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INTRODUCTION

The OECD recently completed a magjor projectin 25 countriescalled,Attracting, Developing
and Retaining Effective Teachers,which found that teachereducationwas high on the
political agendain many countries. The Synthesis Report for the project, TeachersMatter
(OECD, 2004), identified a nunmber of comnon concernsabout teacherquality, such as
supply, teacher education, the status of teaching, and the retentionof quality teachersin
schools, especially disadvantaged schools.

With increasing evidence that variation in student achievement at the class level is afunction

of the knowledgeand skills of their teaches, governnents are giving more attentionto

policies that will enhance the capacity and composition of the teacher workforce. With

respect to teacher education, the OECD report drew severalimplications for governnent

policy, including the accredation of teachereducationprograns and the needto increase
their flexibility andresponsiveness.

Teacher education is also high on the political agendain Australia, with severa parliamentary

inquiries on the topic underway at federal and statelevelscurrently. Theseinquiriesreflect,

in part, dissatisfactionamongmany school principals with the preparedness of graduates,

togetherwith more generalconcernsabout the extentto which education faculties give

priority in promotion decisions to academic status over demonstrated capacity to prepare

teachers well and the practicalities of teacher preparation (Parliament of Victoria, 2005).

University facultiesof educaton, for their part, are clearly stretchedin terms of resources,
particularly in terms of providing strong links between course componentsand school
experiences,as we found in a recent report preparedfor state ministers of education
(Ingvarsonet al. 2004). Most universitiesare having difficulty in finding schoolsand
teachers who are able and willing to provide quality practicum experiences for their students

andin ensuringthat thoseexperiencedink productively with the theoreticalcomponentsof

their courses.

The purposeof the study reportedherewasto provide guidanceto policy makersaboutthe
standards that might be appropriate for assessing and accrediting teacher education programs
in the future to ensuretheir graduatesverewell preparedor the demands of teaching. The
study focuseson the characteristicsof effedive initial teacher education programs, as
reported by teachers who have justdied their first year of teaching.

The studywas comnissionedby the Victorian Institute of Teaching (VIT), a statutory body

establishedn 2001 by the Victorian stategovernnent with responsibilityfor the registration
(licensing) of teachers and the assessment and accreditation of teacher education programs.

All teacher education programs in Australia are based in universities. In 2003, the VIT

initiated a Future Teaclers Projectto inform its plans for improving the quality of teacher

education The purposeof Phasel of the projed wasto look aheado 2010andbeyondand
to addresgjuestionsuchas:

e \What will future teaches need to knav and be able to do to leffective?



e What demands will governments, systems, employers and the community make on
future teachers?

e Whatdirectionsmight schoolingtakein the future andwhatrequirenents might these
changes place on teachersO knowledge and skill?

e Whatchangeshouldbe made to teachereducationprograns to betterpreparefuture
teachers?

The VIT commissionedseveralresearchstudiesto supportPhasel of the Project. These
studies were designed to assist the Institute in developing future guidelines for providers of
teacher education courses and standards for accreditation. The Australian Council for
EducationaResearcttonductedhe studyreportedhere. The VIT brief for the studywasto
identify the effectiveness of various elements and sub-elements of pre-service teacher
education progras The study focused on the following questions:

1. What perceptionsdo beginningteachersand principalshaveaboutthe effectiveness
of current teacher education models in Victoria?

2. What changs shoud be made to teachereducationcourss to better preparefuture
teachers?

This paper focuses mainly on the second question, which, in effect, asks, Owhatare the
characteristicef teachereducaion prograns whosegraduateselt well preparedor their first
year of teaching® Findingsrelevantto the first questionscan be found in ACEROdinal
report.t

METHODOLOGY

A key feature of the method used in this study is thatteachersveresurveyedat the beginning
of their second year of teaching. This meant that these teachers hadthe experienceof their
first year of teaching on which to make ajudgment about how well they believed their teacher
education prograrhad prepared them for the damds of teaching.

Conceptuaframework

The conceptual framework for the study is shown in Figure 1. Figure 1 providesa graphical
depictionof the relationsbetweenthe key conceptspredicting perceivedoutcones of pre-
serviceteachereducation courses. The framework suggestshree main factors b teacher
backgroundpre-serviceeourse and schoolcharacteristic®areassociated with outcoes.

Readingfrom left to right, Figurel indicates that the following assumptionsvere made
concerning the likely influences on beginningteacherperceptionsof their preparedness for
their first year of teaching.

1. Backgroundcharacteristicsof beginning teacherssuch as their gender and their
previous educational and work experiences will influence their perceptionsof pre-
service teacher education courses and preparedness. (We would haveliked to include
some measures of academic ability and achievement, but it was not possible to gain
access to this kind of data in this study).

! Copies of the full report from the ACER study can be found at
http://www.vit.vic.edu.au/pdf'/FTP_final_report.pdf.



Figure 1

Conceptual Framework: Graphical depictionof therelationsbetween the key concepts predicting

perceived outcomes of pre-service teachereducatiorcouses
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2. The structure of the course B whetherthe courseis an undergraduatedegreein
education,an undergraduatedouble degree (education degree concurrentwith a
degree in another faculty), or a postgraduatgualification (takenaftera first degreean
a discipline relatedto subpcts to be taught in school), will shape perceptions of
preparedness.

3. The nature and extent of in-school experience during the teacher education program
will affect the extent to which beginning teachers will feel well prepared.

4. Opportunity to learn about teaching through exposure to certain kinds of course
content and through experienceof certain modes of learning how to teach will
influence the extent to which teachers believe they are well-prepared for their first
year of teaching. Opportunity to learn, and therefore preparedness, will also be
affected by theuality of universityteaching

5. School context in the first year of teaching will aso shape perceptions of
preparedness.School context here includes: the backgroundof the studentsthey
taught,whetherthere was an induction program at the school, whether there was a
mentor program in the school, and the workload of the teacher.

This studywasdesignedo allow analysisof the extent to which the different components of

teacher education programs contributed to the variation in the ratings teachersgave about
their preparednessFigure 1 alsoindicatesit wasdesignedo controlfor the contributionthat
other factors might make to that variation, such as the backgroundcharacteristicof the
beginningteachersand the context of the schoolin which they spenttheir first year of

teaching. The analyses reported upon below investigated the extent to which these factors

influenceperceptionof pre-servicecourses. Thesefactors,it wastheorisedwould account
for mostof thevariancein the perceived outcomes of the courses.

There have been several recent syntheses of research on the characteristics of effective
teacher education. Wilson, Floden & Ferrini-Mundy (2001) and Wilson & Floden (2003)
provide one of the most comprehensive. Their review was guidedby five questionsof key
interest to policy makers:

¢ Whatkindsof subjectmatterpreparationandhow muchof it, do prospectivdaeachers
need?

e Whatkinds of pedagogicapreparationand how much of it, do prospectiveteachers
need?

e What kinds, timing, and amount of clinical training (Gtudent teaching) best equip
prospective teachers for classroom practice?

e What policies have beenused successfullyto improve and sustain the quality of
preservice teacher education?

e What are the components and characteristics of high quality alterative certification
programs?

It is clear from their literature review that it is not easy to find definitive answers to these
apparently straightforward questions. They admit that the research results are often
contradictoryand confusing. Only 64 studiesmet their criteria for inclusion in terms of
quality and rigor, which is surprising given the huge literature on teacher education and the
scale of the teacher education enterprise. While the presen study doesnot addressachof
these questions in depth, it does have the potential to address the questions as a set and



compare the relative importanceof the different componens of teacher education to teacher
preparedness.

Outcome®f teachereducation

Figure 1 also indicates that four types of teachereducationoutcones were conceivedof for
this study. Thesewere derived from an analyss of the registration (licensing) standards
developed by the Victorian Institute of TeacherqVIT), the professionalktandardsody for
the stateof Victoria. Thesestandardsvere consideredappropriateasoutconesasthey had
beendevelopedy the professionto reflect what the professionbelievedbeginningteachers
needed to know and be able to do in order to provide quality opportunities for students to
learn, regardless of where or how they were trained. The standards fall into three main
groupingsprofessionaknowledge professionapractice and professional engageitn

The survey instrurent asked beginning teaders how well they thought their teacher
education programs had prepared them to meet VIT standards in each of these groupings.
Further details about the measures are provided below.

Two other outcome indicators were includedin the questionnaire:
¢ Whetherteachersvould enrolin their teacher education courseagain,and

e Preparedess: An overall rating by teachersof the effectivenas of their teacher
education program in preparing them to teach.

MEASURES USED IN THE STUDY

The following section provides more detail about the measuresused for the various
conmponents in the conceptual framork and the rationale behind them

Background variables

1. Genderb theorised to be related to perceptions of the coure becaus of a possible
lack of comfort some male teachers might feel teaching in a primary school
environnent now strongly feinised (Gottfredson, 1981, 1996, 2002).

2. Age(whether under 25 or over) Btheorised to be importanton the expectatiorthat a
wider life experienceof older graduate may provide a different framework for
reflecting upon theipre-service course.

3. Previous career - whethertherespondenhadanotercareetbeforecommencingheir
pre-service teacher education Btheorised to be importantfor muchthe sane reasoras
the age of the respondent.

Opportunity to learn scales

Opportunityto learn refersto both the form and the substace of learning experiencesn
teacher education programs. The scales used in this study were developed in our previous
researclon teachereducationand professonal development programs (Ingvarson, Meiers &
Beavis, 2004), which in turn owed much to a nunber of researchstudiesreviewed for



example by Hawley & Valli (1999), Wilson & Floden (2003), Kennedy (1998) and Sykes
(2002)

Respondentsvere askedto indicatethe extentto which (Not at all, To a minor extent,To a
moderateextent, To a major extent)their pre-service teacher educationprogramhad given
them the opportunity to learn, using the following four scales, which had been confirmed by
factor analysis*:

1. Opportunityto learn contentknowledgeand how it is taught. Respondentsvere asked,
O'o what extent did your pre-service teacher education program give you the opportunity
to:

a) gainadeepunderstandingf the conient knowedge you were expected to teach

b) make clear links between content or subject matter units and units about how to teach
the content

c) make clear links between theoretical and practical aspects of teaching

d) developa soundunderstandig of how students learn the specific content that you
were expected to teach

e) learn how to probe studentsQprior understandings of content you we aboutto teach

f) learn how to present content in ways that build on studentsQisting understanding

g) learn nethods of teaching specific the contentyou wereexpectedo teach.O

This scale had good reliability aslexed by CronbachOs alpha (0.88).

2. Opportunityto learn the practice of teaching Respondentsiere asked,OTowhat extent
did your pre-service teacher education program give you the opportunity to:

h) see mdels of expert teachers in action

i) observe models illustrating new teaching practices

J) learn nmethods for reflecting on your teaching

k) practiseanalysingandreflecting on examles of your practice

I) use teaching standards to identify specific areasof your practicethat you neededo
develop

m) develop and test new teaching practices

g) analyse your teaching practice in relation to standards for good teaching practice

This scale had good reliability (CronbachOs alpha = 0.88).
3. Opportunityto learn via feedack from university staff Respondentsvere asked,OTo
whatextentdid your pre-serice teacher education program give you the opportunity to:
n) practisenew teachingskills, with feedback fron your tutor/lecturer
0) receive useful feedback about yaemdhing from your university ttor/lecturer

This scale has adequate reliability (CronbachOsilpha = 0.78).

4. Opportunityto learn assessmerand planning Respondentsereasked OTowhat extent
did your pre-service teacher education program give you the opportunity to:

r) examne studentwork in relationto standards for student learning

% Technical details about the psychometric quality of scales used in this study and analyses of data can be found
in the Technical Report at www.acer.edu.au/publications



s) learn how to diagnosestudentsGchievenent in relation to expected learning
outcomes

t) plan and prepare units work collaboratively

u) assess and monitor collaboratively, studentsOprogress against standardsfor student
learning

v) planandasses# accordancavith the CSF/VCE
This scale had good reliability (CronbachOs alpha = 0.88).
School context variables

Schoolcontextincludedcharacteristicef the schoolwhere the respondent was teaching most
frequentlyduring 2003 that might havemediatedthe extentto which beginning teacherdelt
able to cope with the job:

1. Average contact hours per weBkheorised to be important on the assumption that the
higher the workload experienced, the less likely teachers would feel able to cope with
the demands of teaching.

2. Proportion of Englishas a Second_anguage(ESL) studentsb theorised to influence
perceptions of pre-service course quality on the assumption that these students present
particular challenges and difficulties that will shape the experience of teaching and
hencereflectionson theadequacyf the pre-service course.

3. Proportion of students with Englishliteracy problemsbtheorised to be relevant on the
sane basis as the proportion of EStudents.

4. Inductionprovidedby the schoolb was theorised to be important because where the
school supports the transition to the world of work, the lesslikely the experierce will
be diffi cult for the new teacher. This may, in turn, influence the perceptions of the
adequacy of the pre-service course.

5. Formally allocateda mentorb was theorised to be important for the same reason as
for whether there was aformal induction into the school.

Nature and quality of school experience

A number of measures were used to gather data about the practicum component of the teacher
education programthat respondentsed experienced. These included:

e The total number of days spen schoolsduringthe program
e Thenumberof daysspentteaching in schools during the program

¢ Whetherthe practicumwasorganisedn blocks of time (e.g.3-4 weeksin schools).or
on a continuous basis (e.g. 2-3 days per week)

e Whether they shared their supervising teacher with another student or not.
We were interested in the richness of the practicum experience. Respondents were asked

aboutthe extentto which they had a wider range of experiencesand roles other than the
traditional practice teaching with a supervising teacher.Theseincludedopportunitiego:

e observe other teachers (apart from their supervisng teachers)n their classoons
e joinin regular meetings of teachers (e.g. planning, reviewing student work, etc)



visit families or local community agencies and organizations
interview principalsandteachers

conduct small research projects in the school as part of their pre-serviceteacher
education program

assistwith wider school activities without teaching (e.g. helping on excursions,
camps, with sport, providing individual tutoring)

plan lessons jointly with otherstudenteachers

We were alsointerestedn the quality of their practicum experiences. To gather data about
the quality of the practicum experiencerespondentsvere askal aboutthe extentto which
they agreedor disagreedwith the following statenmentsabouttheir practicumexperiencesn
thelastyearof theirteacher education program

a) My supervising teacher(s) had a clear idea of what my university required me to do
as part of my practicum

b) I had a clearunderstandin@f whatwasexpectedf me asateachelin orderto pass
the praticum

c) | used teaching standards as a guide to evaluating and reflecting onynteacling

d) My supervising teacher(s) used clear and explicit standardswhen reviewing my
lessonawvith me

e) Overdl, the feedback | received from my supervising teacher(s) helped me to
improve my teaching
f) The methods used to assesy ability to teachwerevalid

g) My university lecturer(s)and my schootbased supervising teachers had similar
views on good teaching methods

h) My supervisingeacher(spenerallyvaluedthe ideasand approaches broughtfrom
my university teacher edation pogram

i) Overal, my practicum experience was a valuablepartof my preparatiorto becomea
teacher

J) My supervising teacher(s) used criteria/standardgrovided by my university for
evaluating my teaching

A factor analysissuggestedhat therewasonedimension underlying these items. This scale
had good reliability (CronbachOslpha 0.87).

Quiality of teaching at university during teacher education course scale

To gather data about the quality of teaching that respondents received during their teacher
educationcourse,respondentsvere asked, Otbw often did your university lecturersand
tutors in your pre-service teacher education program:

a) model good teaching practicesin their teaching

b) draw on and use research relevtarthe content of their courses

c) model evaluation and refl ection on their own teaching

d) have recent experience in parg or secondary schools

e) valuethelearningandexperiencegou had prior to starting the program
f) link their universityunitsto the school experience component of the program
g) valuethelearningandexperencesyou hadin your practicum



A factoranalysissuggestedhat therewasonedimensionunderlyingtheseitems. (Response
choiceswere: never; rarely; sometimes; and often.) This dimension was interpreted as the
quality of universityteaching. This scale also had good reliability (CronbachOs alpha 0.83).

OUTCOME MEASURES

As mentionedabove,a featureof this study was to use teaching standardssthe framework
for developingoutcome measuresspecificallythe VIT stardardsfor registration(licensing).
Thefollowing measuresontainedtems derived froma close reading of the standards.

Professional knowledge scales

Respondentsvere askedto describethe extentto which their pre-serice teachereducation
coursehadprovidedthemwith a goodunderstandig of a number of aspectf professional
knowledge. A factor analysis (see the technical report) suggestedthat there were two
dimensions underlying these data:

1. Professionalknowledgeabout contentand how to teachit. The following items tapped

this dimension:

a) the contentareasyou werequalifiedto teach

b) how to analyse studentsQexisting understanding of topics you are about to teach

c) how to build on studentsO existing knowledge and experience

€) current developments in your field of teaching

h) resourceso supportyour students@arningin theareasyou are qualified to teach

i) the Victorian Curriculum Standards Framework (CSF)and/orVictorian Certificateof
Education (VCE b the state end of high school examination) in the areas you are
qualified to teach

This scale had good reliability (CronbachOs alpha 0.84).

2. Professionaknowledgeaboutstudentsand how theylearn . The following items tapped
this dimension:

d) individual differences in stlentapproacheso learning

f) the effectsof the social, cultural, religious and ethnic badkgrounds of students on
their learning

g) how individual studetslearnanddevelop

j) how to use findings from research to improve your knowledge and practice

[) how cultural and gendelifferencescanaffectcommunication in the classroom
m) ethical standards and codes of conduct expected of teachers

This scale had good reliability (CronbachOs alpha = 0.87).



Professional practice scales

Respondentsvere askedto describethe extentto which their pre-serice teachereducation
coursepreparedhemin arangeof areasof professionapractice. A facta analysis suggested
that there were four dimensions underlying these data:

1. Professionalpractice to do with the curriculum. The following items tapped this
dimension:

a) designteachingandlearningunits/prograns relevantto your students

b) comnunicateideasandinformationclearlyto your students

c) useeffectivelythe principlesof curriculumdocunents (e.g. CSF)

f) developquestiongo challenge students and promote higher order thinking

) locate suitable curriculum materials and teaching resources

This scale had good reliability (CronbachOs alpha 0.84).
2. Professionabpracticeto do with classroommanagement The following items tapped this
dimension:

g) enhancestudentconfidenceandself-esteem

r) use motivational strategies effectively

S) encourage approptéstudentoehaviour

u) provideflexible learningpathways

V) incorporate effective classroomanagemnent strategies into your teaching
w) make your teachingrelevantto your studentsO experience

This scale had good reliability (CronbachOs alpha = 0.90).

3. Professional practiceo do with asessmentThefollowing items tappedhis dimension:

n) assess and monitor the progress of your students
0) use assesamit to give effective feedback to your students
p) keep usefl records of your studentsO progress

This scale had good reliability (CronbachOs alpha = 0.89).

4. Professionabracticeto do with cross-curiculumteachingin literacy and numeracy The
following items tapped this dimension:

i) incorporate opportunitie®r teachingditeracyskills acrosgshecurriculum
j) incorporate opportunitie®r teaching numracy skIs across the curriculum

This scale had good reliability (CronbachOs alpha = 0.82).

Other professional practice scales

Respondentwereaskedto descrbe the extenttheir pre-servte teacher education course had
preparedhemin severalareasof professionapractice. A factoranalyss suggested that there
were two dinensions underlying these data:

1. Reflection on own teachinglhe following itens tapped this diension:



f) reflect upn the effectieness of your teaching
g) reflect upon your @fessional knowledge
h) identify your learningneeds

This scale had good reliability (CronbachOs alpha 0.89).

2. Work with parents and othersThe following itens tapped this diension:

a) work with parents or guardians
e) use assesamt to give effective feedback to parents or guardians

This scale had good reliability (CronbachOs alpha = 0.81).

DATA COLLECTION

The survey instruent was distributed in Mah 2004to all registeredeacherg2667)who
had graduated from their teacher education programin 2002,taughtin 2003andwerenow
one nonth into their second year of teawipin 2004. 1147 teachers returned completed
guestionnaires, a resporrsgeof justover44%.

All Victorian institutiors proviing pre-service teacher education couseswererepresentedn
the data. Over 99% of respondents hadptetad their teacher education in Victorian
universitiesand94% hadtaughtin a school in 2003. Forty three percent taught in grym
schools40 % taughtin secondangschoolsandthe rest in P-10 or P-12 schools. About 67%
taughtin Governnent schools18%in Catholicschoolsand14%in Independent schools.
The analys reported here is basedlp on those teachers winad completed tteir first year
of teaching.

In order to protect the confidentiality of teachersOeddresses, the VIT organised the mail out

of the questionnaires. Accompanying the mailed out questionnair@vasa covering letter from
theVIT explainingthe studyandareply-paidpre-addressed envelope for the return of the
questionnaire. A reminder was sent to teachers who had not replied three weeks after the
initial mail-out.

The populationsurveyedconsistedf 26.7%who were nale and 62.3% who were aged 25
years and over. Of those responding, 21.1% wkes and 54.5% were aged over 25 years.
Thus,therewasa slight over-representatioof femalesin theachievedsample anda
sonmewhat greater under-represation of over 25s. This ay bias the results b views
associated with females and younger persons are heard a little mare often Bbutit is unlikely
that this effect will be large given therelatively snall differences irthe distribution of gender
and ages between the sample and the populadio had a career prior to coranting their
pre-service teacher education course.60% of malesreporteda prior career, copared with
around40% of females. Thus,just over5% did notteachin therr first year after graduation.
Of thoseteaching 27.9%indicatedthattheywere in an on-goingosition, 58.5% indicated
thattheywereon a contractand21.6%indicaedthatthey hadworkedascasuakelief
teachers.

About 25% of teachers reported teachingatleastpartof their teaching time, in a subject area
for whichtheywerenot qualified. Responderd averagedbout20 hours of class contact
hours per week in their first year of teaching.
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Sone 64% of respondents indicatéhattheir schoolprovidedaninduction program for them.
Of these, just under 60% indicated that it hgapstted them to a moderate or major extent in
the developrant of their teaching practice.ellrly 80% of respondenitsdicatedthattheir
colleagues had supported them in the devel opment of their teachingpractice to a moderate or
major extent.

Respondentwerealsoaskel aboutmentoringin their school. (If theyworkedat morethan
oneschool,theywereaskedo think of the schoolin which they spent most time in 2003.)
Justover60%indicatedthatthey had been formally allocated@entor in their school. Of
these, 40% met with their mentor once aweek and 20% .t twice a week. Around 25%en
three or more times per week. A little over 60% of respondents indicated that these meetings
wereeitherhelpful or very helpful.

Thelanguagéackgroundandtheliteracylevds of the studentsn the schoolwherethe
respondenivorkedwerealsoinvestigated.A wide range of cultural backgrounds, or low
levels of literacy achievement or a combination of both factors could impose significant
demandsuponanewteacherandalsotesttheadequacy of their pre-service education.
Around20% hadnearlyall their studentswith Endish asa secondanguage.Justover half
reported that they had hardly any studevith Englishasa secondanguage.

Around 20% had half or are of their students(ith literacy problers. Just on 80% had
25% or fewerof their studentswith literacy problens. Therewasanevendistributionof
teacherscrossyearlevels taughtexceptfor Year 12 where fewer reported teauwpn Most
teachers reported that they had few students with literacy problems or students from a non-
English speaking background.

The data provided a good coverage of pre-service teacher education courses and providers,
across a wid cross section of the new teachepplation for 2003.

RESULTS

The study was designed to address tveggpnquestions:

1. What are the perceptions of beginning teachersandprincipalsaboutthe effectiveness
of current teacher education models in Victoria?

2. What changes do stakeholders believe should be made to teacher education programs
to betterpreparefutureteacher®

The answers to these questions are, in turn, designed to identify steps that could be taken to
ensurethat teachng graduatesin the future would have the knowledge and skills to be
effective teachers.

1. Descriptive Findings

A full reportof the descriptivefindings canbe found in the full report to the VIT onthe VIT
website (http://www.vit.vic.edu.au/pdfs/FTP_fah_report.pdf). Only a summnary of those
descriptiveresultswill be repated here as the focus of this reportis mainly on the second
question above, which is about identifying factors that characteriseeffective teacher
education program
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On afour point scale (1 = not at all, 2 =to aminor extent, 3 = to amoderate extent and 4 = to
a major extent)theseteachersggererally scaed the core elenentsof their courses dightly
belowa 3, exceptfor working with andreportingto parentsandguardianswhich scorednear
2 on average. In otherwords,respondent®n average said their teacher educationprogram
hadpreparedhemto amoderateextenton the core elerants of the VIT standards.

Asthisisthe first time these measures of teacher education outcomes have been used there is
no basison which to make comparisons with previous years, or with teacher education
coursesin other statesand territories. Howeve, while the distribution of ratings indicates
many teachers believed their courses prepared them well for the first year, it aso indicates
that a worrying proportion felt their graration was less than adequate.

It should be kept in mind that perception®f effectivenessary with the time a survey such as
thisis administered. As arule, perceptions gradually improve the longer teachers have been
teaching. Teachers often rate their first year of teaching as the most demanding and stressful
year they have experienced.

In this study, teachers who completed a four-year undergraduateoursegenerallyreported
morefavourablyon their coursethanteacheravho completed a post-graduate degree (but the
latterratedthe quality of university teaching they received sigificantly higher).

Significantdifferenceswere not found betwea doubledegreecoursesand undergraduater
postgraduateourseson the outcomemeasures School experiencewas rated higher than
other elements of teacher education programs, but teachers from most courses made frequent
mention of unsatisfactory arrangements, including the selection and preparation of teachers
supervisinghe practicumexperience in schools.

Teachers rated their coursesin termsof opportunitiesto learn how to teachalongfour key
dimensionsthat included contentknowledge,teaching skills, feedback from lecturers and
assessment of student learning. A summary of these results can be found in the first four
tablesin Appendix 1, showing significant variation betweenteachereducationcoursesin
different universities.

On the samefour-pointscale(1 = not at all, 2 = to a minor extent,3 = to a moderateextent
and 4 = to a mgjor extent), average ratings were about2.75, exceptfor feedbackwherethe
averagewas about2.5. This is not a strongendorsement of the methods currently used to
help peopleto learn how to teach. Given the centralimportanceof feedbackfor learning,
especiallyin acquiring new skills, thesefindings point to areas that require more focused
attention and structured provision in teachereducatiorprograns.

Teachers who had completed an undergraduate degree course were more likely to rate their
courseaseffective overall conparedwith teaherswho hadconpleteda postgraduateegre
(but, interestingly, the latter rated the quality of university teachng they received
significantly higher).

Teachers who completed a four-year undergraduate course generally reped nore

favourably on the effectiveness of theiucgesacrosghe outcone measures (knowledge,
teaching practice, professional practice) than teachers who aopleted a pst-graduate degree.
Themosthighly ratedcoursesvereundergradua courses that preparsdcondary specialist
teachers, such as physical education teachers.
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Overall, teachersand principals viewed pre-service teacher education positively, athough
they still saw room for improvement, especially in preparing for work with parents, and in the
quality of teachingat universities Twenty five percentof teaches ratedtheir courseasvery
effectiveandabout50% ratedit aseffective. Nearly 80% sad they would recomnendtheir
course to others.

2. Analysis of factors associated with teacher views of preparedness

This section of the paper reports on analysesof the strength of associationbetween
preparednesa&nd the range of factors in the conceptal framework theorisedto affect
perceptions of pre-service courses by teachers who hadrecentlyconmpletedtheir first yearof
teaching.

The results reported in this section were obtained by using multiple regression analyses to
estimate the strength of the linear relationship betweenmeasuresof preparednesandthe set
of independenvariablesin the conceptualframework. The order in which these variables
wereenterednto the analysesvasdeternined by the theoryunderlyingthe conceptuamodel
described in Figure 1. The purpose of these analyseswasto identify the relative strengthof
association between aspects of pre-service courses and preparedness, while controlling for the
effect of a rangeof extraneougactass that may affect perceptionsput have little to do with
the nature and quality of these courses.

Results of the analyses

Signifi cant variation was found across the universitiesin thereportedeffectivenes®f courses
on eachof the outcone measuredisted above. Same idea of the extent of this variation can
befoundin Table5 in Appendix1. This table shows the means and confidence intervals for
each of the university courses in terms effectiveness in preparing teachers for their first year
of teaching. Similar tables could have been includedfor eachof the outcore variales.
Table 5 indicates there were significant differences between the teacher education programs
in terms of reported effectiveness.

This studywasdesignedo allow arelysis of the extent to which a range of features of teacher

educationcoursesaccountedfor this variation. It was also designedto control for the

contribution that other factors might make to the variation, such as the background
characteristicef thebeginningteacherge.g.age,sex,previouscareerjandthe contextof the

schoolin which theyspenttheirfirst yearof teaching (e.g.workload,presenc®f inductionor

mentoring programs).

The results for the regression analysis are summarised in tables below. Each table shows the
standardised regression coefficients and significance levels for each of the predictors in the
conceptual model. The use of standardised coefficients permits easy comparison of the
strength of associations within the model. Statistically significant results B those where it
95% likely that the coefficient is different from zero b are marked in bold in the tables.
Statistical significance is shown in the columns headed Gig.O

Professional knowledge

Table 1 shows the most important factors associatedwith having a good understandingf
professional knowledge related to the contaestlefinedabove. Unsurprisingly the extentto
which the pre-serviceteachereducationprogramgavethe opporunity to learn this content
hadthe strongeseffect(0.45)anmongthevariables in the framework. Also importantwasthe
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opportunityto learn aboutassessmerdnd planning which had a moderatelystrong effect
(0.30). An opportunity to learn via feedback from university staff during the pre-service
course and the quality of the teachingconductedwithin this course both hadweaker,though
statistically significant, effects.

Doing the practicumonly as a blockalsohad a weakpositive effect. No otheraspectof the
practicumhad statistically signficant effectson professionaknowledgeto do with content.
This model explained 65% (adjusted R-squared)pf the variancein the dependent variable b
having a good understanding obfessionaknowledgeto do with the content taught.

Table 1 aso shows the most important factors associatedvith havinga good understanding
of professionaknowledgeconcerningstudents The strongest effect was the extent to which
the pre-service teacher education program provided an opportunity to learn the practice
teaching as defined above (0.27). Thisisamoderately strong effect. All other opportunity to
learn variableshad weak though statistically significant effects. Also having weak though
statistically significant effects were the quality of university teaching in the pre-service course
(0.12), and whetherthe school had formally allocateda mentor to the respondentwhen
starting at their school (0.10).

Table 1 Factors associated with preparedness in knowledge of content and students

Knowledge of Knowledge of

content students

Stand. Stand.

Coeff Sig Coeff Sig
Sex (F=0 M=1) 0.04 0.16 -0.04 0.21
Age (<=25=0, >25=1) 0.02 0.62 0.03 0.49
Previouscareer(Yes=1No=0) -0.04 0.30 0.00 0.94
Average contact hours per week 0.04 0.18 0.02 0.56
Proportion of ESL students -0.01 0.74  -0.07 0.04
Proportionof studentswith Englishliteracy 0.03 0.29 0.05 015
problems

Schoolinduction(Yes=1No = 0) -0.05 0.12  -0.09 0.02
Formal mentor at school (Yes=1 No = 0) 0.04 0.15 0.10 0.01
OTL - Content knowledge & how taught 0.45 0.00 0.16 0.00

OTL - Practice of teachmn 0.03 0.53 0.27 0.00
OTL via feedbackrom uni staff 0.08 0.01 0.13 0.00
OTL - Assessment & planning 0.30 0.00 0.19 0.00
Quality of university teaching in ed course 0.11 0.00 0.12 0.00
Degreetype (PG=1else=0) -0.02 0.69 -0.05 0.24
No. of daysspentin schools -0.03 0.50 -0.01 0.83
No. of daysspentteaching 0.04 0.23 0.00 0.97
lF\’l:)a:c(;;cumonly doneasablock (Yes=1 0.08 0.01 0.07 0.04
Student partner for practicu@es=1 No=0) -0.05 0.08 -0.05 0.10
Width of roke in school practicum -0.01 0.73 0.00 0.95
Quality of the practicum -0.02 0.45 -0.01 0.75

Whetherthe schoolofferedaninductionprogramhada weaknegativeeffect. Theproportion
of studentsn the schoolwith Englishas a secondlanguagealso had a weak effect (-0.07)
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such that the higher the proportion, the less likely the respondent was to report their pre-
service course gave thengaodunderstandingf students.

Doing the practicumonly as a block had a weak though statistically significant effect. No
other aspects of the practicum had statisticaly significant effects on professionaknowledge
to do with contentor students. This model explained 46% of the variancein the dependent
variable b having a good understanding ofgssional knowledge concerning students.

Professional practice

Professionalpractice as defined above had four components. Table 2 shows the most
important factors associated with the extent to which respondentgeported that their pre-
service course had prepared them for each of these components: (1) the curriculum, (2)
classroom management, (3) professional practice,and (4) cross-curritum teacing.

Table 2 shows the most important factors associated with the experienceof preparedessfor
professionalpracticerelatingto the curriculum. Having the opportunityto learnaboutboth
content (0.29), and assessmenand planning (0.34) had moderatelystrong effects. The
opportunity to receive feedback from university staff had a weaker, though statistically
significant, effect (0.10), as did teachingquality within this course (0.16). While having a
high proportionof studentswith literacy problems hada weakeffect, it is clearfrom Table2
that the most important factors affecting preparednesgor professionapracticerelatingto the
curriculum were the opportunity to learnvariablesduring the pre-servicecourse. This model
explained 56% of the variance in preparedness for professional practice relating to the
curriculum.

Table 2 shows the most important factors associated with preparedness relating to classroom
management Having had the opportunityto learnaboutcontent(0.24), and assessment and
planning (0.20) had moderateeffects. Feedback from university staff, the quality of the
teaching conductedwithin this courseandhavinga high proportion of studentswith literacy
problemshad weak thoughstatistically significant effects. Having an induction programat
the school had a weak negative effect. Again, the most important factors affecting
preparednestor professionapracticeb this time relatingto classroommanagenentb were
those related to the opportunityto learnvariablesduring the pre-servce course. This model
explained 48% of the variance in preparedness for professionapracticerelatingto classroom
managenent.

Table 2 shows the most important factors associated with preparedess for professional
practice relating to assessment. Having hadthe opportunityto learn aboutassessmer{0.46)
had a strong effect. One other opportunity to learn variade also had a weak though
statistically significant effect b feedback from university staff. The number of contact
teachinghours was also negativelyrelatedto the level of preparednesfor the professional
practice of assessment that respondents reported. Genderalsohada weakeffectbmales were
dlightly more likely to report higher levels of preparedness. Once again, the most important
factorsaffectingpreparednestr professionalpractice were those related to opportunitiesto
learn during the pre-servicecourse. This model explained 49% of the variance in
preparedness for professionadgirce relating to assessment.

Table 2 shows the most important factors associated with preparedess for professional
practice relating to cross-curriculum teaching. Having the opportunity to learn about
assessmer(0.20) and content knowledge (0.24) had moderatelystrongeffects. Having the
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opportunityto learn aboutthe practice of teachinghad a weak effect. Having an induction
programin the school and a formally allocated mentoralso had weak, though statistically
significant, effects.

Table 2 Factors associated with preparedness in professional practice: curriculum,
classroom management, assessment and cross-curriculum

Classroom Cross-
Curriculum Management  Assessment  Curriculum
Stand. Stand. Stand. Stand
Coeff Sig Coeff Sig Coeff Sig Coeff Sig
Sex (F=0 M=1) -0.01 065 001 0.68 0.06 0.05 -006 0.14
Age (<=25=0, >25=1) -0.03 050 0.00 094 0.02 070 -001 o0.81

Previous career (Yes=1
No=0)

fverage coniactNOUISPT 001 0.74 -0.02 054 -008 0.02 0.04 0.24
Proportion of ESL studen 0.00 0.89 -0.05 0.11 0.00 0.95 -0.06 0.12
Proportion of students Wit g o7 993 0,09 000 -0.01 085 005 0.23
English literacy problems
Schoolinduction(Yes=1
No = 0)

Formal mentor at school
(Yes=1No=0)
OTL - Contentknowledge 59 99 024 000 009 007 024 0.00
& how taught

OTL - Practice of teachqn  0.02 0.69 0.09 0.07 0.10 0.06 0.12 0.05
g;?v'afee‘jbacmomun' 010 0.01 019 0.00 011 00! 003 048
OTL - Assessment &
planning
Quality of university 0.16 0.00 014 0.00 004 033 008 0.12
teaching in ed course

Degreetype (PG=1else=0) -0.04 0.35 -0.01 0.81 -0.03 0.44 -0.08 0.15
Mo 81 B EpEL I 002 059 0.00 098 -007 013 0.10 0.09
schools
No. of daysspentteaching -0.02 0.61 0.01 0.86 0.00 0.96 -0.02 0.71
Practicum only done as a

block (Yes=1 No=0) 0.03 030 0.04 028 0.03 0.40 0.04 0.27
Student partner for
practicum (Yes=1 No=0)
Width of rokin school 557 ges4 002 049 002 056 -004 0.28
practicum

Quality of the practicum 0.02 049 0.01 0.74 0.03 0.46 -0.02 0.65

0.02 057 -0.02 057 0.00 099 0.04 045

-0.06 0.06 -0.09 0.02 -0.03 0.37 -0.11 0.01

0.03 046 006 0.08 0.00 094 014 000

034 0.00 020 0.00 046 0.00 020 0.00

0.00 0.88 002 063 0.01 0.77 0.02 0.54

Again, the most important factors effecting preparedness for professiona practice were the
opportunityto learncomponent®f the pre-servicecourse experiencen the school,andthe
type of pre-servicecourse. However,it shouldbe noted that this model explains only 29% of
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the variance in preparedness for professional practicerelatingto cross-curriculunteaching.
This suggeststhat key variades are missing from this model and that this accountis
therefore incomplete.

Table 3 shows the most important factors associated with reporting that the pre-service course
prepared the respondents for profesdigmacticerelatingto parents.

Table 3 Factors associated with preparedness: parents and reflection on practice

Parents Reflection

Stand. Stand.

Coeff Sig Coeff Sig
Sex (F=0 M=1) 0.05 0.14 -0.03 0.43
Age (<=25=0, >25=1) -0.07 017 -0.13  0.00
Previouscareer(Yes=1No=0) -0.02 0.71 -0.01 0.89
Average contact hours per week 0.00 0.97 0.03 0.43
Proportion of ESL students -0.08 0.02 -0.01 0.80
Proportionof studentswith Englishliteracy 0.08 0.02 0.02 053
problems

Schoolinduction(Yes=1 No = 0) -0.02 0.58 0.00 0.93
Formal mentor at school (Yes=1 No = 0) 0.04 0.37 0.00 0.95
OTL - Content knowledge & how taught 0.11 0.04 0.13 0.01

OTL - Practice of teachmn 0.10 0.06 0.34 0.00
OTL via feedbackrom uni staff 0.09 0.05 0.01 0.79
OTL - Assessment & planning 0.29 0.00 0.14 0.00
Quality of university teaching in ed course 0.16 0.00 0.22 0.00
Degreetype (PG=1else=0) -0.04 0.47 -0.06 0.20
No. of daysspentin schools -0.10 0.06 0.06 0.20
No. of daysspentteaching 0.02 0.72 -0.01 0.85
Practicumonly doneasablock (Yes=1

No=0) 0.00 0.95 0.01 0.73
Student partner for practicu@iWes=1 No=0) 0.03 0.38 -0.01 0.75
Width of roke in school practicum 0.02 0.67 0.05 0.18
Quality of the practicum -0.02 0.57 -0.06 0.10

Having the opportunity to learn about assessent and planning (0.29) had the strongest
effect on preparednesfor working with parens. Having the opporunity to learn about
contentknowledgeto receivefeedlack from universgty staf and the quality of the university

teaching also had statisticallysignficant, thoughweak, effeds. The proportionof students
with a literacy problem had a weak effect. The higha the proportion, the lower the

preparednesfor cross-curriculumpractce. The proportionof studentswith English as a

secondanguagealsohada weakeffect. However,on this variablethelower the proportion,
the lower the preparedness for cross-curriculum practice. Again, the most important factors

associatedwith preparedness$or professionalpractice in this model were the variables

measuring the opportunity to learn cpomentsof the pre-servicecourse.

This modelexplains38% of the variancein preprednessor professioal practicerelatingto
parents. This suggestghat key variablesmay be missing and that this accountis therefore
somewhat incomplete.
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Table 3 shows the most important factors associated with reporting that the pre-service course
preparedrespondentdor professionalpracticerelating to reflection on practice as defined
above. Havinghadthe opportunityto learn aboutthe practiceof teachinghada strongeffect
(0.34). Having hadan opportunityto learnaboutcontentandaboutassessmerand planning
hadweak,thoughstatigically significant, effects. The quality of the universityteachinghada
moderateeffect (0.22). The age of the respondentalso had a weak effect B younger
respondenttendedto feel somewhat betterpreparedo reflectupon their practice. Again, the
mostimportantfactorsaffecting preparednestr professionapractce were opportunitiesto
learnduringthe pre-servicecourse. This model explains 47% of the variance in preparedness
for professionapracticerelatingto reflectionon their own teaching.

Table 4 shows the most important factors associated with reporting that the pre-service course
was,overall, effectivein preparingthe respondetsto teach. Havingthe opportunityto learn
about content knowledge and how to teachit had a strong effect (0.38). Having an
opportunity to learn via feedback from university staff had a weak, though statistically
significart effect. Thequality of theuniversityteachinghad a weak effect (0.15).

Table 4 Factors associated with reports of the overall effectiveness of pre-
service teacher education program in preparing to be a teacher

Overall
effectiveness

Stand.

Coeff Sig
Sex (F=0 M=1) -0.07 0.04
Age (<=25=0, >25=1) -0.05 0.27
Previouscareer(Yes=1No=0) -0.06 0.24
Average contact hours per week -0.04 0.32
Proportion of ESL students 0.04 0.27
Proportionof studentswith Englishliteracy
problems 0.01 0.73
Schoolinduction(Yes=1No =0) -0.04 0.34

Formal mentor at school (Yes=1 No = 0) 0.04 0.30
OTL - Content knowledge & how taught 0.38 0.00

OTL - Practice of teachmn 0.01 0.84
OTL via feedbackrom uni staff 0.15 0.00
OTL - Assessment & planning -0.01 0.90
Quality of university teaching in ed course 0.15 0.00
Degreetype (PG=1else=0) -0.13 0.01
No. of daysspentin schools -0.01 0.82
No. of daysspentteaching 0.03 0.52
Practicumonly doneasablock (Yes=1

No=0) 0.06 0.08
Student partner for practicu@Wes=1 No=0) -0.05 0.13
Width of roke in school practicum 0.08 0.03
Quality of the practicum 0.07 0.09

Opportunity for reflection on practicewas not associatedvith preparedness.The type of
degree hada weakeffectsuchthatteacherswith four-yearundergradiatedegreesveremore
likely to report their courses as overal effective than teacherswho had post-graduate
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teaching qualifications. Genderhad a weak effect such that females tended to report their
course as more effective than males. This model explains 39% of the variance in the
reported overall effectivenes$the pre-service course.

DISCUSSION OF FINDINGS: CHARACTERISTICS OF EFFECTIVE TEACHER
EDUCATION PROGRAMS

The variables related to opportunityto learn during the pre-servicecourse asdefinedabove,
hadthe strongestand mostconsigent effectson the extert to which teacherdelt adequately
prepared to carry out their duties in their first year of teaching. These features of teacher
education had consistently stronger effects than the structural features of teacher education
courses(e.g. undergraduater postgraduate)or the natureof schoolexperienceduring the
teacherediwcation program Sormre conponentsof OTL, suchas the focus on content, had
more pervasve effectsthanothers,but eachhada significant bearing on at least some of the
outcome measures. The quality of university teaching during the pre-service teacher
education course also had consistesidjificant effects on preparedness.

The effects of theseOopportuty to learnOvariableswere independenbf the background
characteristicof the new teachertheir in-school experiences during their pre-service course
and in the school in which they watk as deactler in their first year of teaching.

The feature of teacher education programs that had the strongest and most consistent effect on
reportedoutconeswasthe extentto which the coursehada strongfocuson the @ontent to be
taughtOCourseawith a strongconern focusenabledutureteachergo:

a) gainadeepunderstandingf the contert knowledge they were expected to teach

b) make clear links between content or subject matter units and units about how to teach
the content

c) make clear links between theoretical and practical aspects of teaching

d) developa soundunderstandingf how studentslearnthe specificcontentthatthey
were expected to teach

e) learn how to probe studentsQprior understandings of content they were about to
teach

f) learn how to present content in ways thatbuilt on students@xistingunderstanding
g) learn nethods of teaching specific the contenttheywereexpectedo teach

Teachers who reported that they were well prepared for the demands of teaching were those
whose courseshad a strong focus on thesefeaures. Studentsfrom highly rated courses
frequently referred to the most helpful features of these courses in these terms:

eveloping and implementing units of work for vadusKey LearningAreas.O

CProviding fantastic support and encouragement /providing in-depth theory as well as
relating it in a practical senseO

OKnowledge of EarlYears Literac®

OPlanning units of work as a t€am
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Orhe assignments that | can use in my teachingnow, eg designingunits of work and
planning a maths unit for aterm.O

Thesefindings aboutthe importanceof focusingon the contentto be taughtandresearclon

how students learn that content are consistent with research on the characteristics of effective
professional development programs for practisingteacherge.g. Kennedy,1998; Cohen&

Hill, 2000; Hawley & Valli, 1999; Wilson & Berne, 1999; Sykes, 2002). Hawley & Valli

(1999), for exanple, identify nine research-basl characteristicof effective professional
development, the first of which is:

The contentof professionatlevelopnent (PD) focuses on what students are to learn
andhowto addresshedifferentproblens students ray have in learning the aerial.

Judging by the present study, thisis dso true for initial teacher education. As should be clear,
afocus on Gontent,Omeans much more than mere factual subject matter knowledge. Content
knowledge,as usedhere,refersto core professionalknowledgefor helping studentslearn.
When evaluating professional development courseswith a strongfocuson curriculumcontent
and research related to the learning of that content, we have often heard teachers say they
havegainedthe kind of professionaknowledgethey wish they had had a chance to learn in
their initial training.

Opportunityto learn®owto assesstudentearning and plan curriculum unitsQvas strongly
associatedwith preparednessn the areasof professionalknowledge and knowledge of
studentsn the first yearof teachng. It wasalso very strongly related to teachers reporting
that they were able to deal with core professioml tasksin their first year,suchasdesigning
challenging curriculum units, managing classroons, as®ssing student progress, Cross
curriculumteaching,and interestindy, working effectively with pareris. However,lessthat
20% of teachers said their courses had prepared them, to a major extent, to establish
appropriatelearning goals for their students,give useful and timely feedback to students
abouttheir learningandkeepusefulrecords of their studentsO progress.

Once again, these findings are consistent with the researclon effectivemodesof professional
learring for experiencedeachersgspecialy if that learning is to link to improved student
learning outcomes. In perhaps one of the most thorough studies about the kind of
professionablevelopnentthatimprovesstudentiearningoutconmesin mathenatics, Frankeet
al. (1998) identified the importance of improving teachersOskillsin diagnosing studentsQevel
of developnent of key understandings.The se@nd of the nine characteristicof effective
professional development identified by Hawley & Vali is:

Professional developamt that is based analyses of the differences between (a)
actual student performance and(b) goalsandstandadsfor studentiearning.

Hawley & Valli provide a substantial literature review to back this claim. This study

indicates that proficiency in many ways of diagnosing studentlevel of understanding,
monitoring student progress and assessing student development is core professional
knowledgefor effectivebeginningteachers.lt is a matter of some concern that less than 29%

of teachersin this sample felt well prepared in this area.

Opportunityto receivefeedbackvas also significantly related to the reported effectiveness of
courses. Students in the most highly rated courses were much more likely to mention the
opportunities they had had for gaining timely and useful feedback from lecturers and
practicing teachers as helpful features.
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QGDur pre-service rounds were the best opportunity to practicemethodsand strategies in
the environment we will be working in and gain instant feedback.O

QGDbservation of |eading teachers and the opportunity to gain instant feedback.O
ODoing it and reflectingnddoingit againO.

However, in talking about how this course could be improved,one teader did saythatthe
course could be iproved by,

Crurther analysis by lecturers/tutors from the uni, (I was)only observedncein 4 years
and 100 days of teachirtgy

Feedbackon practice has long been recognigd as a vital requirenent for professional
development programs that aim to help teachers develop new skills and integrate them into

their practice(Joyce& Showers1995). An importantfinding from this studyis thatteachers
generallyreportedreceiving little feedbackfrom university staff as they were learning to

teach,asshownin Table4 in Appendix1. Table4 alsoshows how significantthe variation

was from course to course across the universitiesin opportunitiesor feedback.

It is understood that current levels of funding for teacher education do not make it easy for

universitystaff to providefeedlackto studentsabouttheir devdoping practice. However,the

low level of feedbackabout practice may point to a significant weakness in current

approachego teachereducaton, as hasbeenfound in reseath on continuing professional
learning for teachers, where it is now more widely understod thatopportunitiesor feedback
need to be funded and built into programs from the gart.

Giventhe contextof initial teachereducationwhich is prepaation for professionapractice,
it issurprising that feedback is not at a much higher level. One of the key elementsin linking

theoryto practiceis feedback. New understanihgs, skills and attitudes are rarely acquired
without timely, relevantandinformative feedbackaboutour actionsandtheir effects. It is
hard to understand how teacher education courses can link theory to practice effectively if

lecturers are rarely in a position to provide feedback to students as they attempt to put the
theory into practice. Encouraging students to reflect on their practice may go some way

towardhelpingthe situation,but this study suggetsthatan emphasion reflective practiceis
not an adequatesubstitutefor the kind of feedbackand insights that an expert teacher can

provide.

The study found that coursesfor the preparationof physical education teachers particularly
appeartto be organisedn waysthat facilitate stronglinks betweenthe presentatiorof theory
andmodelling by university staff andopportunitiesfor studenteachergo practice the theory
and receive feedback and coaching. In contrast, teachersn lesseffectivecoursesvererarely
in situationswhereit was possilbe to try new practicesandreceivefeedback. The feedback
that supervising teachers gave on teaching rounds was valued, but the relationship between
this type of feedback and the theory being taught in the university courses is uncertain.

The effectsof the four Ooppounity to learnGeaturesof teachereducationprograns on the
outcome measures were much stronger than the effects of a nunber of featuresof the
practicum. These features included: the number of daysin schools;nunberof daysteaching;
whetherdoneasa block of time (e.g.threeweels) or extendedover time (e.g.2-3 daysper
week); whether they worked with a fellow student; the width of their role in the school; and
the perceived qualitgf the practicum.
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These features of the practicum were not related to the reported effectiveness of teacher
education programs. Thisis not to say that the practicum is not important. It is more likely
that, for this study, the practicum experience was probably much the same for students from
highly ratedcoursesandpoorly rated courses. One of the most consistent themes that comes
through in the beginning teacher comments about the practicum is the general diffi culty of
integratingthe work that studentteacheraundetake on the practicum- what they practice-
andwhat they are learningaboutteachingin the university conponentof the course. This
makes the conditions for linking theory and practice less than optimal. Another is the quality
of the schoolbasedsupervisingteacherand the lack of specialtraining to be an effective
student-teacher supervisor in a school.

Differencesbetweenthe schoolswhereteacherspent their first year of teaching made little
difference to their reported effectiveness, except where beginnerswere allocateda formal
mentor teacher, as was the case with the VIT@ Standardsind Professonal Learning Project
during 2003. Teachers with mentors were more likely, for exanple, to reportthat they felt
they knew their students well and that they could handle cross-curriculum aspects of teaching
literacy and numeracy. (A recent study of a mentor program to support beginning teachersin
Cadlifornia has shown that it can aso reduce the attrition rateof beginning teachers.)

This finding appears to be worthy of further investigation. Well-trained supervising teachers

and mentors might help to rectify the theory-practice problemandthe low level of accurate
andtimely feedbackmentionedabove. (All provisonally registeredeadersin Victoria are

now expected to have a trained mentor in their first yearor two of teaching- andmentorsare

expectedo observeandgive feedbaclon severalesonsusingthe VIT standards. ACER is

currently conductinganothe surveyto ascertairwhetherthe beneficialeffectsof the VITOs
2003pilot projecthavegeneraliseéind Ogone to scaleO in 2004.)

The quality of teachingn theteachereducaion program hadsignificart thoughweakeffects
on several of the outcome measures, specifically reflection, curriculum planning and
classroonmanagement. Recencyof teachingexperienceamonglecturerswas not relatedto
ratingsof courseeffectivenas, but modelling of goodteachingpracticeandlinking of their
units to school the school experience component of the program were. Recency of lecturer
experience was a frequent theme in the open-ended comnents. In listing helpful featuresof
programs, teachers from highly rated courses were more likely than teachers who had
completed other courses to make statements such as:

(Having lecturers who had recently been in schools was most beneficial.O

OSubjectatout teachingandlearring . . . with recently practising teachers as tutors B
inspirational and very helpfulO

Whentalking abouthow coursescould be improved,teachergrom poorly ratedcoursesvere
morelikely to make commentssuchas:

OEngageprofessionalecturerswho teach relevant material O

OTheuniversity (peope) were out of touch and didnOtprovide enough practical skill
developrnentwhichis essentialn thefield. Onjob learningwas the only developnentl
had.O
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SUMMARY OF FINDINGS

Teachersvho reportedthat they felt well prepaed to meet the demands they faced in their
first year of teaching, as defined in the VIT registration standards, had completed courses that
gave them deep knowledgeof what they were expected to help students learn, and how
students learned it, as well as skill in diagnosing studentsCexisting levelsof understandingf
the contentto be taught, planning activities that would promote further developnent and
assessing the extent to which development had taken place.

These professional capabilities appearto remain the necessary,though not sufficient,
foundations in preparing teachers to meet the wider demands of the job, from establishing a
productive learning environment to working effectivelywith parents.

These results are consistent with recent research on the characteristics of effective programs
for teactersCrontinuing professionalearring. Theseresearcherfiave also found that the
substance of what teachers learn matters more than the form (Kennedy,1998). The mos

effective professionallearning prograns, in terms of improved studentlearning outcorres,
strengthen teachersOknowledge of the content they are expected to teach,how studentdearn
that content,how to help studentdearnthat contentandhow to diagnosestudentprogressn

learningthat content. This is the kind of knowledge that is essential to the development of

pedagogicakkill and preparednessThis study doesnot supportan emphasison developing
skills in reflective practice and pedagogyover an emphasis first on the development of

substantiverofessionaknowledge as identified above.

It is importantto recognisethat the findings of this study do not provide support for those
who think thatmaking teachereducation Qpractical Oand Gchool-base®is the answer absem
substantive content related professionalknowledge. The kind of content knowledge
identified in this study has pervasive and generative effectson teachesOcapacity to manage
the complex demands that teaching presents, as otherresearcherbavedenonstratedFranke,
et al. 1998). In otherwords, it is foundational;in the sensethat areassuchas pedagogical
skill, classroom management, reflective practice and the capacity to provide a challenging
and supportivelearning environnent dependfundanentally on possessiorof this kind of
professionalknowledge (Ball & Cohen, 1999). The reverse does not apply. Teacher
education programs that might be highly QpracticalQ in the sense of giving heavy emphasis to
skills in classroom management for example, will not make up for a deficiency in the aspects
of content knowledge @htified in this study.

Structual featuresof teachereducation courses did not relate closely to the variation in
perceivedpreparedness Consistentwith the findings of the 2004 OECD Report, Teachers
Matter, this study indicatesthat tinkering with coursestructureswill not be the solutionto
more effectiveteachereducation. The key featues of effective courses lie in the quality of
the opportunities and processes for learning how to teach something to someone. School
experiences that provide quality opportunities for feedback as new teaching strategies are
practiced will be essential. To act on the findings of this study, it will not be enough to use its
findings to changethe coursecontent requirements for course approval and accreditation.
The methods used for assessment and accreditation of programs themselves will need to
change.Thisissueis takenupin the nextsection.
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IMPLICATIONS FOR ACCREDITATION

The purposeof this studywasto provide adviceto the Victorian Institute of Teaching, the
agency responsible for teacher registration in the state of Victoria, about the development of
new guidelinesand stardardsfor the accreditatiorof teachereducationprograns. This final
sectionof the papermovesinto broaderconsderations,not only about standardsor the
accreditation of teacher education programs, but the methods by which such programs might
denonstrate they eet the standards.

Put simply, the argument is that it is unlikely that the findings of studies such as this will be
implemented effectively if providers of teacher education programs are only required to show
thatthey havemodified the contentof their coursesaccordingly. The guidelines for assessing
and accrediting teacher education programs will need to move from a focus on course
approval,basedon analysingthe content of courses, to a focus on courseoutcones basedon
evidence that graduates from teacher education coursescan provide quality opportunties for
studentearningin autheric schoolsettings.

Arrangements for ensuring external validation of teacher education courses have been weak
in Australia, unlike England, for example, where the Teacher Training Agency has a clear
statutoryrole to monitor the qudity of coursesand graduatecapabilities,with beneficial
effect (Tabkerer, 2003. A recentstudy acrosstwelve professions in Australia (NBEET,
1996) showedthat teachingwas the only one without an externalagencyresponsiblefor
assessing and accrediting preparation programs leading to ppfessional registration.

Although each state has professional standards bodies, such as the Victorian Institute of
Teaching, their statutory capacity to carry out the accreditatiorfunctionis limited or unclear.
Universities in Australia sometimes use the claim that they are legally Oslf-accrediting
institutions,Owhen it comes to teacheredication, to resist attenpts by state registration
bodies to introduce stronger forms of external accreditationba claim they rarely make when
it comes to meeting accreditation and registration requirements for other professionsuchas
medicine. The AustralianUniversities Quality Authority itself denies that its requirements
for evidenceof quality assuranc@roceduredor courses within universities obviates the need
for externalvalidation that graduateshave met standardsof performance for entrance to
professions.

In the USA, the National Comnission on Teaching and America@ Future spoke about
accreditation in strong terms:

Becauseaccreditationis not required of teacher education programs, their quality
varies widely with excellent prograns standing alongside shoddy ones that are
allowed to operate when they do an utterly inadequatgob. Too many American
universitiestreattheir schoos of educatioras OcasttowsQvhoseexcesgevenuesare
spenton the training of doctors,lawyers, accountantand almostany studentsother
thanprospectivdeacherghensdves. (DarlingHammond, 1996, p. 195)

The National Commissionrecomnendedthat statesnsiston professionabkccredtation for all
schoolsof educationandthat licensingmove from a system based on course completion to
one based on demonstrated performance, including tests of subject-matter knowledge
teaching knowledge and teaching skill. Art Wise, President of the National Council for
Accreditation of TeacherEducaton in the USA, has been a strong advacatefor accreditation
and its potential for assuring all entrants to the profession are qualified and competent. For
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many years, he has advocated that states move to an outcome-based accreditation system, yet
in 2003 only seven states have proceduresn placefor assessin@whethenew teachersan
putto work whattheyhavelearned sothattheir studentswill learnQdWise,2004,p. 169).

Where states, such as Connecticut have seriously focusedtheir edu@tion policy on teacher
quality (since 1986), including standards-tsed assessments of beginning teacher
performance that are used to approve teacher education programs, beneficia effects have
been clear (Wilson, Darling-Hammond & Berry, 2001). The higher standardsattracted,
rather than discouraged, candidateswith betteracadent qualifications into teachereducatio
programs. Most significantly, achievement gaps betweenwhite and minority students
narrowedduring the 1990s.Fourth gradersoutoredall otherstudentdan the 1998 National
Assessrant of EducationalProgresseadingtestand the proportion of students at or above
the proficiency level increased from 34 to 46 percent.Eighth gradersalso met or surpassed
student performance in all other states and studentachievemenbn the stateOswn acaderic
performance tests has steadily improved.

In this study, major differenceswerefoundin the effectivenes®f differentteachereducation
coursesasreportedby theseteacherdeginningtheir secondyearof teaching. The designof

this study made it possible to analyse the relative effectsof a rangeof carefully measured

conmponentsof teacler educationcourseson a range of measuref teacherpremredness.
Thesemeasuresverebasedon the VIT standard for teacler regstration,which setout what

beginning teachersare expectedto know and be able to do. They are, however only

perceptions of preparedness, rather than measures of performance. In another study being

conducted currently by ACER in another state, basedon classroomobservationsby trained

observerssignificantdifferenceshavealsobeenfound betweeruniversitiesin the capacityof

their graduates to meet performance standards. More needsto be known about the

consistencyof thesedifferencesover time, but where they persist, they raise public interest

guestions.

One of the purposes of this study was to develop and trial measures that might be used
subsequenthasbenchmarkg$or monitoring the outcomes of the teacher education system. It
was found that the measuresdevelopedfor this study were high on internal consistency.
They were also able to discriminate betwee teacher education courses. The internal
reliability of these measures means that they could be used as benchmarks for examining
changes over time, or the effects of programs or policiesdesignedo influencethe quality of
teacher education. There was a wide distribution of individual scores on each measure.
Significant differences between courses were also found on eachof thesemeasures. The
resultsof this study indicate that the scalesdevelopedfor the surveyinstrunent would be
suitable as a basis for creating benchmarks that might be used in a monitoring system. The
scales also provide room for detecting changes in perceptions of teacher educatiorcourseon
each of the outcome measures if they were to be used in the future. However, used aone,
these measures would not provide a sufficiently reliable basisfor accreditation. The latter
would requirea wide rangeof independentmeasuresboutcoursequality.

In developng standard for the accreditationof teacher education courses in the future, a
wide rangeof factorsshouldobviously be taken into account. This study draws attention
especiallyto the qualty of learningopportunitiesprovided,especiallyopporunitiesto learn
in the school context. One contribution that this study makes is to suggesteveralfeaturesof
courseghatwarrantparticularly carefulexamnation. Closeattentionshouldbe givento the
capacity of a course to ensure that graduates have quality opportunitiesto learn in the four
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areas identified in this study: content focus, assessent, feedbackand the practice of
teaching.

Oneof the main questionghis study raises is the extent to which it will actually be possible
to provide studentswith high quality opportunitiesfor learning and feedback in these areas
unless it is done mainly in the school and classroom context. While deepunderstandingpf

relevantsubjectmatter needsseveralyearsof study at universitylevel, practicein authentic
school settings will be the best site, for example, for effedive opportunities for modelling
theory, receiving timely and useful feedback on practice and learning how to diagnose student

learning and selecting appropriate activities to meet studentsOlearning needs. In this sense,

this study suggests the need for a shift from universityto more school-basedpportunitiesor

professionlearningduring training and induction. This finding suggestsa needto remodel
completely the traditional one-on-one practicum with a supervising teacher; to remodel the
practicumto provide greaterassuranceof a plannedseriesof opportunitiesfor practicing
theoretical course componerg in the school context with informed feedback on

implementation progress.

A dilemma, especially for universities, will be how to shift from the traditional practicum to

thekind of schoolexperiencehatwill ensurestudentteacherseceiveeffectiveopportunities
to learn of the kind identified as important in this study. One requirement will definitely be a

new breedof highly acconplishedteachersn sdools, speciallytrainedto work shoulderto

shouldemwith studenteachersnd to providetheseopportunitiegather than the currenthit or

miss provision from (usually) untrained supervising teachers. Another may be for student
teachers to have more opportunities to work in team situations with experienced teachers and

other student teachers.

These suggestions will not appear particularly new. While major changes aretaking placein

society as a result, for example, of information technologyand globalisation- and teacher
educatiorwill needto takeaccountof the® - this studyprovidesa reminderthat certaincore
features of quality teaching and learning will remain. These features include an

understandingf whatit meansto educatea mind andwhatit takes to meet the core challenge

in teachingbhow to reacha child andhow to ensurea pleaswable meetingof mindsaround
worthwhile subject matter and fertile questionsin a trusting environnment. Accreditation
standards need to continteevaluethesequalitiesin teachereducatiorprograns.

The resultsof this study,thoughperhapaunsurprising, do saythatteachereducatiormatters.
In a field where some have questioned the impact of, or needfor, professionalpreparation
prograns, this is a significart finding. While we havefound wide variationin the reported
quality of teacher education programs, we have not found that teacher edwcation is

unnecessary; quite the opposite.
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