieveen,&Priestley, 2020). ThisElement focuses on
two competencies of ‘knowing-how-to’.Performance competencies refer to the skills
used to apply ‘rules’ in practice and to the student’s ability to assess the performance
of that application in terms of the quality of the outcome. Judgement competencies
refer to the degree of mastery in using concepts to inform practice or theoretical
problems and therefore apply understanding. This competency also includes judg-
ing the effectiveness of the solutions and understanding. Judgement competencies
require students to use their ‘knowledge-why’ or explanatory knowledge to say why
something is the case and assessment (Element 4) needs to recognise how the two
types of competencies are different but how they are connected using explanatory
judgement.

The activities that connect knowledge-that to ‘know-how-to’, ‘carry’ the concepts
in a sequence that draws on the epistemic structure of propositional knowledge and
that is appropriate for the topic, the activity, the student age level, inherent conceptual
challenges (such as threshold concepts), and prior learning. These learning activities
use the contentwhich best expresses the concepts (Criterion 1). Crucially, the purpose
in connecting ‘knowledge-that’ and ‘know-how-to’ is to link the subject concept to
a range of specific instances where the concept can be applied and ‘made real’.
This moves the student beyond only being able to identify and describe towards
demonstrating ‘intelligent ‘knowing-how-to’.

The final Element is ‘Evaluate knowledge-that and ‘knowing-how-to’. Lying at
the heart of theModel is the student’s developing ability to make judgements through
demonstrating intelligent ‘knowledge-why’. Rata (2019a, p. 684) suggests that mak-
ing judgements is the ‘connective tissue’ of the model. Judgements are the means
(the acts) by which the connection between ‘knowledge-that’ and ‘knowing-how-to’
is made visible. Where a student has been given access to and begun to understand
the interrelationships between the concepts and their application to real life, the stu-
dent will be able to begin to make judgments with deep understanding; that is by
drawing on their knowledge-that to evaluate their ‘knowing-how-to’. Both formative
and summative tasks should be designed with this premise in mind; for students to be
able to show their increasing understanding of the connection between ‘knowledge-
that’ and ‘knowing-how-to’; through the demonstration of their ‘knowledge-why’
understanding.

Three competencies are highlighted for evaluation in the model—recall, skill and
technique, and intelligent ‘knowing-how-to’. Recall is important because memoris-
ing content creates long-term memory banks by providing the ‘raw material’ for
conceptual understanding to work on. This competency requires students to recall
the object(s) that a concept can be applied to. To do this, students need to know a great
deal of content. Teaching facts, figures, numbers, letters, vocabulary, names, events,
and so on—all the content that makes up the objects of academic subjects—should
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occur fromyear one. Student understanding happenswhen the concept is ‘brought to’
the content. This competency also assesses the student’s use of the correct vocabulary
used in all three Elements.

Competency two concerns the level of mastery of the skills and techniques needed
to demonstrate understanding of concepts and memorisation of content. It focuses
on the degree of performance competency the student has in using specific skills
and techniques to apply formulaic or procedural rules to the concepts and con-
tent. The final competency—intelligent ‘knowing-how-to’—is the most important
in that it includes selecting what formula or understanding to apply, which skills and
techniques to use, in which context or situation, and finally judging whether these
selections produce quality. This is the level of judgement competencies referred to
in Element 3. Each competency in Element 3 requires responses at increasingly
higher order or abstract cognitive levels. For example, for the topic of the sentence
introduced earlier, the student would be able to write apposite and accurate sen-
tences appropriate for a specific purpose. The student will also be able to use correct
language for the content that expresses the concepts (e.g. Concept—syntax. Con-
tent: subject, verb, object, clause, conjunction) to explain to the teacher how they
consciously constructed their sentences explaining aspects such as SVO order.

3 Section Three

This section provides a brief description of the application of the CDC Model in the
Knowledge-Rich School Project and describes the initial findings at the end of the
project’s first year. The Knowledge-Rich School Project is a four-year collaboration
between university researchers and teachers in New Zealand and in a teacher profes-
sional development programme in England (Pountney, 2019). The project builds on
an earlier study undertaken in a university engineering faculty (Collis, Wang, Rowe,
Rata, McPhail, 2017). The original model theorised how to design the curriculum
for a concept-rich but problematic first-year electrical engineering course. Follow-
ing that study the CDC Model was developed into its current form (see preceding
section) and initiated the Knowledge-Rich School Project starting at the beginning
of 2019. This collaboration between university researchers and teachers is a profes-
sional development project which ‘takes place often through a dialogical relationship
between researchers and practitioners’ (Heikkinen, de Jong & Vandervinde, 2016,
p. 5). The following account refers to the project in New Zealand.

The central question of the project is: Is the Curriculum Design Coherence Model
an effective curriculum tool for the design and delivery of topics that creates deep
curriculum coherence, develops teacher curriculum expertise, and contributes to stu-
dent learning and understanding? Our specific objective for the 1st year was to
investigate how the teachers in the project found using the Model to design their
curriculum. We then refined the Model in response to these findings. The project
involves applying the CDCModel to designing specific topics, a year’s course, and a
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school-wide programme and includes a range of data collection and analysis meth-
ods. It includes experienced teachers from three secondary schools and a primary
school, with a kura Kaupapa Maori (Maori language and culture school) joining the
project in 2020. Five workshops were held during the year for the participating teach-
ers from the secondary schools to design programmes or subject topics while one of
the research team worked with teachers in the primary school. A final symposium
provided the opportunity for the teachers to present examples of their work showing
how they used the CDC Model as a tool to connect subject concepts, content, and
subject competencies in a coherent way.

The presentations included accounts of a year 7–10 Mathematics programme, a
History topic for year 10, Social Studies for year 9, Music for year 8, and Physics for
multilingual students in a junior science programme. The Physics presentation also
showed how theModel’s design process can be combinedwith the Trans-Acquisition
language method developed by a member of the project team for classes with multi-
lingual students (Tamati, 2019). The presentation about the CDCModel’s application
to a primary school’s writing programme (see ‘sentence’ example above) provided
a good example of the reach of the Model to all school sectors. The inclusion of pri-
mary school teachers in the project is important because the absence of clear subject
delineation in that sector makes it even more difficult for primary teachers to identify
subject specific concepts, content, and competencies than the difficulty found by
their secondary colleagues. The following section describes the initial findings were
that were identified at the end of the first year of the project. We note that all the
findings are equally important.

4 Findings

4.1 Making Curriculum Design Explicit

The first finding from the teachers’ work with the CDC Model is that curriculum
design requires deliberative professional decisions made by the teacher. The more
experienced teachers reported that using the Model enabled them to identify in con-
scious ways exactly how they design their courses, something that formerly occurred
as the result of experience. For the less experienced teachers, the Model’s elements
provided a specific decision-making language and process. Although all the teachers
found the Model difficult to varying degrees, the practice provided in the workshops
under the guidance of the researchers, did lead to growing design expertise. This
expertise was demonstrated in the symposium presentations. The presenters adhered
to theModel’s design to show how knowledge was selected for ‘across the years pro-
grammes’, ‘within a year programme’, and also for individual subject topics within
those programmes. The teachers did this according to the Model’s requirements by
identifying what the knowledge actually is (the content), what it means (concepts)
and what can be done with knowledge once its meaning is understood (competencies).
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Both the workshop practice and the symposium presentations showed how apply-
ing the Model to curriculum design ensured that planning could not be ‘fudged’,
a practice observed by Zame (2019) in her critique of an inquiry learning peda-
gogy. Using the Model made it clear to the teachers in the project that both cur-
riculum design decisions and pedagogical decisions (see finding five) contribute
to the selection of learning objectives, but that the starting point is the Model’s
focus—curriculum design.

4.2 Knowledge-that: Concepts and Content

Selecting the subject concepts required for Model’s Element 1 was difficult for the
project’s teachers. However, the primacy of knowledge-that in the design process
(the result of subject or topic epistemic structure) meant that curriculum design does
need to start with Element’s 1 and 2—the knowledge-that elements, so this difficulty
had to be identified and confronted. There was a lot of to-ing and fro-ing between
the Elements and pre-existing teacher knowledge. The word ‘concept’ is widely
used in education with varying and sometimes conflicting meanings. To address this,
we altered the Model’s Element 1 from ‘concept’ to ‘subject concept’ to clarify
what is a very complex term, but one that is essential to the Model’s approach. The
addition of the word ‘subject’ to the term ‘subject concept’ in Element 1 alerted the
teachers to other problems with the use of the word ‘concept’. There is considerable
slippage between generic curriculum concepts, such as ‘change’ and the specific
subject concepts, such as ‘syntax’ (English grammar) or ‘melody’ (Music) that the
Model requires.

To add to the difficulty, there is another area of confusion regarding the word
‘concept’. This is the increasingly widespread use of social and dispositional con-
cepts such as ‘cooperating’, ‘managing self’, or ‘working in groups’. These refer
to pedagogy. We needed to direct our teachers away from these other uses of the
term ‘concept’ to its specific use in the Model with reference to subject concepts.
The way to do this was to clarify the difference between the object or topic of the
lesson/ programme (what actually was being studied, for example, ‘the sentence’,
‘multiplication’, ‘photosynthesis’, ‘the origins of World War I, ‘the periodic table’,
‘dinosaurs’, and ‘song writing’), with how the object of lesson is to be studied.

To clarify the words we needed to use, we chose ‘subject topic’ to refer to what
was being studied, that is, the object of study or inquiry or what the teachers want
their student to know about. Using the examples of topics above, we can say that
‘syntax’ is the concept which allows us to understand (ascribe meaning to) the topic
‘the sentence’. ‘Place value’ is a maths subject concept which gives meaning to
the topic of multiplication. ‘Evolution’ is a subject concept that might be used to
understand the topic ‘dinosaurs’. ‘Chemical’ is a key subject concept used in science
to ‘give meaning’ to the topic of the periodic table. ‘Melody’ is a subject concept
used to understand the topic ‘song writing’.
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In addition to the difficulty found in differentiating between a subject topic and the
subject concepts, identifying subject content proved to be another complex task. For
some, especially the English teachers, this was traced back to the initial difficulty in
identifying their subject concepts, a difficulty exasperated by the complete autonomy
English teachers in New Zealand have in selecting their topics (Grace, 2019). The
need to do this drove them back to first principles, to ask ‘what is our subject? What
are the main concepts? What content should be selected to express those concepts?’
Several teachers commented that the depth of professional reflection required to
‘dig deep’ into their subject was invigorating and rewarding, despite its difficulty.
The Music teachers led entertaining discussions in the workshops describing how
they wrestled with their subject concepts. Was ‘tonality’ ‘the’ key concept? What
about ‘pitch, ‘timbre’, ‘chord’, and ‘scale’? What content should be selected to
express these concepts? When should a subject concept be introduced and how
should it be carried through subsequent years?’ One of the topics worked on in the
workshops was ‘the Russian Revolution’. It illustrated the thought required to select
subject concepts by showing how concepts are connected to content. For example,
the concept ‘ideology’ is the correct concept to use for 20th century content about
the Revolution. However, the concept ‘autocracy’ is needed for content about the
pre-revolutionary period (Etty, personal communication).

The importance of subject language precision emerged early in the workshops
as part of the wider discussion about concept selection. Concepts exist as linguistic
entities and can only be known through theword symbol itself. TheModel recognises
this concept-symbol connection. Indeed, that connection justifies our insistence on
language precision. It is required for consistency in the design process. It also means
that the language used in one year is carried into the following year where it could
be built upon.

We realised from the discussions in the workshop that it helped the teachers to
identify their subject concepts (for both topics and programmes) if we worked with
Elements 1 and 2 together. This is the case because both subject concepts and content
are knowledge-that elements and belong together. Indeed, there is nothing new about
this. Kant identified both the concept-content distinction and their connection in his
dictum ‘Thoughts without content are empty; intuitions without concepts, blind’
(1784/1993, p. 69). In other words, concepts need content. Working with Elements
1 and 2 together created its own demands but with the trial and error of ongoing
practice, using knowledge-that’s components in the workshop activities became one
of the more satisfying activities in the project. The three content justification criteria
in Element 2 emerged as the ‘stars of the show’ by requiring the links between subject
concepts and the content to be made explicit as content selection was justified by its
connection to the concepts.

The year 7–10 Mathematics programme design demonstrated working with Ele-
ments 1 and 2 together in the symposium presentation (Palmer & Pavlovich, 2019).
In referring to the Model as a ‘useful tool to help us identify concept development
across year levels’, the Maths teachers noted the importance of the ‘order of con-
tent’ saying how the Model ‘illustrates content sequence of topics or within topics’.
Interestingly, with reference to the multiplication andmeasurement topics in the year
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7–10 programme, they said how using the Model helped them answer the question
‘where is topic heading?’ with the conceptual progression implications for student
learning that this question contains. They could see that the subject concepts which
are included in each year and the content which is specific to a year should lead
to the achievement outcomes of ‘generalise, recognise situations, and classify and
apply formulae’ (Palmer&Pavlovich, 2019). These are ‘know-how-to’ achievements
which are the foundation for post-year 10 senior Mathematics. They are specifically
linked to Maths’ ‘knowledge-how’ or the procedural knowledge which is a form
of propositional knowledge (see above). This is the case because ‘knowing-how-to’
expertise which uses math concepts requires knowing that mathematical processes
‘proceed’ within respective systems of meaning within the overall framework of
‘knowledge-that’. Mathematics is a special case of propositional knowledge because
it is characterised by knowledge-how systems of meaning in a way that other aca-
demic subjects are less so. For example, the ‘knowledge-that’ propositions in History
and Science are more characterised by ‘knowledge-what’ and ‘knowledge-why’ as
well as the ‘knowledge-how’ form.

Applying the Model enabled the teachers to ‘combine backwards and forwards—
mapping’ of concepts and content needed for the ‘across the years’ programme
design. This to-ing and fro-ing from subject concepts to content and back again
kept their focus firmly on the integral connection of content and contents. However,
sometimes itwas difficult tomake the distinctionwhen a subject concept is being used
as the ‘idea’ and when it serves as ‘content’. For example, the word ‘parliament’ can
be both. As a concept, ‘parliament’ is the idea of a law-making body. As content ‘the
parliament’ is a specific body, such as the ‘New Zealand parliament’. The primary
school writing programme also provided an excellent example of this difficulty.
In fact, it drew our attention to the problem in the first place and demonstrated the
usefulness of the three criteria for content selection in helping to distinguish between
when a word functions as a concept and when it is included in the content. Figure 1
above shows that ‘noun’, ‘verb’, and ‘adjective’ may serve as both the inferential
concepts of the concept ‘word class’ and also be the content connected to that ‘word
class’ concept.

All the symposium presentations showed that the teachers recognised that using
the Model required including plenty of content. This focus on the importance of
content selection (justified by the three criteria) and its connection to subject concepts
raised a question noted in the Social Studies presentation. (This presentation not only
used a large amount of content but justified the importance of including primary
and secondary sources in the topic design.) ‘What does a teacher do: when faced
with the huge amount of content knowledge required to design each topic: when
selecting content that comes from contradictory, disputed, or limited sources: when
the content is unknown or known inadequately by the teacher?’ (Rata, 2019b). It is
a highly relevant question for New Zealand teachers who are faced with a localised
curriculum and considerable teacher autonomy with respect to curriculum selection
(Moore, 2019; Ormond, 2019).
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Fig. 1 The curriculum
coherence design model
(©Elizabeth Rata and
Graham McPhail) (Diagram
design © John Etty 2019)

4.3 Subject Concepts in Topics and Across Programmes

We found that subject concepts serve as the integrators in programme design within
a year level programme and for programmes across the year levels. This was demon-
strated by the Mathematics teachers who began by designing individual topics then
shifted to designing their year 7–10 programme. They found that to-ing and fro-ing
between topics and programmes for each year level proved to be an effective way
to create a coherent ‘across the years’ programme. Using the Model showed clearly
that it was the subject concepts which re-appeared year upon year, albeit in increas-
ing sophisticated ways. In contrast it was the connected content which changed. In
their presentation at the project’s end of year symposium referred to above (Palmer
& Pavlovich, 2019), one of the concepts selected was ‘place value’. For year 7
and 8 students the content which expresses this concept (Element 2, Criterion 1) is
multiplication of 4-digit numbers and decimal place involving repeated additions,
reversibility, and multiplying by 10 s, 100 s, and 1000 s. This content expresses both
‘place value’ change, and ‘place value’ partitioning. By year 9 the content which
expresses the subject concept of ‘place value’ enables progression to algebra with
its generalising capacity.

Element 2’s selection criteria also proved useful to the Maths teachers. They were
able to justify their content selection by saying explicitly how this content expressed
and developed the meaning of the subject concepts, pointing out that this well-
designed conceptual progression (Rata, 2017) requires ‘careful choice of content
(which) reinforces concepts at ever deepening levels’ (Palmer & Pavlovich, 2019).
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They also noted that to use the Model, ‘A teacher of maths needs to have knowledge
of where the concept is going in higher levels to help guide meaning of concepts’.

4.4 The Design Direction

The teachers initially found it difficult to begin with knowledge-that preferring
the more visible and measurable competencies in knowledge-how or in familiar
topic content. In New Zealand, outcomes-based Achievement Objectives, which are
expressed as competencies, provide the usual framework for design. The teachers
were accustomed to thinking about their subject using verbs rather than using nouns.
However, the Model’s requirement of a propositional statement in Element 1 helped
to shift the teachers from starting the designwith competencies (Element 3) to starting
by identifying what the knowledge is that they want to teach; the ‘knowledge-that’
which informs the ‘knowing-how-to’. For example, the science teachers were accus-
tomed to planning by identifying the outcomes of a topic. In the photosynthesis
examples used above, the intended outcome would be stated as describe the bacteria
and some protistans to convert light energy into chemical energy. In contrast, the
CDC Model design would start with the proposition stating what the knowledge is,
for example, ‘photosynthesis is a process used by plants and some bacteria and some
protistans to convert light energy into chemical energy… oxygen is also produced’.
By the end of the project’s first year there was agreement that planning by identify-
ing knowledge-that first did make sense. It enabled the ‘know-how-to’ competencies
of the achievement objectives, to be deliberately and specifically connected to the
knowledge selected for teaching.

4.5 The Design Delivery Distinction

The importance of the design-delivery (curriculum-pedagogy) distinction and con-
nection emerged as a significant finding. Unsurprisingly teachers want to start
with ‘how shall I teach this?’ This is the ‘pedagogic imperative’ identified by the
researchers in the England project (Richard Pountney, England project researcher
personal communication). Those trialling the Model, both in New Zealand and Eng-
land (Pountney and Swift, personal communication; Pountney, 2020), reported that
it is difficult to shift teachers’ mindset from delivery matters to design. To do so
requires separating curriculum from pedagogy. Once the knowledge to be taught
has been selected then the logical connection to ‘what does this design mean for
how I teach it’ can be made. This is not to say that it was easy for the teachers
to make the mindset shift given that pedagogical activities are essential to student
knowledge-how-to; something recognised in the Model’s Element 3.
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Those who taught subjects with a strong practice component, such as Music and
the primary school’s writing programme, found it more difficult than the Mathe-
matics and History teachers to separate design matters from pedagogical ones. The
former was drawn to thinking that the activities with which they begin their lessons
are where they should begin the design. However, in terms of applying the Model,
there is no doubt that we need to emphasise what the Mathematics teachers said—
that the Model is ‘for the teacher. Its focus is on teacher knowledge of their subject
area to identify progression’. Not only does design precede teaching but comprehen-
sive subject knowledge is required for the design process. Pedagogical expertise is
essential for the next stage—that of teaching what has been designed.

5 Refining the Model

The first year of the project provided initial findings about theModel’s usefulness for
the teachers in their planning. It has also allowed us to reflect and refine the Model
itself. In this section we discuss three insights we have gained about the Model from
the first year of its application by teachers. The first insight refers to our deepening
understanding about why the Model is difficult for teachers but also why, for those
same reasons, it is a genuine professional development tool. The reasons refer to its
theoretical strength and how it enables teachers to judge and justify their professional
practice with respect to the curriculum.

Applying the Model in practice has certainly ‘tested’ the theory as we intended
(Rata, 2019a) and its logic as a design tool has proved sound. However, there is
always a gap between an idealised model and practice. We have described above
how curriculum design is difficult. A strength of the Model is that it doesn’t ‘fudge’
this fact. However, as an idealised model or theoretical construct, it doesn’t, indeed
cannot, fit neatly to the real life of teachers’ work. We realised that we need to write
an intermediary stage, one that would assist teachers to connect the idealised model
to their specific practice. Therefore, we are developing a Teachers’ Guide from the
work of the project. It will include a shorter description of the Model’s theoretical
underpinnings because professional teachers do need to know about the epistemic
structure of knowledge and cognitive learning theories which justify the Model.
But the Guide will also contain plenty of examples of the Model in use, examples
taken from the project to assist teachers in using the Model not only to design their
curriculum but also to apply their professional judgement to the quality of their
design. In that way they will develop their professional ‘know-how-to’ expertise.

Our second insight concerns the curriculum-pedagogy relationship. We have
realised how important it is to see theModel as a design tool only. It is not a model for
delivery.Our insistence of the separation of curriculumand pedagogy in planningwas
initially drawn to our attention by Michael Young (2010). According to the theory
of knowledge which underpins our approach, curriculum design decisions are made
according to the epistemic structure of the knowledge. Pedagogical decisions follow
design decisions and are made for learning reasons. Thesemay include, for example,
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a student’s age, prior learning, social background, dispositions towards knowledge.
Interestingly, this crucial distinction between curriculum design and teaching ped-
agogy appears in the distinction we had made earlier between ‘engagement with
the knowledge’ and ‘motivation to learn’ (Rata, McPhail, & Barrett, 2019) and now
becomes important to the Model. This is because the CDC Model is focused on
‘engagement with the knowledge’ through our recognition that the epistemic struc-
ture of the knowledgedetermines theway it is designed for teaching.Goodcurriculum
planning means designing the knowledge in ways which engage students with the
knowledge. Pedagogical methods motivate students to want to engage.

The third insight comes from our ongoing theoretical work. We realised that we
needed to clarify how we refer to knowledge in the CDCModel. Given that ‘knowl-
edge’ itself and its Greek form ‘episteme’ have many meanings, it has become
increasingly important that we decide what we mean by ‘knowledge’. In particu-
lar, the distinction between the two main forms of knowledge which inform the
CDC Model, ‘knowledge-that’ and ‘knowing-how-to’ needed to be addressed. This
meant sorting out the difference between ‘knowledge-how’ as a form of proposi-
tional ‘knowledge-that’ on the one hand and ‘knowing-how-to’ as the application of
‘knowledge-that’ (including ‘knowledge-how’) on the other. The confusion about the
difference is not helped by the OECD (2018) which describes epistemic knowledge
as procedural knowledge, that is ‘knowledge about the disciplines, such as knowing-
how-to think like a mathematician, historian or scientist’ (p. 5). Rather than the
pleonastic use of ‘epistemic knowledge’ we use the term ‘epistemically structured
knowledge’ to capture the idea that ‘knowledge-that’ comprises propositions which
require the organisation of concepts to create logical systems of meaning. In other
words, it is theway knowledge is structured that matters andwhichwarrants invoking
the Greek word for knowledge, i.e. epistemic, given that it is a theory of knowledge
which can be traced to the ideas of Plato and Aristotle.

In clarifying the way we theorise knowledge for the CDC Model we also needed
to address the misguided notion in the New Zealand literature, and one that has
influenced teachers in the project (Gilbert, 2005), that knowledge is ‘process’ or
learning, not what is to be learned. We had addressed this ‘learnification’ problem
in earlier work (see McPhail & Rata, 2015) but need to address it specifically for
the project. Our desire for clarification has also be encouraged by the more recent
tendency in the literature (Johnston, Hipkins & Sheehan, 2017; OECD, 2018), to use
‘epistemology’ and ‘epistemic knowledge’ in confusing and contradictory ways.

6 Conclusion

Overall, the initial findings of the Knowledge-Rich School project support our claim
that the CDCModel is an effective professional development tool and not a template
that can be ‘placed over’ a course. TheModel builds teacher design expertise enabling
them to create a coherent curriculum, firstly by providing the tool with which to
design the course or topic, then to connect that design to the delivery of the course.
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It does not provide a quick-fix solution to curriculum design. This is a difficult task
but one which elevates teaching from being a technical skill to a professional activity
requiring expertise in both skill and judgement. In this it is truly a professional
development tool requiring teachers to think deeply about what their subject is and
how they understand it, then to make judgements about how best to teach it by
applying ‘know-how-to’ based on their ‘knowledge-that’.
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Chapter 18
Reflecting on Japanese Teacher
Education by Looking Globally
at Teacher Education Through a Policy
Learning Lens

Yuko Fujimura and Mistilina Sato

Abstract This study is an international comparative study of teacher education that
uses a policy learning conceptual framework. In response to new policy directions
from Japan’s Central Council for Education, a group of researchers looked globally
at trends in teacher education. Through a secondary analysis of the original report,
we identify three analytic themes that raise questions for the local context of Japan:
conceptualizing the role of professional practice; the academization of teacher edu-
cation; and responding locally to globalization forces. The discussion points to the
importance of exploring local values and needs when responding to the global forces
in education.

1 Introduction

Teacher educators and policy makers around the world have turned their gaze out-
ward towards other countries muchmore regularly in recent years (Paine&Zeichner,
2012). In this chapter, we describe how a group of educational researchers in Japan
looked outward towards nine countries’ teacher education systems (Fujimura&Hori-
uchi, 2018). Their purposes were a combination of wanting to contribute to the work
of improving teaching quality in Japan, wanting to learn from other countries in
order to keep Japan in twenty-first-century conversations about teacher education,
and wanting to see just how different or similar the Japanese approach to teacher edu-
cation is when contrasted with other countries. One of the co-authors of this paper
was a member of the original research team and also translated the research report to
English. This chapter is drawn from the original research report and reanalyses the
findings with an eye towards understanding how a nation, such as Japan, can draw
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on comparative examples from other nations in order to learn about the assumptions
and issues within their own system of teacher education.

The next section lays out findings from prior global studies of teacher education,
pointing out how these studies have found both variation and similarities in teacher
education across jurisdictions. We then frame our current analysis using a policy
learning lens. A brief discussion of the Japanese context of teacher education is pro-
vided to describe the impetus behind the original research study and to sketch out
the general approach to teacher education in Japan. We then provide a secondary
analysis of the original research report, identifying three analytical themes: (1) con-
ceptualizing the role of professional practice in teacher education; (2) academization
of teacher education through professional master’s degrees; and (3) local consider-
ations in response to globalization. In the discussion, we explore three themes for
potential reflection and learning in the Japanese context. In this discussion, we pose
questions and present dilemmas in the spirit of exploring learning opportunities for
the teacher education sector in Japan. Our discussion aims to explore how the exami-
nation of different systems of teacher education shed light on what these issues mean
locally in Japan. In many ways, we see these as global issues that have very local
meanings (Vavrus & Bartlett, 2012).

2 Prior Research and Conceptual Framing

Previous studies looking internationally at teacher education have noted how teacher
education varies widely across countries due to variation in organizational struc-
tures, what counts as knowledge for teaching, understandings of how teachers can
and should learn, and how to manage the relationship between theory and practice
in the professional preparation of teachers (Tatto, 2009, 2011). The Organisation for
Economic Co-operation and Development (OECD) (2005) produced a set of case
studies of recruitment, preparation, and retention of effective teachers in 25 coun-
tries. These case study comparisons revealed important variations across countries.
For example, teacher education took place in universities, in teacher training col-
leges, as well as in independent and state agencies. For some jurisdictions, but not
all, teacher education took place after an undergraduate degreewas awarded, suggest-
ing a higher level of subject-matter knowledge expectation. The role that in-school
practice has in teacher education is another point of variation, in terms of how long
a teacher education student spends in practice-based learning settings, in how the
relationship between practice-based knowledge/theory and social/educational the-
ory is characterized and developed, and in how school teachers and higher education
faculty are viewed as teacher educators.

Taking a more systems-view approach to international comparisons, Darling-
Hammond et al. (2017) identified some common features across jurisdictions that
can be supportive of teacher development and overall teaching quality. For example,
Darling-Hammond et al. (2017) set out to understand how high performing jurisdic-
tions (based on PISA assessment outcomes) supported their teaching forces through
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their national policies and local practices. The authors concluded from seven juris-
dictional case studies that in addition to more generally holding a high regard for
teachers within the national culture, teacher education had a distinct process for
selecting people into the profession; had strong financial support for teacher prepa-
ration and ongoing professional learning; had a set of national professional standards
that outlined the expectations for teaching; and teacher development was treated as
a continuum within the educational system.

Comparative research is not always done with the intention of finding better prac-
tices to adopt or to copy what works in another context. ‘Comparative education can
help us understand better our own past, locate ourselves more exactly in the present,
and discern a little more clearly what our educational future may be’ (Noah, 1986,
p. 154). Building on the idea of using international comparative analysis as a means
of learning, we take a policy learning approach through this analysis, as opposed
to a policy borrowing assumption. Policy borrowing is built on the assumption that
so-called best practices can be transferred across national contexts (Phillips & Ochs,
2003). With a policy learning assumption, nations can learn from international peers
and those they perceive to be leading in innovation, while also holding the home
nation’s values, culture, history, and contextual constraints and affordances in mind
during policy deliberations (Raffe & Spours, 2007). This situated problem solving
reflects the social dynamics that are at play in the context of more global conversa-
tions about key educational issues such as teaching quality, student achievement, and
equity-oriented systems. Nations do not operate as isolated entities, but instead are
bound up in a larger social fabric where understanding what others do can be benefi-
cial in understanding one’s own systems. Additionally, ‘A policy learning approach
also learns from a country’s own history and develops forms of governance with
effective communication between policy and practice’ (Raffe, 2011, p. 1).

3 Japanese Context of Teacher Education

In Japan, teacher education programmes grant future primary and secondary teachers
a single credential for studies in subject-matter content, pedagogy, and other courses
in education. The primary education programmes prepare generalist teachers to teach
from grades 1–6 and the secondary programmes prepare specialist teachers to teach
from grades 7–12. All teacher education programmes are four-year university under-
graduate programmes. After completing a university programme, the student applies
for a teacher certificate from a prefecture board of education and takes the selection
examination set within the prefecture or the government-ordinance-designated city
where they are seeking employment.

Teacher education programmes generally offer courses in four areas: (1) lib-
eral arts, (2) teaching subjects and related content, (3) educational foundations, and
(4) clinical experiences. Programmes comprise 95 academic credits (1425 class
hours)with only 5 credits (75 class hours) dedicated to clinical experience. Thesefield
experiences primarily serve as introductory preparation for getting to know schools
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as organizations; learning about the work of teachers and whether students find it
an appropriate choice of career; observing students; and assisting in teaching tasks
in limited and closely supervised ways. This small portion of clinical experiences
has been criticized, setting off a national policy requirement to change programme
structures.

A report from the Japanese Central Council for Education in 2006 made sev-
eral recommendations for improving the overall teaching quality in Japan. These
recommendations included extending the duration of clinical experiences in teacher
education, establishing a graduate programme for teachers, and introducing a teach-
ing licensure renewal process for teachers. This report was a turning point in teacher
education in Japan, creating a wave of new graduate programme development and
teacher education programme revisions that continues today.

In response to these policy recommendations, a group of six educational
researchers in Japan took on a project to look abroad at how teacher education
was organized in nine countries. The research group adopted a multi-site compara-
tive analysis methodology, focusing on how pre-service teachers are educated. Nine
countries were included: England, Finland, France, Germany, Latvia, Russia, South
Korea, Thailand, and the United States. They were chosen based on having teacher
education programmes located in higher education settings and existing connections
that researchers had in each country. Data were collected in 2015–16 through cur-
riculum analysis and in-country interviews. Each researcher wrote a descriptive case
study, outlining the history of significant educational reforms in teacher education,
programme design and the roles of the university and the schools, and other influ-
encing factors. A comprehensive descriptive report was constructed from these case
studies with several points of recommendations for the design and development of
new programmes in the Japanese context. In the following analysis, we report on
seven of the nine nations in the original study, removing the United States and Rus-
sia due to the complexity of these nations’ approaches and the difficulty of making
general statements about their teacher education programming.

4 Thematic Analysis of Seven Nations’ Approaches
to Teacher Education

Our intent in this analysis was to find themes that would inform the Japanese teacher
education context using a policy learning approach. We did not set out to directly
compare Japan with these nations or to compare these nations to one another on a
point-by-point basis. In the introduction to each nation, we provide enough general
information to characterize the teacher education approach in order to ground the
reader in the generalized model or approach to teacher education. In some cases,
we provide a bit more history about the changes in teacher education over time
where we have the data available and when it seems to matter in order to show
changes over time. Our analysis shows us something about the global issues that
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are confronting teacher education—issues that Japan can become aware of and learn
from. For example, in analysis theme 1 the examples of England, Germany, and
Thailand illustrate the theme of conceptualizing the role of professional practice in
teacher education. In analysis theme 2, the examples of France and Finland show us
how the academization of teacher education has evolved through the development of
professional master’s degrees. Finally, the Latvia and South Korea examples provide
examples of local considerations in response to globalization in analysis theme 3.

4.1 Analysis Theme 1: Conceptualizing the Role
of Professional Practice in Teacher Education

From a policy learning perspective, approaches to bridging theory and practice
together is one of the lessons Japan is seeking to learn about. The models from
England, Germany, and Thailand illustrate for us three key issues related to the way
practice-basedknowledge is conceptualized in teacher education—as time in schools,
as lower-status knowledge compared to academic knowledge, and as a collaboration
between universities and schools.

First, wewill look at amodel of pre-service teacher education inEngland, focusing
on the postgraduate qualification certificate in education (PGCE) programme, which
is one of the main routes to becoming a primary and secondary teacher in England.
The programme organization requires two phases of post-secondary education; first,
an initial university degree in liberal studies with specialization in a subject-matter
field for three to four years, and then a postgraduate experience focused mostly on
pedagogy and practicum for one year. The postgraduate scheme allows people from
diverse content backgrounds to become teachers through a one-year professional
preparation process.

The teacher preparation programmes are distinguishedbetweenprimary education
and secondary education, and the secondary education teacher training course has
specialized education by subjects. Programme content is organized according to
professional teaching standards developed by the National College for Teaching and
Leadership (NCTL), which is an organization under the Ministry of Education. The
use of teaching standards across multiple teacher preparation programmes holds all
programmes accountable to a common set of expectations.

Our particular focus was on the programmes offered by the Institute of Education,
University College of London. In this particular model, the curriculum is divided into
three modules. Module 1 is a total of 12 weeks, divided across the first half and the
second half of the programme and focuses on subject area content, observations of
practice, and preparing and presenting a research project. Module 2 comprises two
weeks in the summer term and focuses on observations in specialized educational set-
tings such as child centres and special support schools. Module 3 is nine to ten weeks
long and is the period of more intensive practical work in schools with responsibility
for planning and teaching lessons and being evaluated on teaching quality.
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Similarly, Germany recently moved to a model of expecting pre-service teachers
to complete postgraduate study for teacher certification. This was a consequence of
the Bologna process that promotes European integration through the standardization
of higher education degrees (Tsujino, 2015). This standardization of master’s level
qualifications for teacher education across Europe is reported to promote occupa-
tional mobility by providing access to the teaching profession at many career stages,
not just at the undergraduate qualification level.

In Germany, teacher preparation is a two-stage process. The first stage takes place
in universities through the completion of an undergraduate degree followed by a
master’s level programme. In general, the three-year undergraduate course requires
180 credits and the one-year graduate course requires 60 credits. Practicum training
is 30 credits and academic research is represented across the undergraduate and
graduate programme through 21 credits. The second stage is a form of pedagogical
learning experience in schools for 18–24 months. Exams must be passed at the end
of both stages of preparation in order to have successful employment, with the exam
after stage two being a national level exam.

Germany’s teacher education curriculum is based on a set of teacher education
standards that define the competencies that future teachers and in-service teachers
should have in order to hold a teaching position. The four main themes in the stan-
dards are teaching (Unterrichten), education (Erziehen), assessment (Beurteilen),
and innovation (Innovieren). These standards are further defined into eleven com-
petencies. These teacher education standards have influenced the design of teacher
education curriculum in the university programmes and in stage 2 practical training
portion of teacher education nationally (Tsujino, 2015).

A third illustration in this study comes from Thailand. In 2005 Thailand shifted
from a four-year teacher certification system to a five-year bachelor’s degree with a
one-year teaching internship as the requirement for acquiring a teaching license.Also,
in 2005, Education Professional Standards were adopted and were revised in 2013.
University programmes align their curriculum to these standards and programme
accreditation guidelines from the Teacher Council (Kurusaphar). With the change
from a four-year system to five-year system, the total acquired credits increased
from 130 credits to more than 160 credits. Subjects related to general education were
reduced from 40 credits to 30 credits, and selected courses were reduced from 10
credits to 6 credits. Also, one year of teaching practice in an internship was increased
from 10 credits to 12 credits or more. The largest increase was in teaching subjects
from 35 to 50 credits and pedagogical subjects from 45 to 74 credits.

Examining these models in light of the Japanese teacher education system, we
reflect on how Japanese teacher education has long been criticized for its lack of
attention to the relationship between the theories of educational practice and the
actual practice of teaching (Fujimura & Sato, 2020). Teacher preparation students
spend very little time in actual classroom practice, usually only three weeks, and
teacher education faculty usually have very limited experience working in schools.
The British PGCEmodel embeds practice within the one-year intensive programme;
the German two-stagemodel and the Thai one-year internships added additional time
to the teaching qualification programme.
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These models also help us question the status that practice-based knowledge is
afforded in these programmes. In the PGCE curriculum, the modules are evaluated
for the level of academic work expected of the students and the levels within the
UK academic scheme. Module 1 and module 2 are designated at Master’s level and
assigned 60 credits. However, Module 3, which primarily focuses on the practical
work of teaching, is designated at the undergraduate level. The PGCE model from
the Institute of Education, University College of London offers a way to see more
practical work in teacher preparation in how the programme is structured, allowing
more time for observation and work in schools. But while the weight of practical
training is heavy, the practical work itself is not regarded as master’s level academic
work. Research projects are given higher status than learning complex integration of
knowledge and skills along with the on-the-ground decision-making that make up
much of teaching through practice. The academic level schemes used in England and
elsewhere do not seem to acknowledge the variety of ways that a student can learn
important concepts and skills through practical experiences. The degree schemes,
as education policy, have embedded assumptions about the status of different kinds
of knowledge. This gives us pause to consider how we can conceptually understand
what we mean by bridging theory and practice together and how the knowledge and
skills gained through practice can be conceived within teacher education as valuable,
high-level, academic learning.

Finally, we see that the German and Thai model have resolved the issues of the
relationship between academic preparation for teaching and practical training for
teaching in schools through policies that support collaboration between universities
and schools. The practical training, while in schools, requires collaboration among
universities, schools, and educational administrative agencies in order to create and
cultivate teacher professional capabilities. The academic training and the practical
experiences are linked together through allegiance to a set of agreed upon expec-
tations for teachers that are used to guide both university programme design and
the learning-in-practice component. It is important to note that these models do not
completely shift the responsibility of pre-service preparation to schools. In Thailand,
for example, the design is intensive for the schools, with mentors needing to have
specialized training to support the interns in schools. The qualification of mentor
teachers in schools is enacted by the Teacher Council and the mentor teachers are
required to have this qualification in order to work with the teacher intern. The com-
bined work of the university, the Teacher Council, and the teachers in schools seems
to create a system in which the burden of preparing beginning teachers is shared
across all sectors of the education system.



338 Y. Fujimura and M. Sato

4.2 Analysis Theme 2: Academization of Teacher Education
Through Professional Master’s Degrees

Next, we look at France and Finland. Both of these nations have requirements of
a master’s degree for teaching qualifications and have a strong focus on research
activity by teachers. We draw attention to two core issues through our policy learn-
ing lens—the role of research in teaching practice and the nature or practitioner
knowledge within teaching.

In France, teacher qualification requires a master’s degree as a basic requirement.
Teacher training is conducted at universities’ écoles supérieures du professorat et de
l’éducation (ESPE), which were established through national law in 2013. ESPEs are
schools or departments within universities and there is one ESPE for each education
region in France (a total of 32 ESPEs) (Cornu, 2015). After three years of under-
graduate study at the university, teacher candidates enter ESPE and take courses for
two additional years leading to a national master’s degree for professional teaching
(Métiers de l’enseignement, de l’éducation et de la formation). After completing the
first year of teacher preparation, teacher candidates take an employment examination.
This is considered the entry point to the teaching profession. Successful candidates
continue to the second year of the EPSE. In the second year, the teacher candidates
are paid as trainee teachers. They take coursework such as methodology of teach-
ing and pedagogy, complete a research project (mémoire), and teach half-time in a
school. After passing the qualification examination at the end of the second year, the
candidates receive a master’s degree and are considered permanent teachers.

France has had several waves of reform in teacher education in the past 30 years.
Prior to the 1990s primary teachers were prepared through normal schools (écoles
normales) with two years of university education and two years of pedagogical train-
ing. Secondary teachers were primarily viewed as subject-matter experts with very
little formalized pedagogical preparation. The shift in the 1990s to University Insti-
tutes for Teacher Education brought teacher preparation for both primary and sec-
ondary teachers closer to the university (while they still remained separate from the
university) and established parity between the preparation and salaries of primary
and secondary teachers. This reform was premised on building stronger connections
between disciplinary content knowledge and professional knowledge and competen-
cies while also instilling a stronger connection to university-based research. The shift
to ESPEs in 2013 institutionalized pre-service teacher education within universities
and strengthened the expectation that teachers received a master’s degree for their
five years of university study.

Researchers visited theUniversity of Paris at Créteil for this study. The curriculum
in ESPEs, while locally developed,must alignwith national professional standards or
competencies for teaching and with the academic framework for the master’s degree
qualification. According to the national standards, four general themes guide teacher
preparation: subject area knowledge, teaching the subject area, teachingmethods, and
research.During the first year of ESPE, teacher candidates are primarily preparing for
the national examination. The curriculum includes courses focused on knowledge in
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subject specialization, teaching method, psychology, understanding children, social
and cultural foundations, and research. Research is undertaken by teacher candidates
in both the first and second year of the ESPE programme and a formal study is
conducted in order to graduate. Students have two weeks of professional practicum
in both the first and second semester which includes observation practice and guided
instructional practice.

A candidate could take the employment examination without completing the first
year of the ESPE curriculum and then enrol in ESPE from the second year. In the
second year, the students get a salary as a trainee civil servant and carry out teach-
ing and classroom management part-time while completing the rest of the ESPE
requirements, which includes a graduating research study. Teacher education at the
graduate level is designed to foster the research abilities of future teachers. Research
methods are learned in coursework, and then students set the theme for their grad-
uation research. Studies are focused on analysis of a problem actually faced in the
classroom. The curriculum and guidance provided for the research study emphasizes
that problems that teachers will face in a diversified society will continue over time,
and the possibility that unexpected things will arise is fully considered. Accordingly,
teachers are expected to acquire the ability to discover, analyse, and solve problems
in practice given the ever-changing nature of schools and society.

Finland also places an emphasis on the research capabilities of teachers through its
five-year qualification that results in a master’s degree. In 1968, the Finnish teacher
preparation systemstarted a three-year primary teacher training undergraduate course
and in 1974 the faculty of education was established in all universities. In 1979, a
master’s degree was required as a basic qualification for comprehensive school and
general upper secondary school teachers.

This study focused on the University of Helsinki. The Faculty of Education has a
Department of Pedagogy, which is responsible for theoretical research, and a Depart-
ment of Teacher Education, which is responsible for practical research. For both
primary and secondary school teaching, a three-year undergraduate and two-year
master’s course is required. Generally, secondary school teachers have a master’s
degree corresponding to their focused subject area. The programme focus is on
developing a teachers’ way of pedagogical thinking and relies heavily on teachers
understanding theory and conducting their own research. To obtain a teaching quali-
fication, teachers complete a master’s thesis with the theme typically based on actual
school-based issues.

Examining theFrench andFinnishmodels through apolicy learning lens for Japan,
we can see the steadymove of teacher education into the university. Both nations have
focused on teacher professionalism through raising academic expectations resulting
in a professional master’s level qualification with an emphasis on research method-
ologies that is very distinct from Japanese teacher preparation. There is also a focus on
supporting teachers to develop their own research skills and grounding their research
in problems of practice from the classroom.

We looked to see how students are supported in making connections between
research and practice is the Finnish example. One of the main ways that students are
supported in this research-based approach is by a faculty that is very experienced in
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the daily work of schools.Most, if not all, teacher education faculty are former school
teachers who have returned to university to obtain a doctorate degree and become
university-based instructors. All members of the faculty at Helsinki University who
were interviewed for this study had a background as primary or secondary school
teachers. This leads us to understand that one way to bridge the theory and practice
aspects of preparing teachers is by examining the experience of our own faculty
members in teacher education in Japan. From a policy learning lens, the Finnish
example challenges a Japanese assumption that the research faculty and practitioner
teacher need to be so distinctly separate as they are currently in Japan.

If more people with deep understanding of the thinking and knowledge that is
bound up in the practice of teaching were members of the teacher education faculty,
we might see a very different way to frame the issue of how theory and practice can
work together. For example, in the Finland interviews, we came to understand that
the focus on pedagogical thinking as a core aspect of teacher preparation created a
different focus within the teacher education curriculum. Pedagogy was treated as a
discipline in and of itself rather than as a way of applying theory to practice. This
leads us to wonder if a close examination of our curriculum, which is largely set by
the government, needs to be reconsidered with more input and consideration given
to the high level of reasoning and creativity that goes into teaching every day.

4.3 Analysis Theme 3: Local Considerations in Response
to Globalization

Finally, we look at the cases of Latvia and South Korea as contrasting examples of
reacting to global shifts in teacher education. Latvia, which joined the EU in 2004,
is in the process of matching its entire education system to the EU standard. The
undergraduate university degree is four years and the master’s degree, in general, is
one year. Shifting to the EU system will change the current framework to three years
for undergraduate degrees and two additional years for a postgraduate degree.

We particularly examined the programmes at Riga Teacher Training and Educa-
tional Management Academy, the National University of Latvia, and University of
Liepaja which are the main institutions for pursuing teaching certificates. The cur-
riculum at the undergraduate level primarily covers six areas: general subjects, basic
theory (equivalent to pedagogical subjects), teaching subjects, free choice, teaching
practice, and a graduation thesis.

At the time of this data collection, the master’s degree was not required for the
teaching certificate but was designed to further enhance the undergraduate learning
for practicing teachers. About one-third of undergraduate students go on to the mas-
ter’s degree after graduating and while working as school teachers. The majority of
the master’s degree total credits are devoted to teaching practice and master’s the-
sis guidance. We interpret this to suggest that the aim of the master’s degree is the
theoretical exploration of practical tasks and to deepen the knowledge acquired in
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the undergraduate courses. Since all of the master’s degree students work as school
teachers, their practical work in the master’s programme is based on their research
interests at their school. This system is similar to the graduate level education pro-
grammesbeingdeveloped for teachers in Japanese schools,which serve as anongoing
professional learning opportunity.

As the EU integration progresses in Latvia, the programme will need to be
designed to match the EU standard. The intention of having a common set of expec-
tations across degree programmes and professional qualifications is to help promote
the movement of people through international exchange activities and credit com-
patibility among EU member countries. For Latvia and the other countries in the EU
that have smaller economies, this shift in educational expectations for teacher certifi-
cation is a major systemic change that also has economic implications. For example,
Latvia’s population continues to decline because of the economic and income dis-
parity with more economically advantaged countries such as Germany and France.
Teaching is not a stable profession in Latvia and the salaries for teachers are quite
low. Therefore, the incentive to pursue a master’s level degree for the professional
wage of teaching is not very high. The standardization of professional qualification
within the EU also contributes to the outflow of doctors and other professionals from
Latvia.

Additionally, like other Baltic countries, Latvia has a complex history in relation
to its neighboring powers of Poland and Russia. It was annexed by the Soviet Union
in 1940 and is considered a constituent republic of the Soviet Union, having achieved
independence in 1991. Today, 30% of the Latvian population is Russian and more
than 60% are considered stateless. Securing a national identity in race, ethnicity, and
language is regarded as a major educational issue for the country.

In contrast, the overall structure of teacher education in SouthKorea resembles the
Japanesemodel of teacher education and remains primarily a four-year undergraduate
design. In South Korea, teaching as an occupation is a very popular option. Salaries
are strong and benefits are attractive. This makes pre-service teacher preparation a
competitive endeavour for those who want to become teachers.

This study looked specifically at Gyeongin National University of Education and
Chuncheon National University of Education. These undergraduate preparation pro-
grammes comprise 126 credits: liberal arts (35 credits), pedagogical subjects (24
credits), teaching subjects (47 credits), practical teaching subject such as English
skills and computer skills (12 credits), advancement course (2 credits), and teaching
practice (6 credits). Additionally, students have a graduation thesis and voluntary
activities that do not carry credits. Teaching practice is organized in four stages:
observation, participation, teaching class, and classroom management. Most people
interviewed reported that they thought six credits was not enough dedicated credits
to teaching practice. This is not surprising given that 60–70% of the faculty members
interviewed at the universities in this study have had teaching experience at primary
and secondary schools and are now pursuing academic research grounded in their
professional practical experience.
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Master’s degree level study is available for teachers in South Korea after the initial
teaching qualification. This level of study can focus on pedagogical issues, educa-
tional administration, and deepening subject-matter teaching specialization. Almost
all school teachers go to graduate school between 5 and 15 years after beginning
their teaching career. Pursuing a graduate degree as a teacher may be attractive in
South Korea because there are opportunities to be promoted into managerial and
teacher leadership positions. Teachers must pass an examination to be eligible for
these promotions and having a master’s degree can support this process. It may also
be attractive because of the relevance of the degree to the practice of teaching. The
curriculum in the graduate programmes that were reviewed in this study aligns with
the activities of teaching and the school curriculum areas of study—a strong focus
on teaching methods for primary school teachers and on subject-matter content for
secondary school teachers.

For Japan, the Latvian example of integrating into the EU education and qualifi-
cation system is a good reminder to carefully consider our own history and national
identity as part of our efforts to improve teacher education. Before rushing into
adopting master’s level teacher preparation programmes which has become a popu-
lar call in education policy (Central Council for Education, 2006) we should examine
the incentives for our undergraduate students to enter teacher education. We should
further examine the value of a postgraduate degree in teaching for both the initial
qualification and for advanced qualifications by asking not only about the economic
advantage that this might bring to teachers, but also by asking how our national iden-
tity and purposes of educating our students can better be served by advancing the
knowledge and skills of our teaching force. TheLatvian example of conforming to the
external pressures of globalization are a reminder for us to stay in the global conver-
sation about improving teacher education while also understanding how our current
systems may or may not be serving our local economic, cultural, and educational
values.

As Japan considers graduate level education for teachers, the South Korean exam-
ple illustrates howgraduate level study can continue to support teachers’ development
of deep pedagogical knowledge after they achieve the initial teaching qualification.
The fusion of theory and practice was evident in these institutions’ programmes and
was supported by their faculty who also had teaching experience. These examples
helped us see that professional educators could be supported in their ongoing pursuit
of knowledge and professional learning if the curriculum is relevant to their daily
work and career ambitions.

5 Discussion: Local Reflections for Japan

Looking globally in order to understand the local issues in Japan raises three key ques-
tions for policy in Japan regarding teacher education. First, how does the Japanese
system reflect the connection between theory and practice in teacher education? Sec-
ond, while the role of the university in the initial education of teachers is quite clear
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in Japan, these international illustrations helped illuminate a set of questions around
the ongoing role of the university in teacher learning. And third, how do we account
for our local and contextual considerations while feeling the forces of globalization?

5.1 Conceptualizing the Relationship Between Theory
and Practice

All of the nations in this study position the main proportion of pre-service teacher
education in higher education settings. The agreed upon assumption is that teaching
qualifications are tied to achieving a bachelor’s or a master’s degree. In addition to
the university-based learning experiences, however, several have constructed their
teacher preparation programmes to incorporate extensive time learning in practice
and under the guidance of school-based practitioners and they weave the practicum-
based work with the university-based work. The PGCE model in England incor-
porates practice-based learning across each of the three modules in the one-year
postgraduate programme, with an extensive professional practice learning experi-
ence in the third module. France has incorporated a two-year postgraduate process
that includes a paid period of in-school practice during the second year. Germany
has incorporated a year-long internship requirement before a teacher candidate is
eligible to take the national examination and seek employment. And Thailand has
added a year-long internship after the bachelor’s degree that requires universities to
partner with schools in new ways.

All of these examples help us look at the Japanese model of teacher education and
ask questions of how we have conceptualized the knowledge for teaching and the
connections between theory and practice. Most of the time studying to be a teacher
in Japan is set in the university, with time in schools being limited to three to four
weeks. We sometimes view the time our students spend in schools as a burden on the
schools. Generally, we have created a fairly clear distinction between the universi-
ties’ responsibilities and the schools’ responsibilities for preparing new teachers. The
models from the countries in this study, however, illustrate ways to share the respon-
sibility between the universities and the schools. These models require resources
of time from schools, coordination efforts from both universities and schools, and
efforts to share a common set of expectations for how to support successful learning
for teacher candidates. These resources are not trivial. Resources aside, however,
the key question for the Japanese context would be the willingness to reimagine the
knowledge and skills we value in the university and the schools.

These examples also raise questions for us about the kinds of knowledge we
value in the university in Japan. Our university staff in teacher education do not
typically have a background or experience in teaching, yet almost every faculty in
the countries examined in this study have acquired a teaching qualification and have
teaching experience in primary or secondary education. In Japan, we have valued the
professoriate as theoreticians and created our programmes to rely on the expertise
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they bring from their disciplinary perspectives. We have very little role for practical
knowledge of teaching in our teacher education programmes. We rely on the schools
to develop this kind of knowledge among teachers after they are hired. Should we
re-examine our assumptions about the kinds of knowledge that we embrace in the
university? How would practical theory and practical knowledge be supported in our
universities? Should we reimagine the way that we hire and promote university staff
in order to represent a more diverse range of knowledges in teacher education? Could
we represent the relationship between theory and practice through different kinds of
relationships with schools and school-based teacher educators?

5.2 The Role of the University in Teacher Education

As the Japanese policy context shifts to expecting universities to offer graduate
degrees for teachers, we saw in these examples a range of ways to imagine the role
of the university in teacher education both at the pre-service and in-service periods
of teachers’ careers. While the role of the university in the pre-service education of
teachers is quite clear in Japan, these international illustrations helped illuminate a set
of questions around the ongoing role of the university in teacher learning after initial
teacher qualification. These national illustrations provided an important contrast for
Japan, raising questions of who we hire as teacher educators; what our university
faculty have to offer to the ongoing learning of teachers; and what is the role of
universities in the professional growth of teachers?

These cases provide some evidence of the overall academization of teacher edu-
cation during the pre-service preparation with the shift to graduate level education
in most countries in the study. We also saw in the case of France, the transition of
teacher education from normal schools, to university-affiliated institutes, to univer-
sity departments. With this shift to graduate level education for pre-service teacher
education and the general academization of teacher education,we see the requirement
for teachers to be research-engaged increasing. Research methods was common in
the programme curriculum and in thewell-knownFinnishmodel, teachers are viewed
as researchers in the classroom. Universities are well positioned to provide expertise
in the development of knowledge of research methods and guidance in conducting
research activities. The challenge for Japan will likely lie in how to frame research
questions and activities through the lens of practicing teachers and what questions
matter most for them and their practice.

In Latvia, South Korea, and Thailand graduate programmes are available for
ongoing teacher professional development. The questions these examples raise for
Japan are around the types of knowledge that are most applicable, meaningful, and
supportive for teachers who might choose to pursue these higher degrees. If gaining
information that will be immediately applicable to classroom practice is the goal,
maybe our current university faculty are not the best suited instructors. Should the
universities then be seeking to employ expert practitioners to deliver practice-based
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knowledge? If learning how to be a practitioner researcher is the goal, maybe our cur-
rent university faculty need more knowledge and experience in this form or research.
Should the universities be partnering with practitioner researchers to learn together?

5.3 Responding to Pressures of Globalization

Reading across international reports of teacher education, the opening frames are
predictably about globalization forces tied to economic arguments and the need
for stronger accountability to ensure a system that manufactures human resource
outcomes that will contribute effectively to national economies. International com-
parisons of teacher education systems often conclude that: ‘Notwithstanding their
origins, commonalities, and differences, all systems of teacher preparation have to
rethink their core assumptions and processes in the new global context’ (Gopinathan
et al., 2008, p. 14). While we agree with the call to rethinking our core assumptions,
we are not suggesting that we do this in order to conform to the gloabalization argu-
ments that are based on economic and market-force arguments. The local contextual
considerations must account for something in our policy deliberations. Within the
context of Japan, the history of the nation, the culture of people, and the role of
teaching within society are important to consider in our policy learning frame.

The history of the profession also matters a great deal in how the work of teaching
and teacher education is constructed. For example, the Finnish Model is not simply a
matter of a master’s degree and research preparation for teachers. There is a history
and culture within the teaching profession that supports teaching as a research-based
profession. The history of the nation matters as well. The Latvian example shows us
a nation that is entering into the EU alliance while still struggling to claim its own
national identity. Additionally, market forces are not only global, they are local to the
region.Again, Latvia illustrates howadopting theBologna principles for professional
education is in conflict with local economic issues: holding a master’s degree as a
teacher does not align with the current available salaries for teachers and other highly
trained professionals are leaving the country to secure higher salaries elsewhere in
the EU.

For Japan, we should account for the culture of the teaching profession and the
expectations that teachers hold of one another in terms of their professional learning.
Are graduate degrees a necessary form of learning and will they help advance knowl-
edge within the profession? We would also ask about the role of national values and
identity in education. What is uniquely Japanese that may be worth preserving? And
what are the local market forces that we are engaging in? Is the hiring of teachers
competitive across prefectures? Is the teaching populationmobile?What are the local
incentives for the pursuit of more university qualifications?
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6 Closing Thoughts

We have chosen to look globally in order to understand the local issues that Japan is
facing and to put our assumptions into contrastwith other systems.As researchers, we
need to understand our lenses and values alongside the global discourses of teacher
education reform. At the same time, we need to be locally aware:

In light of these cultural, political, economic, technological, and demographic shifts, and of
the range of research that points to the power of both global and local to shape the work,
supports, and discourses of teaching, we need to ask questions about the ways global and
local interact in relation to teaching and teacher education internationally. (Paine&Zeichner,
2012, p. 573)

Wehave identified somekey issues that this international comparison sample helps
identify for the professional and research field of teacher education. These issues—
the way in which the practice of research is woven into teacher education, the status
of practitioner or practical knowledge within university-based teacher education, the
construction of roles in teacher education for universities and schools, and how the
forces of globalization challenge our current systems—are not surprising and many
will recognize them as recurring, persistent, and sometimes contentious aspects of
teacher education. The learning we draw from this analysis is that if changes are to
be adopted based on globalization forces, the powerful role the local systems and
values play in how teacher education is organized must be thoughtfully considered.
We entered into this analysis cautious about a stance of policy borrowing. Policies
from one nation cannot be transported and implanted without local considerations.
Not all answers can be found in research studies or by looking outward to other
nations. Through our policy learning lens, we leave this analysis with many helpful
questions regarding the changing nature of teacher education in Japan.
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Chapter 19
Upgrading Professional Learning
Communities to Enhance Teachers’
Epistemic Reflexivity About
Self-regulated Learning

Shyam Barr and Helen Askell-Williams

Abstract Globalisation, the evolution of artificial intelligence, and information and
communication technology are rapidly changing social andworkforce landscapes.As
a result, pre-service and in-service teacher education providers must prepare teachers
to meet the needs of their students’ futures. This chapter argues for teacher education
to reshape teachers’ epistemic cognition and epistemic reflection (i.e., key compo-
nents of teachers’ identities) to deeply engage with the 21st century capability of
self-regulated learning (SRL). We propose that epistemic reflexivity is a key process
underpinning teachers’ decisions about whether and how to explicitly teach strate-
gies for SRL.We introduce a new process–model of epistemic reflexivity and provide
examples of how pre-service and in-service teacher educators can ‘upgrade’ profes-
sional learning communities to incorporate epistemic reflexivity as a core educative
process. Additionally, we provide practical examples of implementing professional
education for epistemic cognition and reflection.

1 Introduction

Teacher education plays a fundamental role in the preparation of teachers entering
the workforce and the provision of opportunities for continuous professional edu-
cation for practicing teachers. In this volume, teacher education is placed under the
microscope as authors identify how universities and professional education providers
are responding to global educational issues. Globalisation, the evolution of artificial
intelligence (AI), and information and communication technology (ICT) are rapidly
changing the job landscape. Automation of routine tasks creates a need for the cur-
rent workforce to engage in a continuous process of upskilling. As a result, increased
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attention is being directed towards the development of students’ 21st century capabil-
ities so that they arewell-equipped as life-long learners to thrive in this ever-changing
world (Council of Australian Governments Education Council, 2019). However, a
focus on 21st century capabilities requires substantial change in teachers’ knowledge,
beliefs and pedagogical practices, leading to pressure being placed on teacher educa-
tion providers to reconsider the effectiveness of current professional education that
adequately equips teachers to, in turn, prepare their students for future workforces
and societies. As such, teacher education needs to not only adaptively respond to cur-
rent changes, but anticipate future requirements and changes, and begin to reshape
with the future in mind. Teacher education must be proactive in this change.

Our chapter argues for teacher education to engage with a reshaping of teachers’
epistemic cognitions and epistemic reflection (i.e., key components of teachers’ iden-
tities) in relation to the 21st century capability of self-regulated learning (SRL). We
position teachers’ epistemic reflexivity as a key process underpinning teachers’ deci-
sions about explicitly teaching strategies for SRL to their students.We propose a new
process–model of epistemic reflexivity and provide an example of how pre-service
and in-service teacher educators can ‘upgrade’ professional learning communities to
incorporate epistemic reflexivity as a core educative process.

2 Globalisation and Increase in AI and ICT

The current job landscape is changing rapidly with enhanced technology, artificial
intelligence, and a proliferation of information through online education. Jobs that
require repetitive or routine tasks are being replaced by robotics/machines, creating
a need for the current workforce to engage in a process of ongoing upskilling. To
succeed in this evolving world, researchers (e.g., Dede, 2010; Voogt &Roblin, 2012)
have advocated that both current and future workforces (i.e., current students) require
21st century capabilities. These include high level communication skills, problem-
solving capabilities and the ability ‘to adapt and innovate in response to new demands
and changing circumstances’ (Binkley et al., 2012, p. 17). Additionally, due to glob-
alisation, the world’s increasing complexity necessitates ‘fundamental reforms’ in
how individuals are supported as learners (World Economic Forum, 2017, p. 15),
and therefore how students are supported to develop 21st century capabilities.

3 21st Century Capabilities

Students’ 21st century capabilities are included in global discussions about how to
best prepare students for the future (OECD, 2018). Many researchers, global organ-
isations and educational bodies have attempted to define 21st century capabilities,
resulting in no current universal definition. Some researchers (e.g., Binkley et al.,
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2012; Voogt & Roblin, 2012) have conducted a comparative analysis of the interna-
tional frameworks about 21st century skills and attempted to synthesise frameworks
into a single framework. For example, Binkley et al. (2012, pp. 18–19) conducted an
analysis of twelve frameworks of 21st century skills from around theworld, and iden-
tified ten shared skills [(1) Creativity and innovation, (2) Critical thinking, problem-
solving, decision-making, (3) Learning to learn,Metacognition, (4) Communication,
(5) Collaboration, (6) Information literacy, (7) ICT literacy, (8) Citizenship, (9) Life
and career, and (10) Personal and social responsibility]. A similar list of capabilities
was produced by Voogt and Roblin (2012) in their synthesis of international frame-
works for 21st century competences. Other authors (e.g., Kereluik, Mishra, Fahnoe,
& Terry, 2013) have synthesised frameworks into three broad knowledge categories
(e.g., foundational knowledge (to know) including core content knowledge, cross-
disciplinary knowledge and digital/ICT literacy; meta knowledge (to act) including
creativity and innovation, problem-solving and critical thinking, thinking, and com-
munication and collaboration; and humanistic knowledge (to value) including life/job
skills, ethical/emotional awareness and cultural competence). Whether presented as
a list of key skills (e.g., Binkley et al., 2012) or three broad categories of knowl-
edge (e.g., Kereluik et al., 2013), students require opportunities to develop these 21st
century capabilities.

Globally, it has been acknowledged that formal education plays a critical role
in the development of students’ 21st century capabilities (Council of Australian
Governments Education Council, 2019; Ministerial Council on Education, Employ-
ment, Training and Youth Affairs, MCEETYA, 2008; OECD, 2018). Although many
organisations and researchers have advocated for the incorporation of the teaching
of 21st century skills into formal education, and teachers have been reported to value
knowledge that underpins 21st century capabilities (Mishra & Mehta, 2017), very
fewhave reported successful attempts at integrating these general capabilities into the
curriculum. Locally, it seems that governing bodies (e.g., ACARA, 2019; AITSL,
2019) continue to list aims that include a focus on 21st century capabilities, but
researchers have flagged that realisation of such aims in classroom contexts requires
substantial work. For example, Care and Kim (2018) stated that the ‘introduction
of twenty first century curricula requires knowledge and understanding of how the
aspirations in mission statements translate into the particulars of what students need
to learn and know how to do, and of what teachers need to teach and know how to
assess’ (p. 21–22). Poor implementation of 21st century capabilities in classrooms
was also documented in the comparative review by Voogt and Roblin (2012) who
reported good consistency between frameworks, but stated that ‘intentions and prac-
tice seemed still far apart’ (p. 299). Although the intention is clear (i.e., to develop
students’ 21st century capabilities), there is still a ‘grey area’ about how teachers
translate this knowledge into actions in classrooms.

We ground our thinking of teachers’ promotion of 21st century capabilities in
social cognitive theory (Bandura, 1978, 2001). We conceive of teachers’ behaviour
(e.g., implementation of evidence-based initiatives for students’ 21st century capa-
bilities) existing in a reciprocally determined relationship with their personal factors
(e.g., knowledge, beliefs, dispositions) and environmental factors (e.g., professional
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development opportunities, policy, leadership, school vision). Therefore, we envis-
age teachers’ adoption of evidence-based teaching practices for students’ 21st cen-
tury capabilities as voluntary behaviours suggesting a need for changes in teachers’
personal factors and environmental factors.

Implementation of strategies to foster 21st century capabilities in classrooms
requires further attention. Acknowledging the breadth of 21st century capabilities, in
this chapter, we focus on the 21st century capability of self-regulated learning (SRL)
against a background of research that has demonstrated wide variability in teachers’
implementation of evidence-based teaching practices that promote students’ SRL
(e.g., Dignath & Büttner, 2018; Kistner, Otto, Büttner, Rakoczy, & Klieme, 2015).

3.1 21st Century Capability: Self-regulated Learning (SRL)

SRL has been documented in numerous frameworks of 21st century capabilities. For
example, SRL includes what Binkley et al. (2012) referred to as ‘Learning to learn,
Metacognition’ (p. 18). Additionally, the Organisation for Economic Cooperation
and Development (OECD, 2005) included SRL within the 21st century capability
titled ‘the ability to form and conduct life plans and personal projects’ (p. 15), includ-
ing setting goals, self-monitoring and self-evaluation, which are all considered key
elements of SRL. Furthermore, Voogt and Roblin (2012) reported that aspects of
SRL have been mentioned in a number of global frameworks regarding 21st century
capabilities.

In Australia, increased attention has also been directed towards the skill of SRL,
which will support students to evolve as life-long learners; capable of and commit-
ted to a process of ongoing upskilling and re-training (ACT Education Directorate,
2018; Council of Australian Governments Education Council, 2019; MCEETYA,
2008; OECD, 2019). Indeed, the Australian Curriculum, Assessment and Report-
ing Authority (ACARA, 2019) has integrated a focus on SRL within more than one
category of general capabilities. For example, the personal and social capability indi-
cates a focus on developing self-awareness and self-management, which are two key
components of SRL. Additionally, the critical and creative thinking capability high-
lights a need for students to be engaged in high-quality metacognition, also included
under the umbrella of SRL. Furthermore, Gonski et al. (2018) recommended that
the Australian Government ‘give more prominence to the acquisition of the general
capabilities e.g., critical and creative thinking, personal and social capability’ (p.
xii), essentially requesting that teachers adopt a greater focus on the development
of students’ SRL skills. Recently, the Council of Australian Governments Education
Council (2019) endorsed the Alice Springs (Mparntwe) Declaration which docu-
mented the goal that ‘all young Australians become…successful lifelong learners’
(p. 4) and detailed this goal with a number of explicit statements related to SRL (e.g.,
‘develop their ability and motivation to learn and play an active role in their own
learning’; ‘are responsive and adaptive to new ways of thinking and learning’, p. 7).
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Research about SRL, or components of SRL (e.g.,metacognition, self-awareness),
have exponentially grown over the past decade. Panadero (2017) claimed that ‘SRL
has become one of the most important areas of research within educational psychol-
ogy’ (p. 1). From a social-constructivist view, we conceptualise SRL as ‘a broad
term that encapsulates different variables that influence learning (e.g., goal orienta-
tion, self-efficacy, metacognition, motivation, volitional strategies)’ (Barr & Askell-
Williams, 2019, p. 2). Furthermore, while some definitions have focused on different
components (e.g., egocentrism from the Piagetian perspective; language capabil-
ity from the Vygotskian position), we believe SRL is best conceived as a process
(Klug, Ogrin, Keller, Ihringer, & Schmitz, 2011) and highlight that metacognitive
functioning plays an important role in SRL (Flavell, 1979; Winne & Hadwin, 1998).

Essentially, SRL occurs when students set goals, select their learning strate-
gies throughout the task and regularly monitor and evaluate the effectiveness of
their approaches to learning (Zimmerman, 2008, 2013). According to Zimmerman
(1986), ‘self-regulation theory… focuses attention on how students personally acti-
vate, alter, and sustain their learningpractices in specific contexts’ (p. 307).Numerous
researchers have proposed conceptual models that attempt to explain the interact-
ing components of SRL. In a comprehensive comparative review, Panadero (2017)
considered similarities and differences between six models of SRL (e.g., Boekaerts,
1997;Zimmerman, 2002).He reported that therewas cross-over between the different
models, primarily the understanding that SRL ‘includes the cognitive, metacognitive,
behavioural, motivational, and emotional/affective aspects of learning’ (p. 1). Fur-
thermore, Panadero’s findings indicated that the models of SRL offer useful frame-
works to support students’ development of strategic knowledge. Indeed, there is
consensus that motivational, cognitive and metacognitive strategies that underpin
SRL can be explicitly taught (Donker, de Boer, Kostons, Dignath van Ewijk, & van
der Werf, 2014; Kistner et al., 2010).

Unfortunately, researchers continue to observe that teachers rarely engage in
explicit and sustained teaching of self-regulatory learning strategies. For example,
Kistner et al. (2015) considered 20mathematics teachers’ beliefs andpractices related
to teaching for SRL. In their study, each teacher-participant engaged in five video-
recorded lessons and completed a survey regarding their beliefs. Analysis of video–
recorded lessons revealed that teachers’ strategy instruction ‘predominantly consisted
in implicit prompting of strategic behaviour’ (Kistner et al., 2015, p. 192), rather than
being explicitly taught. Kistner et al. reported that teachers’ beliefs influenced the
types of strategies taught and how they were taught. For example, they reported that
teachers with relatively traditional beliefs about the teaching of mathematics were
less likely to promote SRL strategies such as elaboration, while teachers with more
progressive beliefs were more likely to teach SRL strategies such as monitoring and
evaluation.

More recently, Dignath and Büttner (2018) conducted an observational study of
28 primary and secondary school mathematics teachers’ teaching about SRL. Find-
ings indicated that teachers rarely engaged in the explicit teaching of SRL strategies,
and when they did, they typically spent more time focussed on cognitive strategies
over metacognitive strategies. Analysis of interviews indicated that teachers did not



354 S. Barr and H. Askell-Williams

possess the necessary knowledge about SRL and were also ‘reluctant to promote
it’ (p. 127). Concerns about teachers’ knowledge about SRL have been raised in
numerous other studies as well (e.g., Dignath-van Ewijk & van der Werf, 2012;
Perry, Hutchinson, & Thauberger, 2008; Spruce & Bol, 2015) and have been used to
explain the lack of explicit teaching of SRL strategies observed in classrooms. As a
result, Dignath and Büttner recommended that teachers engage in appropriate pro-
fessional education to support their implementation of evidence-based SRL teaching
initiatives.

In our earlier research (e.g., Barr & Askell-Williams, 2019), we also found that
teachers varied substantially in the knowledge and beliefs that they possessed about
SRL. We have argued that personal factors (e.g., knowledge about SRL, beliefs
related to SRL) provide the foundation that underpins teachers’ thinking and deci-
sion–making about SRL: These personal factors need to be elevated to the highest
quality. For example, a teacher with high-quality knowledge of SRL would under-
stand the process of SRL and the different motivational, cognitive and metacognitive
strategies that underpin effective SRL. Additionally, they would possess high-quality
knowledge about pedagogical strategies to foster students’ SRL knowledge. With
regard to teachers’ beliefs about SRL, as an example, teachers’ high-quality beliefs
about SRL would include social-constructivist beliefs (Dignath-van Ewijk & van
der Werf, 2012), high self-efficacy for fostering students’ knowledge about SRL and
high expectations of students’ capability for SRL (Spruce & Bol, 2015). We argue
that professional education should continue to aim to develop teachers’ high-quality
knowledge and beliefs, BUT possessing high-quality knowledge and suitable beliefs
about SRL is not sufficient in itself: teachers also need to enact those knowledge and
beliefs, which requires teachers to engage in high-quality epistemic cognition about
SRL, particularly epistemic reflexivity about SRL.

3.2 Teachers’ Epistemic Cognition About SRL

Teachers’ epistemic cognition about SRL refers to how teachers think about the
knowing of, and the knowledge of, SRL. More broadly, epistemic cognition can be
understood as a process of developing, assessing and applying knowledge (Hofer &
Bendixen, 2012), influenced by one’s prior knowledge, beliefs and attitudes (Greene
& Yu, 2016). Recently, studies have demonstrated connections between teachers’
epistemic cognition and their teaching practices (Greene, Sandoval, &Bråten, 2016),
hence our interest in teachers’ epistemic cognition about SRL. In a developing
model of teachers’ epistemic cognition about SRL (Barr & Askell-Williams, 2019),
based upon the work of Zimmerman (2002), we view epistemic cognition about
SRL occurring over three phases, the Forethought phase, Performance phase and
Self-Reflection phase. During the Forethought phase, teachers engage in epistemic
reflexivity (detailed in the section below), effectively thinking and making decisions
about their teaching actions (e.g., setting epistemic aims, selecting reliable processes
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to achieve their epistemic aims). The Performance phase involves the implementa-
tion of the teaching actions, and the Self-Reflection phase is when the teachers reflect
on their teaching actions and assesses whether they have achieved their set knowl-
edge aims. Teachers’ epistemic cognition about SRL is a complex process: for the
purpose of this chapter we focus on teachers’ epistemic reflexivity about SRL and
its relationship with teachers’ teaching practice about SRL.

3.3 Teachers’ Epistemic Reflexivity

Teachers’ epistemic reflexivity has emerged as an important aspect of teachers’ pro-
fessional work, with researchers (e.g., Lunn Brownlee et al., 2019) arguing that
educators need to enhance their flexible thinking modes related to epistemic mat-
ters. Epistemic reflexivity is a process of self-talk about knowing and knowledge:
it occurs predominantly within the forethought and performance phases of teach-
ers’ epistemic cognition about SRL. For example, teachers’ epistemic reflexivity
about SRL refers to the inner dialogue that occurs during teachers’ decision mak-
ing and problem-solving about knowing and knowledge related to SRL (e.g., lesson
planning, enactment of lesson plan). We conceive epistemic reflexivity to be simi-
lar to ‘other reflexive terms… [namely] reflexive thinking, reflexive mediation and
reflexive deliberation’ (Barr & Askell-Williams, 2019, p. 4). The following para-
graphs document the way different researchers have attempted to describe epistemic
reflexivity, its key components and the key moments of the epistemically reflexive
dialogue.

Drawing on Mead’s (1934) and Peirce’s (1984) work, Wiley (2010) explained
that the more general concept of ‘reflexivity’ involves three components existing on
a timeline: I (present), me (past), and you (future). Other researchers (e.g., Fives,
Barnes, Buehl, Mascadri, & Ziegler, 2017) have referred to the three components
as subject–object–subject (i.e., I-me-you) and proposed that reflexivity can be dis-
tinguished from other forms of reflection by a “mental and self-referential ‘bending
back’ upon oneself” (Archer, 2010b, p. 3). According to Feucht, Lunn Brownlee,
and Schraw (2017), ‘reflection becomes reflexivity when informed and intentional
internal dialogue leads to changes in educational practices, expectations, and beliefs’
(p. 234).

Reflexivity and its relationship with behavior has been a topic of interest to
researchers for many years. James (1892/2001) argued that self-questioning (e.g.,
‘Will you or won’t you have it so?’ p. 327) was a key-part of decision making.
Since James’ (1890/2007) research into principles of thought and introspection,many
researchers have focused on the nature of inner dialogue (e.g., Bakhtin, 1929/1973;
Mead, 1934; Peirce, 1984; Vygotsky, 1962). Archer’s (2000, 2003, 2007, 2010a,
2010b) extensive program of research advocated that reflexivity happens over three
moments. The idea that reflexivity occurs as three moments is common among other
models of reflexivity (e.g., Lunn Brownlee, Ferguson, & Ryan, 2017; Wiley, 2010).
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Table 1 Comparison of the moments of the reflexive (self) conversation

Researcher(s) Moments in the reflexive conversation

Archer (2000)

Wiley (2010)

Lunn Brownlee
et al. (2017,
2019)

Different models have been proposed to explain the different moments of reflex-
ivity, and more recently, of epistemic reflexivity. Table 1 shows our comparison of
the naming and time dimensions in three extant models.

From Table 1, one of the most prominent models of reflexivity proposed by
Archer (2000) is the Discernment, Deliberation and Dedication (DDD) scheme. In
this scheme, the discernment moment is when a person lists any projects of con-
cern or value. During the deliberation moment, the individual critically evaluates
the worth of each project, engaging in a temporary prioritisation of the projects of
concern. The final moment of Archer’s DDD scheme is dedication, whereby the
individual decides which project of concern(s) will be acted upon. Similarly, Wiley
(2010) documented three moments of the reflexive conversation as Defining (i.e.,
listing projects of concern and prioritising based on value; like Archer’s discernment
and deliberation moments), Choosing (i.e., selecting the project of concern that will
be progressed to action; similar to Archer’s dedication moment) and Enacting (i.e.,
the action taken).

Building on Archer’s (2000) work, Lunn Brownlee et al. (2019) described
three moments termed Reflect-discern, Reflexivity–deliberate and Resolved action-
dedicate. The reflect–discern moment involves a consideration of an epistemic aim
(knowing and/or knowledge related goal) or potential problem. This is followed by
the reflexivity-deliberate moment where teachers engage in a critical evaluation of
their concerns drawing on their personal and contextual factors. Lastly, the resolved
action–dedicate moment involves the implementation of the chosen action.

Our analysis of the various definitions of these three moments of reflexivity sug-
gests key differences between the models. For example, Wiley (2010) includes the
enactingmoment that acknowledges the action that can result from the reflexive con-
versation. Lunn Brownlee et al.’s (2019) current interpretation of Archer’s (2000)
work appears different, in that LunnBrownlee et al. define their secondmoment of the
reflexive conversation as ‘reflexivity/deliberate’.While on face-value thismay appear
similar to Archer’s second moment deliberation, it is confused by Lunn Brownlee
et al.’s interpretation of Archer’s first moment discernment as the setting of epistemic
aims. In our view, the setting of an epistemic aim implies a decision has been made
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Fig. 1 DDD-D process of epistemic reflexivity

about which epistemic aim is of greatest value. We have highlighted substantial vari-
ation in some of these prominentmodels of reflexivity and epistemic reflexivity (refer
Table 1) and we propose a new process model of epistemic reflexivity comprising
four moments Discernment, Deliberation, Decision and Deed (DDD-D) as listed in
Fig. 1.

From the model in Fig. 1, a teacher engaged in epistemic reflexivity about SRL
would list the development of students’ knowledge about SRL as a project of concern
and a potential epistemic aim (discernment). The teacher would then deliberate the
potential epistemic aim about SRL in relation to a range of personal factors (e.g.,
knowledge, motivations, values), contextual factors (e.g., school priority, Australian
Curriculum) and other potential epistemic aims. A decision would be made as to
whether the epistemic aim about SRL and the associatedmethods to achieve it should
be progressed. For teachers, the decision might be documented in a lesson plan as a
first level of commitment reflecting the decision. Then, the teacher may implement
the chosen actions in their classrooms (i.e., deed). However, this is not always the
case, for between lesson planning and the lesson itself a teacher might return to the
discernment moment of the process of epistemic reflexivity about SRL. Our model
brings together the key moments of prior models but acknowledges the potential to
change one’s decision before deed—a key point of difference from previous models.
A teacher engaged in high-quality epistemic reflexivity would deem SRL as highly
valuable, prioritise the teaching of SRL among other teaching actions, decide on
suitable epistemic aims and teaching actions about SRL, and enact these actions in
their practice.

Teachers’ epistemic reflexivity is a critical process in the decision-making and
enactment of SRL teaching initiatives in regular classrooms. Our argument is that
to ensure that SRL teaching initiatives become embedded and sustained in practice,
beyond the development of teachers’ high-quality knowledge and beliefs about SRL,
teachers’ epistemic reflexivity about SRL needs to be addressed during their profes-
sional education. The following section documents a professional education model
for developing teachers’ epistemic reflexivity.
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4 Promoting Teachers’ Epistemic Reflexivity About SRL:
Professional Learning Communities (PLCs)

Evidence-based approaches to teacher education, for example PLCs, provide oppor-
tunities for school improvement. Some researchers have argued that there is no shared
definition or model of practice of PLCs (e.g., Dogan, Pringle, & Mesa, 2016) and in
our search of the literature, we conclude a similar finding. However, there is some
consensus that a PLC consists of a group of educators engaging in shared problem-
solving with the aim of addressing classroom challenges. PLCs have been repeatedly
shown to be effective for promoting change in schools (refer Dogan et al., 2016; Van-
grieken, Meredith, Packer, & Kyndt, 2017; Vescio, Ross, & Adams, 2008). As one
example, Gore and colleagues (e.g., Beveridge, Mockler, & Gore, 2018; Bowe &
Gore, 2016; Gore, Griffiths, & Ladwig, 2004) have conducted a substantial program
of research about Quality Teacher Rounds, a framework for teacher education that
includes PLCs as a key component. Their programof research has included a series of
randomised controlled trials that has demonstrated that PLCs are an effective method
of professional education that can be utilised to effectively shift teachers’ personal
factors, such as their knowledge and beliefs.

As a result of the evidence-base surrounding the positive effects associated
with PLCs, the Australian Government (e.g., Victoria State Government, 2019) and
schools continue to embrace PLCs as a useful mode of professional education.While
PLCs have been presented as an evidence-basedmethod of professional education for
reshaping teachers’ knowledge and beliefs (Bowe & Gore, 2016; DuFour & Eaker,
1998), we argue that possessing high-quality knowledge and beliefs about SRL is
simply not enough. In addition, teachers’ reflexive decision-making also needs to
be supported, and this has substantial potential to be achieved in the PLC context.
Based on our search of the literature, researchers have rarely explored how PLCs
can explicitly prompt teachers’ epistemic reflexivity. The following section details
our proposed PLC-ER, an extended PLC model that incorporates an explicit focus
on improving epistemic reflexivity (ER).

4.1 Upgrading PLCs to PLC-ERs for Enhanced Teaching
Practice About SRL

A PLC-ER includes all the elements of a typical PLC (e.g., opportunities for teacher
collaboration, a focus on student learning), meaning that it is well placed to support
the development of teachers’ high-quality knowledge and beliefs about SRL. In
addition, a PLC-ER includes explicit educative tools to engage teachers in each
moment of the DDD-D process model of epistemic reflexivity (refer Fig. 1), namely,
the discernment moment, the deliberation moment, the decision moment and the
deed moment. The following sections provide scenarios showing how education
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for epistemic reflexivity might appear in a PLC-ER. Following these scenarios, we
provide practical examples demonstrating how we have implemented aspects of
the DDD-D model for teachers’ epistemic reflexivity in our own classroom-based
research.

4.2 Teachers’ Discernment Moment About SRL

For example, teachers involved in a PLC-ER would have opportunities to consider
their projects of concern, that is to be explicitly engaged in the discernment phase.
This might involve a facilitator or teacher-leader explicitly asking the teachers to list
all their projects of concern (e.g., subject-content, general capabilities, SRL, well-
being, pastoral care). Explicit engagement in the discernment phase allows teachers
to recognise the many projects of concern that they are balancing. In the context of
promoting SRL in the classroom, the aim is to have SRL listed as a project of concern.
If the promotion of SRL is not listed, then this is an opportunity for a facilitator
or group leader to prompt discussions about the value of equipping students with
good-quality SRL strategies.

4.3 Teachers’ Deliberation Moment About SRL

Following the listing of their projects of concern, the teachers would be encouraged
to critically reflect on each project, debating its value in relation to their own personal
factors (e.g., knowledge, motivations, self-beliefs) and environmental factors (e.g.,
school vision, mission, values, policies). During this moment, the teachers would
prioritise their concerns from most valuable to least valuable. While promoting SRL
in the classroommight be listed by teachers as a project of concern (i.e., discernment),
the teachers’ deliberation is important as it questions where promoting SRL sits
within their project priorities. If the promotion of SRL is not prioritised it is unlikely
to gain the attention it deserves and thereforemay not be enacted in the classroom.We
argue that this early phase may be the barrier for teachers’ implementation—that is,
balancing the different projects of concern to ensure that students are well-equipped
with all the necessary 21st century skills. Again, a facilitator can use pedagogical
tools such as evidence and discussion to elevate SRL to a high priority project.

4.4 Teachers’ Decision Moment About SRL

To encourage teachers in the decision moment of epistemic reflexivity about SRL,
teachers can be encouraged to create lesson plans that include epistemic aims (as
learning objectives/outcomes) and appropriate pedagogical strategies (e.g., explicit
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teaching of SRL strategies) related to the development of students’ SRL capabilities.
A pre-formatted lesson plan template might include explicit prompts for SRL (e.g.,
include a learning outcome for SRL). However, the DDD-D process acknowledges
that while a teacher may have made decisions during their lesson planning for the
promotion of SRL in the classroom, the space (e.g., time delay) between decision
and deed means that teachers may need to return to the discernment and deliberation
moments to reevaluate their projects of concern.

4.5 Teachers’ Deed Moment About SRL

The teachers’ teaching actions (i.e., deed moment) often occurs in the context of their
own classrooms. Collecting data from lessons is a common practice in PLCs. Data
about teachers’ deed moment might include colleagues observing lessons that have
an explicit focus on the teaching of SRL strategies and creating opportunities (such as
providing time) for students to engage in SRL. The Assessing howTeachers Enhance
Self-Regulated Learning observation instrument (ATES; Dignath-van Ewijk, Dick-
häuser, & Büttner, 2013) offers a useful tool to support teachers in documenting the
deed moment of epistemic reflexivity about SRL.

We propose that supporting teachers to engage in epistemic reflexivity about
teaching SRL ismore likely to lead to sustainable changes in their practice, compared
to simply providing them with, for example, information about the value of SRL and
a checklist of SRL strategies. To investigate our proposal, in an earlier study, (a
precursor to this chapter), we evaluated the effects of a researcher-facilitated PLC-
ER about SRL with four science teachers in an independent school in Melbourne
(see Barr & Askell-Williams, 2019). As part of the PLC-ER intervention, during
conversations, the facilitator engaged teachers’ epistemic reflexivity about SRL with
the intention of supporting changes in teachers’ knowledge, beliefs and teaching
practice about SRL. During these conversations, teachers were prompted to discuss
the different and competing learning aims, the differentmodes for how the aimsmight
be achieved and how these aims related to the school’s strategic direction. Lesson
plans were crafted (i.e., decision moment) and teachers were asked to implement
and complete a self-reflection of their implemented actions (explicit prompt for the
deed moment). Analysis of teachers’ pre-post interviews and self-reported teaching
actions alongside their lesson plans revealed that the PLC-ER enhanced teachers’
knowledge, beliefs and practices about SRL (Barr & Askell-Williams, 2019).

Building on this research, we are currently investigating the effects of a facili-
tated PLC-ER about SRL on school middle-leaders’ (e.g., Heads of departments,
Subject Coordinators) epistemic cognition (including knowledge, beliefs and epis-
temic reflexivity) and practice, teachers’ self-systems about SRL, and students’
SRL. Specifically, following each PLC-ER meeting, school middle-leaders have
been asked to think-aloud while completing a lesson planning template that includes
prompts for teachers’ epistemic reflexivity about SRL. Our preliminary findings
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suggest that a facilitatedPLC-ERabout SRLsupports schoolmiddle-leaders’ engage-
ment in epistemic reflexivity and leads to sustained improvements in their explicit
teaching of SRL strategies.

We propose that PLCs can be upgraded to incorporate explicit education to engage
teachers in epistemic reflexivity that can lead to an increased likelihood of sustained
implementation of evidence-based practices for students’ SRL.

5 Implications for Policy, Research, and Practice

Students who are left to discover 21st century skills such as SRL by themselves are
at the mercy of chance or good fortune, such as availability of family members who
can teach those skills. Overcoming the gap between research that shows that explicit
SRL instruction works, contrasted against reports from classrooms that explicit and
sustained SRL instruction is relatively rare, requires a new approach, such as the
focus on epistemic reflexivity that we advocate in this chapter.

We have argued that to support the development of students’ 21st century capa-
bilities such as SRL, teachers’ epistemic reflexivity must highly value and priori-
tise SRL, to support teachers’ sustained implementation of evidence-based teaching
about SRL. Upgrading the current model of PLCs to PLC-ERs provides an exciting
pathway to achieving enhanced teachers’ epistemic reflexivity about SRL. Higher
education institutions and schools could incorporate our suggested educative tools
into their existing PLC structures, to encourage teachers to explicitly engage in a pro-
cess of epistemic reflexivity, whether about SRL or other 21st century capabilities
or topics of interest. Teachers who are more epistemically cognisant of their stance
and epistemically reflexive about their practices regarding explicit teaching of SRL
will contribute to learners being more effective life-long learners who have skills to
effectively contribute to their own growth and to society at large.

PLCs are being implemented locally (e.g., ACT Education Directorate, 2018;
New South Wales State Government, 2019; Victoria State Government, 2019) and
globally (e.g., Vangrieken et al., 2017). Therefore, ‘upgrading’ PLCs to our PLC-
ER model is not a matter of implementing a new structure. Rather, our suggested
changes are ‘potential tweaks’ to current professional education.While in this chapter
we have discussed building on the well-evidenced PLC model of professional devel-
opment, we envisage that embedding epistemically reflexivity into other professional
education models could also be achieved.
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6 Conclusions

In this chapter, we advocate that to achieve sustained implementation of evidence-
based interventions that support students’ 21st century capabilities (e.g., SRL), teach-
ers need to engage in high-quality epistemic reflexivity about 21st century capabil-
ities. We have highlighted that, in the context of SRL, concerns have been raised
about the quality of teachers’ knowledge and beliefs, and subsequently their teach-
ing practice about SRL. Following a critical evaluation of currentmodels of epistemic
reflexivity, we have proposed the DDD-D process model of epistemic reflexivity. We
argue for the incorporation of educative tools that will engage teachers in epistemic
reflexivity during their initial teacher education and ongoing professional education.
The sustained promotion of students’ SRL in classrooms requires substantial change
in teachers’ self-systems about SRL (e.g., knowledge, beliefs, attitudes, perceptions,
values), and also teachers’ re-prioritisation of their educational goals and practices. In
otherwords, in addition to professional education that addresses teachers’ knowledge
and beliefs about SRL, teachers need to engage in high-quality epistemic reflexivity
about SRL.

Providing high-quality education with a focus on 21st century capabilities to all
students is a social justice issue. It is about ensuring that every child is prepared
to thrive in an ever-changing world. By both developing teachers’ knowledge and
beliefs about SRL and explicitly engaging teachers’ epistemic reflexivity about SRL,
we argue there is greater likelihood of evidence-based SRL teaching initiatives being
sustainably translated into teachers’ practices.

Glossary

Epistemic reflexivity A person’s inner dialogue related to knowing and knowledge
that leads to action.

Epistemic cognition How one thinks about knowing and knowledge (e.g. thinking
about developing, assessing and applying knowledge).

Professional Learning Community (PLC) Amode of professional education that
involves teachers engaging in shared problem-solvingwith the aim of addressing
classroom challenges. Typically this includes collaborative meetings, consider-
ation of student work and the trialing of new teaching strategies.

PLC-ER A professional learning community that includes explicit educative tools
to engage teachers in epistemic reflexivity.

21st Century capabilities A set of general capabilities (e.g. critical thinking,
problem-solving, collaboration) believed to be necessary for succeeding in the
21st century.

Student self-regulated learning When students set goals select their learning
strategies throughout the task and regularly monitor and evaluate the effective-
ness of their approaches to learning (Zimmerman, 2008, 2013).
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Chapter 20
TEMAG Reforms, Teacher Education
and the Respatialising Effects
of Global-Local Knowledge Politics

Ben Arnold, Claire Manton, Stefan Schutt, and Terri Seddon

Abstract This chapter considers how teacher education and ideas about quality
teacher professionalism are complicated by contemporary changes in educational
governance. We approach teacher education as a multi-scaled assemblage of uneven
space-times (McLeod, Sobe, & Seddon, 2018) and document the practice architec-
tures (Kemmis, Wilkinson, Edwards-Groves, Hardy, Grootenboer, & Bristol, 2014)
and the experienced relationalities, spatialities and temporalities (Barbousas & Sed-
don, 2018) that teacher educators must navigate if they are to realise TEMAG
reforms. We trace the effects of 2014 reforms of teacher education recommended
by the Teacher Education Ministerial Advisory Group (TEMAG) and endorsed by
the Australian Commonwealth Government in two ways. First, using a policy per-
spective, we track how TEMAG reforms offered a novel vocabulary that prioritised
‘classroom-ready teachers’ and their preparation through ‘integrated partnerships’
between schools, universities and school systems. We show how that discourse,
privileging partnerships, created regulatory discursive arrangements that were not
specifically Australian, but an expression of the global trajectory towards network
governance in education. Second, we illustrate how that trajectory towards network
governance was realised in Australia through space-times that bridged between edu-
cation policy and practice. We illustrate some of the space-times that are unfolding
between levels of government, regulatory agencies and as professional teacher edu-
cators engage with schools. We suggest this respatialisation of teacher education
raises significant questions about ‘who knows’ teacher education.
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We’re sitting at our tables in Thornbury, a long windowless conference room in a city hotel.
Mints,water bottles,worksheets and referencemanuals cover all available table space. It’s the
second and final day of a 2019 AITSL panel training workshop, after a long and exhausting
Day One. Fifty of us have gathered in Melbourne from around Australia. We’re learning
how to assess accreditation applications from universities for teacher training courses.

Today we’ve been moved to new tables, to shake things up and prepare us for some mock
panel activities. There are six of us at this table, mostly senior educational managers from
government departments, education offices and universities. All nine tables have a chair
–someone who’s previously had the panel chair training. I’ve been chatting with the guy to
my left. He’s a government department leader in Indigenous education. Fit and wiry, he was
once a ranger in the tropics. We joke about bureaucracy, in all its hilarious dysfunction.

Jokes about bureaucracy and its dysfunction have a long history in education. They
can be traced in Australia through the stories of Spencer Button, who navigated the
carapace of rules required by the New South Wales State Education Department
between the 1890s and 1940s (James, 1950), and the struggles by today’s teach-
ers terrorised by performative neoliberal expectations circulating on a global scale
(Ball, 2003). Button rose from country school student to teacher and principal by
engaging with rules made by experienced teachers and men who became inspec-
tors. Today’s teachers navigate market logics by engaging with discursive regula-
tion defined through standards and indicators. So how do these differently regulated
spaces of education affect education professionals and, in particular, the situated
learning of teacher educators?

This chapter considers how ‘quality’ teacher professionalism is complicated by
contemporary changes as educational governance that respatialise and reculture
teacher education. We begin by explaining how we understand locations of teacher
education, where ‘location’ is both an effect of practice architectures that produce
an intersubjective space, and a historicised space-time of education that spawns tan-
gible workplaces, where professional’s learning is situated at different scales. Then
we trace this iterative process of work and learning through differently scaled inter-
subjective spaces. We show how the space of global educational policymaking has
introduced new forms of networked governance. We trace how the recent reform
of teacher education has rearranged relationships between schools, universities and
authorities that award schools and universities new responsibilities whilst also sub-
jecting them to new pressures. Finally, we plunge into case study sites to suggest how
sayings, doings and relatings travel between spaces of policy and the professional
practice of teacher educators’ work in integrated partnerships.

1 Researching Integrated Partnerships

Our research has its roots in interdisciplinary studies of teachers’ work (Connell,
1985), which we read through studies of globalising education policy (Rizvi & Lin-
gard, 2010) and professionals’ situated work and learning (Lave & Wenger, 1991).
We see integrated partnerships as workplaces made through third spaces (Soja, 1996)
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as professionals navigate their global, national, local situatednesswithin analytic bor-
derlands (Sassen, 2000). These settings are constituted through interactions and are
lived experientially and cognitively, historically and spatially, as people come to
understand one another and develop language practices that make their world know-
able and actionable (Kemmis, Wilkinson, Edwards-Groves, Grootenboer, & Bristol,
2014).

From this perspective, an integrated partnership is something made: a space-
time of education (McLeod, Sobe, & Seddon, 2018) that locates professional work
and learning. This intersubjective space has effects that are embodied and lived
personally, professional and politically (Nuttall, Kostogriz, Jones, & Martin, 2017).
A workplace is:

…always already arranged in particular ways, so that people receive one another in these
spaces in ways already shaped for them by the arrangements that are already to be found
there—and sometimes by new objects that are brought there. These intersubjective spaces
‘lie between’ people. They are not mysterious; they are palpable and even tangible. They
are the meat and drink of our lives as human beings. We encounter these intersubjective
spaces, first, in language; second, in space-time in the material world; and third, in social
relationships. (Kemmis et al., 2014)

We used the Australian Commonwealth Government’s 2014 policy recommen-
dations for teacher education reforms as a point of departure to investigate teacher
education. These reforms were launched by the conservative Liberal National Party
Coalition Government, on the advice of the Teacher Education Ministerial Advisory
Committee (TEMAG). It recommended that teacher education should be organised
through ‘integrated partnerships’, in which schools and universities worked together
within system expectations, where the outcome of learningwas defined as ‘classroom
ready’ teachers. We analysed the language practices of TEMAG and the Australian
Institute for Teaching and School Leadership (AITSL) that created an intersubjective
space of governance, which steers the development of integrated partnerships.

We also traced how those recommendations have affected specific locations 5
years later, in 2018–2019. National accreditation standards for teacher education
programs show how global and local imperatives influence governance arrangements
and logics underpinning integrated partnerships. Interview data with professionals
in schools and universities, and case reports written by teacher educators in four
Victorian universities, document how these global and local imperatives steer the
work that teacher educators do.

These locations—where policy ismade, expectations negotiated, and partnerships
constructed—are examples of intersubjective spaces. They locate, orient and incubate
professional practice as individuals and groups do things together in bounded times
and spaces, where professional practices and locations unfold and are shaped by
cultural-discursive, material-economic and social-political arrangements that act as
practice architectures (Kemmis et al., 2014).

We analyse each location by documenting ‘sayings’ (how participants speak about
their work), ‘doings (how they engage in work activities) and ‘relatings’ (what their
relationships look like). But we also attend to the voice and visuality (the seeing,
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knowing and engaging) of the teacher educator who is located within these arrange-
ments (Barbousas & Seddon, 2018). Working dialogically with teacher educators
offers insights into their situation and how their point of view affects what they say
and do, and how they relate as they navigate cultural-discursive, material-economic
and social-political arrangements that act on them as constraints and enablers.

The analysis shows teacher educators are both positioned by, and in dialogue
with, spaces of governing, spaces of teacher education and diverse linking spaces.
These complex spatialities create intersectional sayings, doings and relatings that are
mediated by particular schools, universities, systems and by personal life histories.
The colliding professional practices become visible through questions of knowledge:
who knows what, who is recognised as holding knowledge, and how rights to know
and act are realised.We illustrate these politics of knowledge byplunging into specific
workplaces to show how teacher educators are affected by regulatory frameworks,
school cultures and the personal professional choices of teacher educators. This
interplay between policy and practice suggests how TEMAG reforms require, and
steer, teacher educators, but where they still have choices about how to navigate the
logics of fluidity and control, which characterise integrated partnerships.

2 Globalising Policy in a Post-bureaucratic World

The teaching profession is ‘the epicentre of global policy’ in education (Furlong,
2014: 182). In an effort to enhance the quality of education systems, a diverse range
of bodies, including international organisations, philanthropic entities, advocacy net-
works, multinational corporations and multilateral banks, have made teacher devel-
opment a key focus of their planning and programming (Robertson, 2012; Verger,
Fontdevila, & Zancajo, 2017). Through the circulation of ‘best practices’, interna-
tional standards, and research and reviews, definitions of the ‘good’ teacher and
related reforms to teacher education are circulating with greater range and speed
than in the past (Paine, Blömeke & Aydarova, 2016).

In response to concerns that traditional higher education-led models of teacher
education are ‘overly-theoretical’ and have failed to keep up with demands of the
modern world, a number of organisations have called for reform to ensure that teach-
ers are equipped for ‘real life’ experience (OECD, 2005). This has led to the promo-
tion of ‘school-led’, ‘clinical’ and apprenticeship models of teacher education that
include an extended practicum component, which is thought to help student teachers
bridge theory and practice at the beginning of their teaching career (OECD, 2005;
Schleicher, 2012). These globally circulating solutions to the problem of teacher
preparation appear to have played an important role in Australia’s response to teacher
education reform.

The TEMAG report made ‘integrated partnerships’ between schools and uni-
versities a priority and called for longer, mandated school-based practicums for
pre-service teachers (TEMAG, 2014). The shift towards in-school teacher educa-
tion was intended to ensure that teachers were ‘classroom ready’—that they were
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equipped with the ‘core skills’ to teach in schools. The TEMAG report draws on
international standards to diagnose teacher education as part of the ‘problem of edu-
cation’ inAustralia, advocating action on the grounds that ‘the declining performance
of Australian students in international (PISA) testing has recently driven increased
community debate about the quality of teaching’ (TEMAG, 2014: 23). The report
also draws on international evidence of ‘best practice’ in teacher education to justify
its call for extended pre-service teacher placements in schools.

By drawing on global ‘best practice’ to justify and legitimise reforms to
teacher education, Australian policymakers enable global (non-state, i.e. ‘non-
governmental’) actors to influence national (and local) agendas and policy settings
(Ball & Junemann, 2012). Ball and Junemann argue that this variety of state and non-
state actors in educational decision making has created forms of ‘network’ gover-
nance that are heterarchical: practices of governing that mobilise horizontal networks
in unranked but interactive ways capable of steering and setting directions (Ball &
Junemann, 2012). Rather than being solely responsible for national policymaking,
governments are increasingly influenced by actors (like the OECD) operating within
globally distributed networks. In formulating new policies, national governments
must take into account ‘their own operating codes and rationalities’, and also those
of ‘their various substantive, social and spatiotemporal interdependencies’ (Jessop,
2000: 2).

In the TEMAG report, the operating codes and rationalities of global organisations
and other nation states were used to justify change and inform the reform agenda:

International studies have shown that high performing and improving education systems
have moved the initial period of teacher education from the lecture theatre to the classroom
(TEMAG, 2014: 28).

TheOECDTeaching and Learning International Survey (TALIS) reports that to build teacher
capacity it is important to ensure that, during initial teacher education, pre-service teachers
have several sufficiently long periods of teaching practice in a variety of schools. (TEMAG,
2014: 29)

But alongside these global influences, the histories and habits of different Aus-
tralian states and territories also shaped TEMAG reforms (Savage & Lewis, 2018).
For example, an emphasis on partnerships between schools and universities had been
part of the Victorian state-level accreditation process since 2006, long before the for-
mulation of national accreditation standards. In addition, federally funded but state
directed projects were presented to the TEMAG team as examples of best practice
in teacher education partnerships (Ingvarson et al., 2014). In Victoria, these best
practice projects included the School Centres of Teaching Excellence (SCTE) and
Academies for Professional Practice, launched in 2009 and 2013 respectively.

By taking these global, state and territory rationalities into account, government
steered and enabled the development of the teacher education system (Jessop, 2000).
In this way, Australia’s states and territories have played a role in actively constituting
the national space of teacher education, ‘in addition to, but also in combination with,
the federal government’ (Savage & Lewis, 2018: 134). Yet despite these practices
of governing being constituted by different actors, organisations and policies that
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operate at different scales, the TEMAG reforms have the effect of facilitating federal
oversight and increasing federal power over education. This relation between policy
and politics arises because network governance coproduces governing rationalities
in specific moments in ways that are always already framed by discursive frame-
works constituted through relations of power. These historicised processes of global,
national and local networking create a novel intersubjective space that reframes edu-
cation governance. In this way, the TEMAG report provided a new framework for
governing teacher education at the subnational level.

3 Governing Teacher Education Nationally

To improve the quality of teacher education, TEMAG affirmed networked forms
of governance and facilitated its development through partnerships at local levels.
Higher education institutions were to work in partnership with schools to share
responsibilities and obligations (AITSL, 2018). In this arrangement, schools appear
to have been awarded new decision-making power. However, TEMAG also specifies
the context for these partnerships by calling for ‘a strengthened national quality
assurance process’ and a ‘robust assurance of classroom readiness’ (TEMAG, 2014:
xiii). The report presents partnerships, and especially the relation between schools
and HEIs, in terms of how they contribute towards students’ learning and graduate
outcomes.

The devolution of responsibility for teacher education to school-university part-
nerships is accompanied and framed by an updated teacher accreditation process.
In these accountabilities, HEIs need to provide ‘robust evidence’ that ‘their gradu-
ates have the knowledge and teaching practices they need to be classroom ready’
(TEMAG, 2014, p. xi). These accreditation standards for school-university part-
nerships means that, rather than simply giving schools more autonomy through the
devolution of power, hierarchical (federal) pressure is placed on schools and universi-
ties to adhere to centrally prescribed standards and to seek approval from government
(Mincu&Davies, 2019). The responsibility for teacher education is devolved to local
level actors but at the same time these actors are subjected to increased regulation. In
this ‘post-bureaucratic’ arrangement, the centred and hierarchical state, familiar to
us as ‘government’, is replaced by the ‘regulatory state’ that is decentred and poly-
centric—where ‘governance’ is a means of steering social actors indirectly through
the state’s regulatory powers (Ozga, 2011).

TEMAG reforms offer schools and HEIs new roles in teacher education, which
are allocated through central regulatory mechanisms. These roles appeal to actors’
sense of autonomy and reflexivity but, in practice, mobilise actors’ professional
capabilities as means of governing (Ozga, 2011). In this way, the recent reforms of
teacher education in Australia encourage forms of ‘coercive autonomy’ based on
more directive regulation (such as the introduction of new standards), which become
visiblewhen government urges schools and universities towork in partnership. These
governance practices encourage professionals to ‘use more discretion and to take
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more responsibility while also being more closely monitored from above’ (Edwards,
2000, p. 154 in Greany & Higham, 2018).

TEMAG reforms open up and reframe Australian teacher education through an
intersubjective space of governing that is subject to global, national and local influ-
ences. Ideas that travel through global agencies and their cross-national policy net-
works are mediated through inherited Australian forms of state-federal government
and their hierarchical legacies. Emergent practices of governance include policies
of devolution (responsibilisation), centralised control and professional autonomy.
However, as the old story of Spencer Button shows, these practices play into existing
networks of actors that realise teacher education in ways that are both reconfigured
and sometimes contradictory.

These novel terms and conditions of teacher education place local professionals
under hierarchical pressures through a specific type of partnership that institution-
alises fluidity and control. Today’s professionals do not have the security of Spencer
Button, who could learn to navigate hierarchical control through relatively fixed
and permanent arrangements. Instead, they are subject to discursive controls through
standards associated with teacher training, but are also required to engage in ongoing
work that ensures their partnerships and teacher education practices remain stable.
Australia’s historic tensions between federal and state-level governments create fur-
ther challenges on the ground that compound the influence of global policy ideas and
practices and produce an increasingly fluid political sphere. As a result, processes
of governance are subject to rapid reconfiguration and professionals must do even
more work to keep these governance arrangements fixed in place.

The Australian practice of teacher education has a long history of partnerships
between schools and universities (Sachs, 1997). Partnering sometimes rests on
formalised agreements supported by funding arrangements, but also on informal
arrangements that arise from pre-existing relationships between teacher educators
and teachers. The TEMAG report cuts through this multiplicity of existing partner-
ships by calling for consistent, systematic partnerships to providemutually beneficial
outcomes to schools and universities alike. The reportwas critical of informal partner-
ships based on individual connections rather than wide-scale approaches (TEMAG,
2014).

TEMAG’s preferred form of partnership is ‘mutually beneficial’ for both school
and university. This kind of partnership may see the school benefit from professional
development provided by academics with particular expertise. Simultaneously, the
universitymay benefit by being able to provide placement experiences for pre-service
teachers that align theory more closely with practice than traditional forms of pre-
service professional experience. This ‘mutually beneficial partnership’ has become
the ‘gold standard’ of successful partnerships in both Australian and international
literature (Samena et al., 2012; Butler-Mader, Allen, & Campbell, 2006).

According to TEMAG,mutually beneficial arrangements occur when schools and
universities enjoy close working relationships, while acknowledging complexities
when they work together. Following the TEMAG report, the AITSL standards for
the accreditation of initial teacher education programs were updated to include the
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new focus on partnerships. For universities to be accredited they have to prove that
they met the five sub-standards of Standard 5, ‘Professional Experience’.

The AITSL standards aim to give universities and schools precise definitions and
clarity on their respective roles, and how to work in partnership with one another.
For example, sub-standard 5.1 requires universities (‘providers’) to engage in ‘formal
partnerships, agreed in writing’ with schools, and to ‘clearly specify components of
placements and planned experiences, identified roles and responsibilities for both
parties and responsible contacts for day-to-day administration of the arrangement’.
The other sub-standards stipulate components of the partnership that universities
must develop. They include the core components of the professional experience
program (5.2) and the need for ‘clearmechanisms to communicate’ (5.3), the need for
each partner to ‘achieve a rigorous approach to the assessment of preservice teachers’
achievements’ (5.4) and for universities to support schools to deliver professional
experiences in schools (5.5). Each state has used these national standards to develop
its own accreditation standards. All of the state-level accreditation standards are
virtually identical to the AITSL standards, although in some cases states do offer
further guidance about how HEIs should meet a particular standard (e.g. NESA
supporting documents for standard 4.4 in NSW).

These standards represent what are deemed to be the core components of part-
nership work and make judgements about the quality of partnerships ‘appropriately
precise’ (Sykes & Plastik, 1993, p. 4 in Mulcahy, 2013). As with all standards, they
go beyond simply describing pre-existing realities about effective partnerships to
actively produce them (Mulcahy, 2013; Gorur, 2015). They introduce relationships
that veer towards hierarchical power and control, positioning the state as overall regu-
lator of partnerships between universities and schools, and allocatingmultiple roles to
universities—as regulators, facilitators and providers of partnershipswith schools. To
gain accreditation, universities must prove that they meet the criteria for partnerships
set out in the AITSL accreditation standards. Assessors decide whether university-
provided materials (program details mapped to standards, plans for ‘demonstrating
impact’, agreements and the like) provide sufficient evidence of university-school
professional experience programs that meet AITSL standards.

4 Teacher Educators Navigating Intersubjective Spaces

Yet, in practice, problem solving in professional partnerships is far more nuanced
than this crude binary logicwould suggest. Instead, the process of accreditation points
to a deeper clashing of knowledge systems. The problem is not so much the classic
critique of bureaucracy,where educators are positioned like cogswithin a circular and
seemingly pointless administrative machine. It is more the result of what Habermas
(1970) calls ‘scientization’: the reduction, and reductive management, of narratives
by and about humans, and the society they are creating. This scientization frames
narratives and constructs the spaces of story available to educators, governments and
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communities according to narrow technical frames of reference that affect all aspects
of partnership work.

We offer glimpses of these processes and how they unfold through cultural-
discursive, material-economic and socio-political practices by tracing teacher edu-
cators’ engagement in different workspaces, where intersubjective practices create
meanings, which contribute to, and affect, integrated partnerships as tangible work-
places. These illustrations are drawn from both our empirical data, which includes
teacher educator case reports and interviews with school and university-based
professionals, and our dialogical work with teacher educators.

5 Cultural-Discursive Practices of Standardisation

Scientization is a knowledge politics that fixes discursive horizons. These horizons
rest on particular assumptions, logics and ways of using words but they become
the frame of reference into which teacher educators’ ways of seeing, knowing and
doing their work are channelled. These straight-jackets deploy legitimising, pseudo-
scientific processes of knowledge production that are subject to pre-defined out-
comes. These ‘deliverables’ are the basis on which a system and all its component
parts are then compared and judged. In the quote that opened this chapter, we intro-
duced a teacher educatorwhowas participating in anAITSLpanel trainingworkshop.
Here, we pick up that teacher educator’s narrative to highlight how these complex-
ities of professional knowledge building can be experienced in the context of fluid
networks held together by agreed standards.

For this session we’re provided with de-identified applications on which we have to decide:
standards met or not met? There’s one we can’t decide on. We look through the guidelines,
provided, and we debate the meaning of the word ‘impact’ and what it means here. Ten
more minutes to decide. We call over a facilitator, who sighs when we mention the ‘I’ word.
They’re not clear themselves; it’s been the topic of internal discussion for some time. But
still, we have to make a decision. Met or not met? We look over the documents, waver, read
over the criterion again. We have two more minutes.

The First Nations educator sitting next to me says there’s not enough time. Still we plough
on. The clock ticks. A group of us opt for ‘met’. The chair invites comments. One person has
a different view. Someone suggests majority rules.My neighbour adds that it’s important that
we all come to a consensus, that we’re all in agreeance. Time’s up - the one opposing person
waves her hand and says sure, met, whatever. Somewhere, I hear the sound of a clashing
of cultures. A push for an arbitrary ‘outcome’ and a call for relationality - end point and
process - colliding.

Defining standards is a discursive practice. Although standards are introduced to
make complex processes more legible and easily identifiable, the requirement for
yes-no, or for-or-against, decisions forces evaluators towards arbitrary judgments
framed by the centrally prescribed criteria that govern this intersubjective space. The
standards structure and orient both the responses of the evaluators and the interactions
between them, while the final recorded responses contain no trace of the debates or
conflicts that preceded them.
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This process leaves no room for those aspects of teacher education not captured by
the standards, but which establish the officially prescribed horizon of standardisation.
It is only when discussion moves away from the standards themselves that new
relations and possibilities emerge:

Later (was it later? Time warps in these workshops) we focus on Indigenous education in
a session run by the organisation’s First Nations team leader. In groups, we roleplay panel
discussions on two standards related to Aboriginal and Torres Strait Islander learners and
perspectives. The mood in the room is uncomfortable at first - and that is the point. What
right do we have to assess someone else’s knowledge and culture? But with a little help
from the session leader, the room now opens up. People share heartfelt perspectives: fears
of cultural appropriation, calls to not heap all the responsibility on to Indigenous educators,
perspectives fromother disenfranchised groups, etc., etc. Soon, the room feels quite different.
At our table, we automatically defer to my neighbour, who doesn’t say a lot - that is except
after the discussion has concluded, when he says: that was the most real thing we’ve done
all day. The others laugh and nod in agreement.

In moving away from the standards, and into broader discussions about Indige-
nous perspectives, ‘real’ conversations start to take place. During the session trainee
assessors were pressured to make ‘precise’, narrow judgements about teacher edu-
cation. Tensions and varying viewpoints surround Indigenous education. However,
discursive Indigenous cultural practices – which may have served to resolve these
tensions—did not fit neatly within the regulatory frame of reference. This suggests
that rather than having single, uniform effects, standards produce a variety of different
practices, even when enacted within one context.

6 Material-Economic Practices of Schools

This scientization has also taken hold in schools. As a result of the ‘carrots and
sticks’ of funding and accountability, school cultures are increasingly focused on
material-economic practices than they have been in the past when the proverbial
‘bucket of money’ came through the ceiling as an annual budget allocated by the
state government. All actors are constrained by these material arrangements: the
people, policies, standards, financial support, equipment, technology that constitute
partnerships. Resources are mobilised in different ways to establish strategic objects
of knowledge and produce the social realities preferred by policy makers (Mulcahy,
2013).

For schools, this means realising objectives by meeting targets defined through
standards. For example, the introduction of high stakes testing inAustralia has placed
schools under pressure to improve their results in core curriculum subjects (Gorur,
2015; Thompson & Harbaugh, 2013). This has increased the pressure on schools
to raise achievement in literacy and numeracy at the expense of other curriculum
subjects (Thompson &Harbaugh, 2013), and has increased teachers’ and principals’
workloads (Dulfer et al., 2012).

One principal described how she used the idea of ‘instructional time’ as a means
of managing these material-economic logics in a strategic way. She explained that
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when her school looked for strategic partnerships, they focused on opportunities that
would ‘strengthen what we already do’ and not ‘distract us from what we already
do’. Encouraged to elaborate these material-economic practices, she talked about the
way she manages partnerships with external agencies, using the principle of ‘core
instructional time’. This concept categorises time and classifies it into learning time
based on core instruction and less foundational learning time based on other activi-
ties. In this classification, the university and its work related to teacher education is
‘external’, just like the activities of community agencies and commercial enterprises.

… like Tennis Victoria—I will come in and run tennis programs for kids. No, you won’t!
Because that’s their core instructional time and I’ll protect that time … I’m not giving you
three hours of our core instructional time to promote your product into my small community
because that’s not what I’m here for.

So, we do a lot of buffering and protecting around those offers … And that’s where the
community joint-use agreement comes in. I’mmuchmore open to an after-school ‘user-pays’
model than have children missing out on their core instructional time and then, potentially,
not getting their outcomes or the impact that we’d like to see in their learning growth and
achievement (Janice, Principal, Southern Cross Primary School1:).

This economy of time was illustrated in the way a teacher at that school used the
idea of ‘core instruction’ to prioritise her work. The challenge of pursuing excellence
(‘be the best you can be’) makes student’s core instructional time her first priority
but also affects her willingness to engage in other conversations.

I teach Grade 6. So, I feel like relationships are key. I’m spending probably an hour a day
just having little conversations with students outside of class time … I’m doing a check-in,
and doing that personal relationship building … But a lot of my time and energy seems to
be going towards building those relationships.

If you choose to do planning for an hour, you’re probably not doing the best planning you
could do for your kids at their point of need. But we don’t have that time. I feel like in
teaching it’s that constant thing between wanting to be the best you can be, and you’re
always time poor. You never feel you have enough time. (Lucia, Teacher, Southern Cross
Primary School).

This economy creates a scarcity of time, which also affects the teacher’s partner-
ship work with the teacher educator. The partnership at this school allows pre-service
teachers to engage in summer and winter sports coaching with a roughly one-to-one
ratio between the school children and preservice teacher. The teacher reads this bene-
fit in terms of the school children, more than the tertiary students, because the school
cannot resource that level of staffing.

They’ll have a conversation and it makes the sport and the talking less threatening, because
the eyes aren’t on them. It’s more relaxed. [Children] see the adults as role models. When
they see a new person, they’re like, “Wow, they’re really cool.” In terms of the benefits for
those [preservice] students, I can tell some are getting lots out of it. They’re standing there
and the passion for teaching is growing in their eyes. (Lucia)

1Pseudonyms are used to name all professionals and schools.
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This partnership does not rest on close links with the university but is mainly
organised through the relationship built byGloria, the teacher educator. She engineers
agreements with teachers and the school that sustain the partnership for example,
when school and university timeframes collided. Lucia explains

… there was a massive time clash for us, and it wasn’t going to work. But … Gloria was
like, “They’ve made it on this day. It’s not convenient, I know, but can we work around…”
And we’re like, “We do want it, because it’s the numbers thing that really worked for us.”
I think if they said, “We’re bringing five people for a hundred people,” we wouldn’t have
done it. It’s the sheer numbers that makes it so appealing, and [because] it’s the exact sport
they’re [school children] going to be doing, so it has a purpose. They’re the two components:
the fact that it can be flexible, and the fact that it’s purposeful, is what made us feel it was
worthwhile for us.

These numbers were important because they allowed the teacher to reconcile the
school’s economy of time and her professional values.

Children, especially, deserve positive interactions every day. It’s just being noticed. It’s like
when someone says to you, “I hear you; I hear what you’re saying,” you feel so much
better. So, it’s that noticing, and because there’s so many [preservice teachers], kids don’t
get overlooked. (Lucia)

The AITSL accreditation standards stipulate a range of different partnership
activities that universities must undertake in order to gain accreditation. These
activities require universities and schools to rearrange existing policies and practices
to address these ends but, as Lucia suggests, without significant resources (e.g.
funding for staff) to do that work. In this context, the material-economic practices of
time become a powerful regulatory device that collides with, and shifts, the criteria
of professional judgment.

7 Social-Political Practices of Teacher Educators

Teacher educators whowork in partnerships have to negotiate the economy of time in
two places, the school and university. This can be complicated work when timetables
and reporting timelines differ, but universities are still responsible for generating
evidence of their performance. As Gloria observed,

It would be much easier for me to just do standard unit delivery. This [partnership] takes a lot
of time and energy. I drag equipment out there, I have to go get equipment from the back of
the uni, and load it up, get out to the school and all that sort of stuff. So, doing partnerships is
a decision I make because I think it’s important to make the effort. (Gloria, teacher educator
partnering with Southern Cross Primary School)

Gloria chooses to work in partnership; she is not just driven by regulations or
the imperatives of particular workplaces and their practice architectures. Her agency
arises from her own subjective assessment of her personal-professional situation,
which outweighs the hassle of working between different locations. But in choosing
to partner, Gloria is also strategic about how she manages her time and works around
the time economy of the school and its teachers:



20 TEMAG Reforms, Teacher Education and the Respatialising Effects … 379

I know the teacher’s busy time of the year. With year six graduation and stuff like that in
December, there’s no point talking to them then. For next year, I’ve got to do it earlier than
that or later, maybe end of January or February conversations. I still get a little bit of response
in December, but not much because they’re just so flat out… The partnership’s not important
to [them] at that time.

This relationalwork requires flexibility, strategic choices and innovative solutions;
it is critical in connecting actors into the increasingly elaborate actor networks that
now organise education. Teacher educator’s work rests on values and commitments
that are not just effects of professional identity, workplace obligations or account-
ability regimes; they are also deeply personal, embedded in the lived experience and
subjective assessments of individuals with reference to their communities. These
relational matters are not only complex and often obscured from view, they are also
deeply moral and political.

Practice architectures can be designed to realise different ends, but reforming
teacher education requires interventionist regulatory practices that push against his-
toric codes of professional behaviour. These processes drive change by position-
ing teacher educators in workplaces where they must navigate dilemma-driven per-
sonal situations and where accountabilities pivot on subjective experiences that steer
sayings, doings and relatings. For as Kemmis et al. (2014: 7) argue,

Transforming a social form like the school or a curriculum or a particular kind of pedagogy
requires transforming the practices that produce and reproduce it. Transforming a social
practice, in turn, requires transforming the social forms that produce and reproduce it—
including the social forms hidden in the intersubjective spaces by which people comprehend
one another, coordinate with one another in interaction, and connect with one another in
social relationships.

The intersubjective space of contemporary teacher education policy is focused on
the ‘classroom-ready teacher’ as an outcome, as if that learning and the work that
sustains it is a simple linear process. But a professional’s relational capability also
depends on their personal situation and how they manage the boundaries between
policy, professional and personal spaces as they make choices about how best to act.

The following notes offer an insight into one teacher educator’s personal and pro-
fessional experience of doing relational partnership work. This descriptive memo
was written by one of the researchers after discussions with this teacher educator,
Nerida. The aim of the memo was to reveal Nerida’s relational capabilities, while
also illuminating how her work constrains both her personal and professional rela-
tionships. Methodologically, this preliminary analysis shows how Nerida’s intersub-
jective space become meaningful to her through a dilemma-driven personal situation
where her personal and professional experiences are deeply entangled (Fransson &
Grannäs, 2013). The dilemma that centres her intersubjective space is about how to
classify her partner who is a schoolteacher at another school and, therefore, affects
both her personal and professional intersubjective space.

The first interview question asked Nerida to describe groups and individuals that she works
with in her capacity as a teacher educator in partnership with Golden Plains Secondary
College. She listed teachers, school students, pre-service teachers, private providers working
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in her area of subject expertise, other teacher educators. Then she included her partner but
grumbled about the way he saw her work as a teacher educator.

… I try and talk about work with my partner [Olly] who is a teacher. But he’s very dismissive
with my academic work and all academics. So, we just don’t talk about it really, unless I do
something good in my actual teaching. Like getting nominated for a teacher award. He goes,
‘Yes, because you’re a good teacher.’ But he sees that [teaching] as different to academics.

As she grumbles about Olly’s way of splitting the academic’s role in education
from ‘real’ teachers, Nerida changes her mind about including him as a professional
partner. She takes up the idea of ‘real’ teachers again later in the interview, but
comments drolly,

Why would I push shit uphill there? … that’s not to be dismissive, he’s allowed to think like
that, of course. He’s a very intelligent person.

Nerida credits her capacity to form professional partnerships to personal charac-
teristics, her friendliness and approachability. She talks about her particular agency
and enthusiasm; how she perceives a multitude of opportunities with every educator
she meets, whether they are a next door neighbour (an Assistant Principal), a former
pre-service teacher (PhD participant) or a university colleague who was in Year 12
in the same year and school where she began her teaching career.

Talking about these partners, Nerida expresses her hope that ‘they’ are getting
something out of their work with her but seems to be doubtful about this. She recalls
asking her next-door neighbour to speak to her pre-service teachers. The students
were enthralled, taking copious notes, hanging off his every word. That she can
quickly draw on these personal relationships benefits her pre-service teachers, but
somehow her work seems to be taken for granted. She circles back to her dilemma,
which pivots on her partner’s classification of ‘real teacher’.

I think what these colleagues get out of my invitation [to speak to preservice teachers] is
‘yeah, we’re doing the real work’. So now (courtesy of Nerida), we can come and talk to the
pre-service teachers and have a real impact on them. Because at uni, you’re not really doing
the real work’.

Then she adds, “I doubt that I’ve ever been approached by someone for my expertise or a
more formal relationship”.

Yet Nerida’s relationships are partnerships and her expertise is extensive. She
worked as a secondary teacher and VCE private provider. She completed a Masters
of Education, a Graduate Diploma and PhD that investigated teacher education.
Throughout every stage of her career, she has developed and maintained connections
with other educators, which she draws on for the benefit of the university. Despite her
extensive experience spanning 20-years, she feels as if her expertise is undervalued
by the schools and school-based educators she works with.

Nerida also spoke about the mandated requirements on teacher education and the
university’s imposition of these standards and targets through program audits. Again,
it seems that her relational and professional capacity working with other educators
goes unacknowledged.
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So, we’ll have a meeting and people talk about TEMAG. Then we remember, we’ve got this
grant opportunity. A colleague of mine and I said, ‘let’s apply for a little bit of funding to do
some research about the TPA with some [school] teachers. We had to address an aspect of
TEMAG to get the money. So, this project was a partnership.

Then we did another teaching course review. Apparently, in their audit, they [university] had
to… I got an email from [accreditation manager] saying, ‘What kinds of teachers do you
interact with and how do you interact with them? We have to show that we’ve got teaching
staff that have current experience in schools.’ I said, ‘Well, does my partner count?’ ‘No!’

Nerida’s question about her partnermay seem left field but he is a schoolteacher.Her dilemma
troubles the discursive criteria for the audit. For how do you answer the question, ‘what kind
of teachers do you interact with?’Where do you draw the line between informal connections
that grow out of shared experiences, and formalised connections signed off with an MOU?

Nerida both occupies and learns through the intersubjective space that produces
her question about being a ‘real’ teacher. She lives this question as a dilemma at the
intersection between policy, professional and personal relationships, and the practice
architectures that drive each of those notionally separate intersubjective spaces. But
at what point did she become something-other than a real teacher when transitioning
from schoolteacher to a teacher educator?

More importantly, what does Nerida’s intersubjective space—her experience with
partners who seem blind to her relational capacities, her professional expertise that
benefits the university, partner schools and preservice teachers—reveal about the
cultural-discursive, material-economic and socio-political practices of teacher edu-
cation? What system-wide costs arise because of Nerida’s dilemma that feeds her
professional uncertainty and subjective fears? And whose job is it to disentangle the
myth of teacher educators’ lack of expertise from the very realwork they accomplish?

8 Teacher Education: Who Knows?

This chapter has traced the effects of the 2014 TEMAG reforms to better understand
how integrated partnerships between schools, universities and systems affect teacher
educators. We have shown that these partnership arrangements complicate the work
of education professionals, and that teacher educators, more than other education
professionals in schools, universities and systems, work in the cracks between part-
ners and standards/systems. This work requires teacher educators to demonstrate
cultural, economic and socio-political adroitness and expertise in addition to their
educational skills. This is not a new development, but a time-honoured feature of
educators’ work in a wide range of settings where learning is enabled within the
confines of particular governing projects.

But the question of what these integrated partnerships mean for quality teaching
workforce development is more complicated. We suggest three main conclusions.
First, the TEMAG policy shift towards integrated partnerships does not just extend
Australian teacher preparation in ways that build on twentieth century models of pro-
fessional preparation designed either by school systems or by universities. Instead,
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these reforms respatialise the formation of teachers and reculture professional prepa-
ration so that meanings of ‘teaching quality’ are formulated through integrated part-
nerships, which embed practice in ways that are both scientized and disciplined by
strong but dispersed accountability frameworks.

Second, these practice architectures and their complex spatialities anchor Aus-
tralian teacher education in global, national and local intersubjective spaces that
transform formerly solid professional identities and social and political infrastruc-
tures into increasingly fluid architectures premised on network governance. These
arrangements create partnership spaces that demand new levels of inter-institutional
and inter-professional cooperation based not just on practical and evidence-based
collaborations between institutional partners (universities, schools and systems), but
on deeply relational intersubjective work. This interpersonal expertise is central to
teacher educators’ partnership work but, by and large, it is unseen and ignored by
schools, universities and educational systems.

Finally, when integrated partnerships become workplaces, they also create time-
based effects by situating professionals and steering their learning (Lave &Wenger,
1991; Billett, 2001). Partnership participants—school teachers and teacher educa-
tors, aswell as pre-service teachers, school children, parents and communities—learn
through these intersubjective spaces and the entangled cultural-discursive, material-
economic and socio-political practices that circulate through them. If participat-
ing professionals remain focused on their own school or university or system, they
learn little about partnershipwork, the relationally sophisticated problem-solving that
makes partnerships work possible, and also enables wider collaborations based on
respectful relationships. This blinkered learning constrains social and institutional
change by compromising narratives about past, present and future, which might
become processes of transformations.

It is not yet possible to see long-term implications of network governance in fluid
globalising education spaces. But historical narratives show that learning situated by
practice architectures that do not attend to individuals’ situation can have long term
consequences. Spencer Button, for example, became a 1950s man on his journey
through the NSW education system. He ‘always did the right thing’ but lived life
through ‘pedagogic grievances and ambitions, jealousies and snobberies, eternal and
never-changing’ (AustLit, 2019).

How tragic it would be if, in this era of geopolitical uncertainty, biological extinc-
tions, intercultural hatred, people displacement and climate emergency, efforts to
transform societies rested on flawed practice architectures that only reproduced the
conformist Buttons of an earlier generation:

(the) hero who completely lacks heroic qualities. At heart he is romantic and likes to cut a
good figure; but he is conventional, careful and ambitious, and timidity and circumstance
relentlessly mould him … [while] the assiduity with which he studies his advancement in
the Department destroys him as a man. (AustLit, 2019)
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