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Introduction to the CATE Working Conference Process

This book is the sixth volume in a series of publications derived from teacher education working
conferences organized by the Canadian Association for Teacher Education (CATE). These working
conferences were begun in Z00y thenpresident of CATE Thomas Falkenberg of the University of
Manitoba with help from Hans Smits of the University of Calgary. They wished to bring together
Canadian scholars in teacher education to discuss and debate key issues in the field efiecaien.

In 2009 the working conference began requiring participants to contribute a chapter to a published book
related to the theme of the conference in order to encouragetstggional collaboration and in an

attempt to build a corpus of resela on teacher education topics that is distinctly Canadian. In 2011, the
CATE executive took on this responsibility from Thomas and Hans and has been organizing the
conference and publishing the resulting book since.

The CATE working conferences are amavative approach to promoting collaboration and
scholarship in Canadian teacher education. They are held2yesays (although initially they were
held annually) by a Canadian university who has volunteered to host, are open to academics and
graduate tsidents, and require participants to submit a chapter proposal focused on the theme of the
conference. These proposals become the conversational focal point of working groups in which each
author takes a turn presentinig or hemwork and then hosts thelssequent discussipall the while
recording the feedback from the other participants. This feedback and discussion informs the authors
after the conference as they complete their chapters and submit them to a review process managed by
the conference orgi&zer and book editors. The books are published approxintajesr after each
working conference and to date have resulted in the following volumes:

A Field Experiences in the Context of Reform of Canadian Teacher Education Programs
(Falkenberg & Smits, 2(D)



A The Question of Evidence in Research in Teacher Education in the Context of Teacher
Education Program Review in Canafalkenberg & Smits, 2011)

A What is Canadian about Teacher Education in Canada? Multiple Perspectives on
Canadian Teacher Education the TwentyFirst Century(Thomas, 2013)

A Becoming Teacher: Sites for Teacher Development in Canadian Teacher Education
(Thomas, 2014)

A Change and Progress in Canadian Teacher Education: Research on Recent Innovations
in Teacher Preparation in Canad@homas & Hirschkorn, 2015)

This volume is the result of the working conference hosted by the Ontario Institute for the Study of
Education (OISE) of the University of Torontothe fall of 2015. The theme of the conference was
What Shoul d GCakKmaenv® deacber Capazitieh: Enowledge, Beliafsl Skills and
participants were asked to submit a chapter proposal focused on one of the fqguestidns derived
from the theme. These four questions have gone on to become the sections of this bioadk tted

conceptual and organizational framework for the volume.

Introduction to the Topic of this Book

When we teach, presumably we have a goal or purpose for what we want that class and its
constituents to accomplish; it fits some larger developmaeritale we envisage for our students. We
believe this is true of any teacher, and those of us who teach in education programs at universities are no
exception to this education fundamental. Yet teacher education programs work with prospective teachers
thatare destined to work in a wide variety of contexts, and thus must find ways to allow individuals to
engagepersonallywith what is offered while maintaining more general progicte experiences and
certification requirements. So what do teacher educatgiiutions intend for their studertislearn

within the boundaries of their programs? Even finding language to describe what we want education



students to learn can be problematicthés languageften brings with it conceptions and precedents of
potentially negative consequence.

C. Grant (2008)using an American frame of reference, was the source for the definition inherent
within the theme of the working conference and the title of this book. Ironically, even though the term
teacher capacitys often used to convey a definitive quality that can be ticked off and assesged (
Ayou have mastered 60% of the cwd)ri Gulamm, samgd ec
teacher development is more complex and depends heavily on gettingistiodengage with what have
been labelled as social justice experiences and conversations. We were intrigued by the duality that
Grant presentghat teaching and teachers are composites of societal expectation or norms (derived from
at least three Western historical precedents that he disguskt® while being encouraged to be
something more enlightened and just. As teacher educatotie one handve must find the balance
between the broastrokes expectations of our school systems and the certification praceéss the
other handinding contextually specific ways for each individual to become the best teacher they can be.

Further corplicating the conversation regarding what teacher educators seek to have their
students learn is an acknowledgement that many aspects of teachers are present before they walk
through the doors of our education facultigsg thosdeatures will continue tevolve after they
graduate. Many models of teacher education (Canadian and international) acknowledge that teachers
will continue to grow as professionals after they graduate,Caena2014;An Chomhairle
Mhuinteoireachta/The Teaching Coun@011)and that their prior knowledge and experiences are
significant factors in their development as teachRrséell 2009 Dulude Lay, Pinnegar, Reed, Young
Wheeler, & Wilkes2005 Falkenberg201Q Richardson2003 Lortie, 1975).Teacher educators are no
longer operating and working within programs that assume teacher candidasdsiEreasawvhen

beginning and polishe@indperfected teachers when they graduate.



Much like K. Grant (2015) we believe that teacher education ish@opursuit or creation of an
idealized and ubiquitougood teacherdespite the checklists, inventorjesd stereotypes available in
the literature and media. It is a conversational and contested spatech we engage teacher
candidates who come ts with a wide array of school and interpersonal experiences and offer them
venues, timeand activities that allow them to grow individually and contextually. Every student, grade
level, subject, classroom, school, and community is diffeegnt a onesizefits-all program model does
not prepare teachers for this contextual variabiéitsen if it provides teachers with breattokes
capacity. Yet, we work within institutions governed by policy and generalized certification
requirements; we work in larggasses with many different individuals listening to and experiencing our
teaching. There will always be a tension between what we can do for groups of prospective teachers as
education programs and how we find ways to operationalize and contextuakzg@énence for the
individual.

Our programs have structures, emphaaed rhythms, but the chapters in this book suggest that
our purposes as teacher educators are becoming more complex than the traditional transference of schoc
norms so that our gradies can meet the competency checklists still present within the school systems.
In this volume we have confronted the authors with the task of considering what teacher capacities
(knowledge, beliefsand skills) they intend for their students to have ag #end them out into the
world of educationand to consider the individual and the institution in their arguments. Perhaps the
wide variety of perspectives offered by the authors in this book serves as one form of conversational,

contextualand contesté space in which Canadian teacher education can grow.
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Introduction to the Chapters of this Book

This book is composed of answers to more specific questions that begin to explore the broader
inquiryastonh at  C ateachershoukiknow. The 21chapters that form this volume are divided
according to their consideration of one of four focus quesgoamininga) the impact of globalization
on the teacher capacities in Candajdjow capacities are developed and influenced during and after
teachereducation programs) how teacher education programs measure capacities and are held
accountable for the development of these capacities])d@malv these capacities may or may not serve
the needs of a diverse student hollye chapters are not evenlgtlibuted across parts of the book but
are grouped in order according to the questions addressed

Part lof the book examines the questibtgw does the global teacher education context
influence what capacities Canadian teachers are expected to dewelGp2apter 1la group of
researchers from New Brunswi&lkAmanda Lagace, Marcea Ingersoll, Mark Hirschkorn, and Alan
Sear$§ collaborate with Grace McCallum from the Canadian International School of Beijing to address
the impact of globalization on educatiortban terms of the increased diversity of classrooms within
Canada and the movement of Canadian teachers to contexts beyond our lmo@tergter 2 Diana
Petrarca and Julian Kitchen continue to examine teacher education as a contested space inahe Canad
context, providing a framework for mapping teacher education programs to allow deeper comparison
and further research as to the impact of components and pra€tttlewing this call for examination of
teacher education programs,Ghapter3 Kim Koh, Jennifer Lock, B. Parjand M. Niayesh, from the
University of Calgary, analyze global and national trends using a specific example of teaching
assessment and curriculum redesign, ending with a discussion of implications for practice.

Part Il is he lagestsectionof the bookand addressd®w essential capacities for new teachers

are identified and cultivated within teacher education progranghow the capacities that are
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developed by teachers prior to and following their education programs inflle@@slucation
program Authors responding to ése focincluded examination of variables that impact educators both
in preservice teacher preparation and in current practice. The first of five chapters in Part Il address
varied components of teacher edtion across several provinces including teacher capatéaeher
professionalismenvironmental education capacitiesovative practicaand critical capacities for
thinking with theory An overview of researcinformed and adaptive teacher eduaaimexamined in
Chapter 4y Jim Bramlon, Sharon Friesen, Dianne Aakg and Jodi Nickel usinthe Association of
Alberta Deans of EducationBve principles of effective teachindflipissing researchers Glenda Black,
Kurt Clausenand Barbara Olmstedeathe authors d€hapter5 and use a case study to examine
Aprofessionad iismcliwnditregcihntngr vi ews wi t,hndassoci a
Dean Teacher capacities specific to Environmental Education and their role in Ontario Faxdulties
Education are examined by Doug Karrow, Xavier Fazio, Maurice DiGiuseppe, Paul Elliott, Hilary
Inwood, and David Greenwood @hapteré with a generic model of initial teacher capacity including
Afexperiences/ nat ur eCGhapted PatciaMangluk prel AreyrBarnsexamite | n
teacher capacities for &icentury learning through experiential learning as part of a practicum
experience on a housing construction.gk¢heoretical approach to peervice teacher capacity based
on Bour dlfielditieesry is described in Chapi@by Kathleen Nolan and Jennifer Tupper.

The last four chapters in Part [l examinesgrvice teacher capacity using case studies, surveys,
interviews, and focus groups in various contexts and disciplimebapter9 Jennifer MittonKukner
and Anne Murray Orr provide insights into the benefits for teacher education programs of following
early career teachers with their examination of the development of literacies as emerging pedagogies in
content areas. Chapter 1htioues in the context of beginning teachers as Lynn Drielges, M.

Shaun Murphy, Lee Schaefer, Carla Nelson, Yi Li, and Janice Huber contribute to the ongoing
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discussion of teacher identity in a case study of a beginning teacher as she comes to &hibavdre

herself and the tensions she experiesw@e her personal and professional knowledge landscapes collide
The rural context, as a particular teaching experience, and its impactseryice teacher education
programs is explored by Lynn LemiskiLaurie Hellsten, and Carol DemchKksolofski from the

University of Saskatchewan and the Prairie Spirit School Divisi@hapter 11The final chapter of

Part Il,Chapter 12, written by Alexandre Mesquita and Lynn Thomdgresses gaps in teacher

cgoacity, identifying assessment as an area needing a great deal of support for novice teachers to build
the necessary confidence to assess students in authentic classrooms.

The focus of Part Il addressegasurement and accountability with regards to heac
capacities The complexity of these aspects of teacher education, and the sometimes difficult
conversations regarding how we evaluate outcomes and who is responsible for ensuring that the
capacities are developed, could be contributing factors to hhpart of théoook drew onlytwo
chapters. IrChapter 13 Victorina Baxan, Karen Ragoonga@at Awneet Sivia tackle the question of
the devel opment of teacher educ atdladys Steremive)i dat e o
David Dillonnand Kevi n @ap@old loak to the practicum portion of their program to
address shortcomings of most t e aaodtiédireoa dwc atpipo o «
integrating the knowledge, dispositioasid practical teaching of candites, focusing on the evaluation
of teacher capacity.

Part IV addresses the fourth focusadfether our current Canadian teacher education graduates
have the capacities to meet the needs of students with regards to emerging technologies and the
increasingdiversity of K 12 classroomsThe first two chapters in this section explore the impact of a
digital world on the capacities that teachers require to meet the needs of their sGiusgpisr 15by

Mary Jane Harkins and Zhanna Barchekplores the usef &Jniversal Design for Learnin@JDL) as a
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framework for teaching an increasingly, technologicaiiynersed student population. Chapter 16 shifts
the focus to how knowledge, skills, and attitudes are defined as capacities for teachers &t this 21
centurylearning context, which is further explored by Eva Brown and Michele Jacobsen in relation to
technology integration and teacher certification requirements in Western Canada.

The final five chapters more directly examine how traditionally marginalizedrdtidee
influencing the capacities that new teachers nee@Ghapter 17, Amanda Ferguson and Ruth Childs
present a general overview of the necessary capacities and possible barriers for beginning teachers who
seek to effectively address equity and diwgrdn Chapter 18, Cathryn Smith, Paul Betts, and Lee Anne
Block provide a thoughtful addition to consideration of critical teaching in their examination of the
conditions within which both prservice and irservice teachers are able to respond meaniggdtuthe
needs of marginalized studen®ea Schmidt and Antoinette Gagne, in Chapted&fneate four
critical assignments implemented in their radical teacher education ptheticebased on pedagogy
that affirmsthe diversity inherent in multiigual schools. In Chapter 20, Scott Douglas furthers the
discussion of language diversity and its impact on teacher capadtties qualitative study of
elementary teacher candidates taking an additional language teaching and learning course. The final
chapter of this section and the book, Chapter 21, considers the capacity of teacher graduates to address
the needs of students who need to stay focused and alert in their |leNamrgtevens and Kim Calder
Stegemann present the benefits of sensory regualatethods and suggest a need for teachers to include
this approach in their classrooms.

Teaching is difficult work that requires new and experienced teachers to respond to an immense
range of contextual opportunities and difficulties. Our teacher edudastitutions and the teacher
educators who work within them are well positioned to question how we prepare people for the

classroom. This book is evidence that there is no longer-anodeltfits-all mentality prevailing in
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Canadian teacher educatioather, teacher educators are embracing the context of their communities,
provinces and the world to provide critical conversations and experiences for their students. The 21
chapters within this book present both general and specific consideration Glamagian teacher
educators seek to prepare teachetst they value and believe integral to the development of teachers.
As editors, we are buoyed by the potential discussed in this bpthe response of the authors to the
current landscape of education Canada and the solutions and suggestions being presented. It would be
difficult to synthesize a coherent teacher education program solely from the chapters of this book, but
the authors provide the reader with rich and well grounded descriptioqethaps serve as a frame of
reference to consider in light of our own priorities and practices.

In short, as teacher educators we will continue to operationalize the queshiertitle of this
bookd What shoul d Ca n adddédférentlytBeata a$ bean $ascinatimgvio?us as editors
to consider what we do as teacher educators in light of what we read from our colleagues. The future of

Canadian teacher education is bright indeed.
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Chapter 01: Preparing Canadian Teachers for theworld

Amanda Lagace
University of New Brunswick

Grace McCallum
Canadian International School of Beijing

Marcea Ingersoll
St. Thomas University

Mark Hirschkorn

Alan Sears
University of New Brunswick

Abstract

Globalization is a complex and multifaceted phenomenon that has significant implications for
education generally and teacher education in particular. One feature of globalization in education is the
movement of educators around the world to work in a tyaoiecontexts. The qualitative pilot study
described in this chapter examines the experience of 12 Canadian teachers working in two contexts: a
Canadian international school in East Asia and as overseas trained teachers in schools in England. The
study bcuses on two interrelated questions: What competencies do teachers need to teach successfully
internationally? And, how might those competenc
responses to interview questions were analyzed by our regearn and are presented under five
themes: context, motivation, challenges, competencies, and preparation. Eight questions are raised for

consideration by initial teacher education programs.
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Preparing Canadian Teachers for the World

Introduction

Globalization is a complex and multifaceted phenomenon that has huge implications for
education generally and teacher education in parti¢Glaong et al., 2016; Harber, 2014; Hargreaves &
Shirley, 2012; Reid, Gill, & Sears, 201®ahlberg (2011), for exnple, popularized the term GERM
(Global Education Reform Movement) to highlight the ubiquitous influence of global capitalism on
policy and practice in education around the world. He argues that GERM has impactetected
education systems aroundthew | d and i ncludes five key el ement
on core subjects, o0 Aprescribed curriculum,jo and
101).

In addition to the international transfer of ideas and policies, a tésdtare of globalization is
the movement of people around the world and the consequent intersection of cultures. One result of this
is the transformation of Canadian schools and classrooms, including those in rural areas of the country,
into much more dierse places (Hamm, 2014). Another consequence is the movement of educators
around the world to work in a variety of contexts (Brummit & Keeling, 2013). We know that Canadian
teachers are going overseas in increasing numbers, and that they are puratigty afunternational
teaching options. Common avenues for entry into the global teaching arena include positions as English
language teachers (ELTSs) in South Korea, oversaated teachers (OTTSs) in England, and classroom
teaching positions at intertanal schools around the world. These contexts are all quite different, some
involving teaching national curricula, some international curricula, and some ESL/EAL. These
differences all have implications for teacher preparation, and addressing thenmadagjictatly to the

complexity of teacher education.
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The deans of Canadian faculties of education recognize this trend and have moved to address it
at the policy level. TheiAccord on the Internationalization of Educati@hssociation of Canadian
Deans ofEducation, 2014addresses both the increasing diversity of Canadian society and the enhanced
opportunities for mobility among Canadian educators, including opportunities for international teaching
internships as part of initial teacher education programernational teaching practicum options,
program tracks, elective courses, and service |
51 teacher education programs (Larsen, 2016). Program model design and delivery occurs at the
individual univesity level, but initial teacher education (ITE) programs are guided by provincial
gui delines and international educati onGambhir,gener
Broad, Evans, & Gaskel2008, p. 11; Harkins & Barchuk, 2015). Atioaal study published in 2008
concluded, AThe majority of | TE programs at f ac
Kindergarten to Gr ade (Galbhisetdh2008| p. 1)y hestcarasponds withC a n a
recent internatiorlaesearch that also highlights the somewhat slow response of teacher education
programs when it comes to preparing teachers for a career beyond local borders (van Werven, 2015).
One of the factors inhibiting attention to international teaching in ITE hiighhat teacher education
programs in Canada receive a significant amount of their funding from provincial governments that are
understandably focused on preparing teachers for their particular contexts.

The general theme for this collectionis, Whaishl d Canadads teachers Kk
concentrates on the first focus question flowing from that theme: How does the global teacher education
context influence what capacities Canadian teachers are expected to develop? We know Canadian
teachers are takg up international opportunities, but there is a paucity of research on international
teaching generally, and the number of studies focusing on Canadian teachers is even more limited. It

was with this lack of scholarship in mind that our team desigreeditbt study reported on in this
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chapter. We interviewed Canadian teachers with experience in two different international contexts: one
group of OTT teachers in England, and another group of teachers at an international school in a large
city in SoutheasAsia. We asked participants a number of questions, but our particular focus was on
finding out how well they felt their initial teacher education (ITE) programs equipped them for working
internationally, and exploring what those programs might do to be aftective in preparing graduates

to work in a range of international contexts. Our purpose was to begin a program of research exploring

how ITE programs in Canada might better prepare teachers for working internationally.

Review of Literature
A numberof themes show up in the literature on international teaching, and we identified five
relevant to our study: international educator recruitment and retention; international educator adjustment
in national public schools; sedffficacy and international bools; international teacher competencies;

and preparing globally competent educators.

International Educator Recruitment and Retention
The competition for qualified teachers is global, with thousands of international educators
leaving their positions each year and the pool of quality applicants insufficient to meet d&eaint,
2013; Kellet, 2015)The disruptive element of teachemtover is wellestablished in the literature on
effective schoolg¢ingersoll, 2001; Ronfeldt, Lankford, Loeb, & Wycoff, 2018)pntinuity and high
morale are associated with schools that have low turnover rates, and the economic impact of teacher
turnoveris also significant, particularly in the international arena.
There are a number of reasons why international teachers leave their schools. Broadly, they leave

to move to other international schools, to return to their countries of origin, or to depathé
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profession entirely. Researchers have explored the reasons teachers stay at or leave their international
schools. Location (Mancuso, Roberts, & White, 2010), leadership (Chandler, 2010), administration,
compensation, and personal circumstances (@daRuzicka, 2009) have been found to play a role. In

an early study of why good teachers might decide to stay beyond their initigéwa@ontracts,

Hardman (2001) identified a pattern of profiles and categorized teachers in an attempt to provide

practcal guidelines for effective recruitment and retention of quality educators. Four main profiles
emerged in Hardmano6és study: (a) chil dless caree

with family, and (d) senior teachers.

International E ducator Adjustment in National Public Schools

Asenseofwelbei ng in oneds personal and professio
completion and potential renewal of any employment contract. For teachers moving to another country,
establishing @ense of welbeing early on is important. In studies of other expatriate groups,
adjustment, or Athe personds ability to functio
environment, 0 as wel |l as cul t berfadurenferpatkateh av e bee
employees in their postings (von Kirchenheim & Richardson, 2005, p. 409). Across expatriate employee
groups, rates of early contract termination range from 30% to 50%; in developing countries rates as high
as 70% have been reportedn Kirchenheim & Richardson, 2005). The stress of relocating for work is
well-documented, but the research on Canadian teacher relocation for international positions is not
robust.

In response to the shortage of primary and secondary teachers, Eneglants teachers from
abroad to staff classrooms in its national education system (Maylor, Hutchings, James, Menter, & Smart,

2006) . There is limited research on these oversaased teachers (OTTs), and specific empirical
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research on Canadian teacharEngland is either not available or not easily found. Miller (2008)

hi ghlights the vast numbers of OTTs being recru
support for their integration into the schools and English society. Accordinglés, Mhere were an

estimated 43,000 OTTs, but fAneither the Departn
and Devel opment Agency for Schools knows the cu
(p.-281). I n Miller g egr@umemt tfoosupprmoaodelOTAfs, i |
good as the support they receivedo (p. 283) and

OTTs have not adapted to the UK well o (p. 284).

Self-Efficacy and International Schools

There is resarch to suggest that selfficacy and locus of control may be important
characteristics of international school teachers (Bunnell, 2005; Coulter & Abney, 2009). In a causal
comparative study of teacher burnout in 61 Canadian teachers in Ontario aadh&td@t Ontario
curriculum international schools, Coulter & Abney (2009) found that rates of burnout were significantly
lower for international school educators than for teachers working in Canada. Their results suggest that a
positive correlation betweeinternational teachers whose internal locus of control is higher and burnout
levels are lower also indicates that perhaps successful international teachers have high rates of self
efficacy. Coulter & Abney make recommendations for further study of theslof control and self
efficacy of international teachers. Other studi
metaphors and the international school teacher, also point{effsedicy as a potential characteristic of
teachers who remain orgeas following an initial contract. Participants in his study reported positive
career metaphors that emphasize the journeying nature of their international careers, with comments

~ A

such as Al dm foll owing a pat h, o0beindddmnaht métdplonsi n g
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for one third of the respondents in a study of the career metaphors of 24 teachers at one international
school. Both studies suggest a locus of control that is firmly within the teacher and support the notion

that selfefficacy isperhaps a key characteristic of successful international educators.

International Teacher Competencies
While selfefficacy and flexibility may be desired characteristics of teachers who go abroad,

what are the specific competencies that administratwisschools are looking for in their staff? How

might teacher education programs incorporate specific competencies into teacher preparation? How can

these competencies be defined?

Every school and administrator wants to hire quality teachers, althoughgtdebate about
what qualities and competencies are desirable (Gambhir et al., 2008; Goodwin, 2010). In addition to
quality teachers, international school educators have sought to outline the particular competencies of
educat ors who oaheeternatiopal teathing lifeistyled(Joslim 2002). One researcher
offers the following acronym for identifying qualities that underscore a good fit:

Mental flexibility to reframe fields of reference

Ethnorelativist view of the world

Awarenessobneds own cul tur al heritage
Sensitivity to different cultures

Understanding of the nature of the range of international schools
Respect for other cultures (not just tolerance)

Emotional balance

Understanding of education in an internatioraitext

Professional/technical expertise

TCcmucCcun>»m

(Joslin, 2002, p. 52)
Another characteristic purported to be necessary for teachers in an increasingly intercultural
world is globalmindedness or internationralindedness (Duckworth, Levy & Levy, 2005; yden &
Thompson, 2011; Hill, 2015; Zhao, 2010). In a study of 96spreice and irservice international

educator s, internationally or globally minded
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world view, believe in the unity of humankimehd the interdependence of humanity, support universal
human rights, have | oyalties that extend beyond
Duckworth et al., 2005, p. 280). Strongly homogenous views of internatidndedness were fodn
across the responses, who were predominantly female, middle class, and born or raised in the United
States. Some demographic variations were noted: while 67% were born in the United States, 33% were
from Canada, the Middle East, Western and Eastern EuAdpca, South America, India, Asia, and
Australia. Views of internationahindedness remained stable across all demographic groups.

The language of instruction in international schools is English, and the expectation of
stakeholders is that teacherdl\wave native or neamative fluency in English (Canterford, 2003; Fail,
2011). In sourcing teachers from predominantly AAglestern nations (Garton, 2002) international
schools are on one level hiring teachers with native speaker fluency. On anatheéhévmay also be
recruiting for competencies that are specific to the social class backgrounds of those who tend to take up
teaching. In most international schools, the predominant style of learning and teaching is a Western,
liberakhumanist, studerntentred, constructivist approach which is likely familiar to those recruited to

teach in international schools (Bates, 2011; Tamatea, 2008).

Preparing Globally Competent Educators
Levy and Fox (2015) identify 10 categories that are important for tepokgaration programs
intent on preparing globally competent educators:

Coursework specific to a particular region, culture, or issue

Intercultural competence

Second language acquisition and the role of language and power
Multilingualism

Culturally responsive pedagogical skills

Field experiences that aredepth and crossultural

Formative and summative assessments evaluating global competence

Teacher inquiry and research into diverse contexts, pedagogies, and discourses

ONoGORWNE
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(pp. 280 281).

For univesities considering the competencies required for the international school context, van
Werven (2015) suggests the following:

The international schools of today and the future, in all their diversity, are in need of

teachers who are flexible, intercultusatlompetent, internationally oriented and

linguistically talented. This requires universities and other organizations to act globally if

their programmes are to prepare teachers for the international schools of the future. (pp.

306 307)
Considering theharacteristics of excellent teachers is insufficient, and research and teacher education

programs must also consider what characteristics make excellent international teachers who are preparec

to teach any group of students in any region (Zhao, 201Gkvarth et al., 2005).

Our Study

Our team came to this study for both personal and professional reasons. All of us have
experienced teaching in international contexts, some in national school systems, and others in
international schools. Those experiences left us with a number of qsesiont how we, and our
colleagues, might have been better equipped to take on the challenges of working internationally. Three
of us are now teacher educators and every year have students graduate from our programs and take up
international teaching opponities. Those graduates with whom we maintain contact often tell us they
were not particularly well prepared to meet the challenges they faced working overseas. In recent years
our programs have moved to pay some overt attention to this phenomenoinigycadaises in
international education and teaching in a second language environment, as well as offering the
opportunity to do parts of the practicum internationally. However, these opportunities are optional and
available to or taken up by a relativetpall number of students. One of us is an administrator in an

international school and from that perspective interested in issues of teacher preparation, performance,
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and retention. What unites us is our sense that ITE programs in Canada, and partieutaréstwith
which we are associated, could do much more to address the trend toward international teaching that
would be beneficial for preparing professional educators both for work at home and abroad.

To that end our study addresses two central rdsegestions:

1. What competencies do teachers need to teach internationally?
2. How might those competencies be addressed in initial teacher educatiorsemndda

teacher education?

To address these questions we designed a pilot study drawing participants from two cohorts:
seven Canadian teachers with recent (and in some cases ongoing) experience working as OTTs in
England; and five Canadian teachers/administrators working at amatideral school in a large city in
East Asia. As this is a pilot study we hope will lay the foundation for a larger body of work, the
participants are a convenience sample drawn from people members of our team know personally or
referred to us by other ganpants.

All of the participants (10 females and 2 males) were Caucasian Canadian teachers ranging in
age from 24 to 33 and relatively new in their careers, having between 2 and 10 years of teaching
experience. All except two began their teaching caneeinternational contexts. The participants vary
in job roles. In addition to teaching several had administrative, supervisory, or mentoring
responsibilities. For example, several are program or subject coordinators who also serve as instructional
coachs for teachers.

Each participant engaged in a sestiuctured interview lasting between 40 minutes and an hour.
The interviews were transcribed and distributed to all members of the research team. In order to work
towards consistency in analyzing the sampt data all five members of the team independently
reviewed two transcripts, one from each cohort. Drawing on analysis techniques from phenomenography

(Peck, Sears, & Donaldson, 2008) each researcher independently identified utterances. An utterance is
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defined as a portion of a sentence that describes the phenomenon under styd@ Batiefines an
utterance as fda verbal mani festation that conve
Repeating or recurring points of view or ideas were itledtin the utterances, and these were clustered

and classified into themes. We then compared results on the first two transcripts and worked toward a
common set of themes to explore in the remainder, leaving open the possibility new themes might
emergeFollowing that, the remainder of the transcripts were analysed separately by members of the
team, with each preparing a written summary of findings related to the agreed upon themes. Those

summaries were then used to develop the final set of findingsd@tudy.

Findings and Discussion

As we begin to discuss our findings it is important to remember this is a small scale, preliminary
study and therefore the results cannot be generalized to other contexts. Rather, we use them as a basis
for formulating aset of questions that might be explored in future research, and which ITE programs
might consider in thinking through how they could enhance the preparation of teachers for working
internationally. Having said that, we were struck by how well our findihgath those from the
previous research on international teaching reviewed for this chapter in a number of key areas which
will be explored below. Our analysis of the interview transcripts revealed themes: context, motivation,

challenges, competencies)d preparation.

Context of the Cohorts
From the initial look at the first two transcripts we were struck by the differences between the
two cohorts of participants. That is not to say there were not important similarities across the cohorts,

nor intern&differences within the cohorts. It is to say that there was a high degree of consistency in
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participantsd experiences and feelings within e
the two cohorts that created a pronounced distinctiomemet them. The particular context of each
cohort played an i mportant role in shaping the
international teaching. This will be obvious in our discussion of the other themes, but we will offer one
example herep way of il lustration: the participantso
contexts.

Those who taught in the English context felt largely stripped of their professionalism, what many
educational schol ar s hvatvably alt oéthegarticipadts dpake odileow fi d e s Kk |
constrained they felt by the strict requirements of the National Curriculum and the heavy regulatory
regime of national and school level inspection and observation of their work.'Gmiiexample, found
thecurriculum in science superficial and not as in depth or up to date as the Canadian curriculum. As a
teacher, however, he felt he had virtually no flexibility to make professional decisions about where to
place emphasis. He had a year of teaching exmerienCanada (in addition to his ITE practicum) and
felt teachers there had much more professional autonoraywssthe curriculum. Brian expressed this
lack of professional autonomy most strongly:

It was, kind of a doubledged sword, they view, they mtayou to act extremely

professionally, but gave you none of the responsibilities that go in tow. | often felt that |

wasnot working a career, but | was working a

| was their cognitive machine. Rather than actually being a professional thiair@chor

my own unique approaches and my own unique i

needs to teach English, you can do that, please fill in that role.

This feeling of being d@rofessionalized was common across the England cohort.

The internationaschool participants, however, spoke of the high degree of professionalism

required in their context. They were expected to make decisions every day about balancing the

! All names are pseudonyms.
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requirements of the International Baccalaureate (IB) curriculum with those of the NeanBck
curriculum (the school offered an NB graduation certificate), dealing with highly engaged parents from
a number of national and cultural origins, designing #éylel, inquiry-based instructional plans, and
other aspects of their work. While teach&om the English cohort often felt they were forced into
implementing very basic and highly structured lessons based on the expectations of others, the
international school participants described the high degree of professional autonomy and regponsibili
in their setting. This responsibility was often shared with colleagues, but the definite sense was that it
was the teachersodé initiative that was i mportant
this way:
You really have to be willig to challenge your thinking, change your practice every year.
| know in some places in the world, it is okay to have cookie cutter lessons that you use
day in and day out from the year. It is fun to repeat a unit sometimes because you know it
goeswel.,bu are |i ke oh, it was so great this ye
That s not really the best practice in an in
Discourse about higleveld or besd professional practice in a range of areas such as planning,
pedagogy, agssment, and professional collaboration was ubiquitous across the international school
participants.
Interestingly, these two conceptions of teacher professionalism mirror long standing discussions
in educational literature. For years scholars have ddlmintrasting views of teachers ranging from
seeing them as relatively leskilled implementers of policies and practices developed by others, to
highly skilled and relatively autonomous intellectual workéysple, 2013; Giroux, 1988; Goldstein,
2014) The types of limits on teacher autonomy experienced by the England cohort in our study are
exactly those described by Sahlberg (2011) as part of GERM and critiqued in detail by a number of

British scholargCunningham, 2012; Dale, 1989)hese issues arealewith regularly in secalled

foundations courses in ITE programs, but none of the teachers in this study seemed aware of those large!
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debates that might help them understand and contextualize their own experiences. Ironically, it is exactly
those founddonsd or mo r e Adt chuesesrthattare oftan disparaged as being irrelevant by
teacher education candidates and practicing teachers, including many of the England cohort in this
study. We do wonder whether the potential of understanding histand@oatemporary socicultural
phenomena for successful transition to internat
appreciation for this area of study.

These two very different takes on the professionalism required by international $eacher
illustrates the profound importance of context in thinking about professional preparation. While there are
common elements to teaching across these and other settings, international teaching is not generic. It is
highly variable and a key consideratiam fTE programs will be whether or not it is possible to provide

context specific preparation when the range of possibilities is so great.

Motivation

There were both significant push and pull factors motivating these teachers to seek international
work. Some of these were common across the two groups. Many, for example, felt the pull of interest in
travel as an incentive for seeking work overseas, and some patrticipants from each group were pushed to
look internationally by a perceived lack of jolmsGanada. Colin, for example, figured that working
internationally might give him a leg up in the competition for scarce Canadian jobs:

| thought going to the UK would advance my career within Canada by giving me real

hands on classroom experience. Smutiht that Canadian boards would count it a lot

more and increase my seniority uh based on my international experience right?

The differences between the cohorts, however, were more salient than these similarities. Overall,

for the teachers in the Engthgroup, international teaching was not a life plan but rather something

they fell into. We were struck by tlgeneral lack of enthusiasm for international work. There was a
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sense from some of being forced into it, and even among those who valuedwédfrefew
spontaneous or really enthusiastic expressions of appreciation for experiencing the world. While many
spoke about wanting to become a teacher from a young age, none spoke about a long time desire to worl
internationally. Becky said shewouldhgve ef erred to remain in Canada
thereds no opportunities anymore. o Anna had do
should be indicative of an interest in international work, but even she spoke of the pusbf factoof
Canadian jobs without mentioning any particular draws toward international teaching.

The participants in the China cohort seemed more motivated by pull factors than push factors.
Michelle is the best example of this, having caught the interratteaching bug in a big way during a
stint teaching English in Korea following her first degree. She returned to Canada to do a BEd with an
explicit focus on becoming an international teacher. Others in this group also had experiences that drew
them tomoving in the direction of teaching outside of Canada: international internships, family
members working internationally, personal travel, and the opportunity for professional growth. Katelyn
was the only participant from either group who had atimie, continuing contract in Canada, so for her
the push factor of scarce jobs was irrelevant. She took a leave of absence to try teaching in Asia because
she saw it as an opportunity both to see the world and to grow professionally. She said she has fallen in
love with the work and is likely to give up her Canadian position to remain teaching overseas.

While we did not use any measure of locus of control in our study, the general attitudes of the
two groups strike us as consistent with people who have amax{England group) and internal (China
group) loci of control. Participants in the England group generally felt forced into international work by
external factors and often spoke about the outside forces (school inspectors, exams, etc.) that made it
impossible to work in ways consistent with their own philosophies of teaching. China cohort teachers

gave a much greater sense of making choices for themselves and feeling like they could shape their
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career choices in terms of where and how to work. Consistmthe research on locus of control

reported in our review of literature, the China cohort teachers seemed much more successful at
transitioning to international work than those in the England group. All were still working

internationally, while severalf the England group had returned to Canada, and even some of those who
had not were far more negative about the work.

Sophia from the England cohort is perhaps the exception that proves the rule in this case, in that
she seems to demonstrate consideratternal locus of control and has had perhaps the best experience
of any in that group. Sophia got her first position through a recruitment agency, which proved very
unsatisfying. She left the agency, started researching schools on her own, fourelone shi n ks i s
best school in the South East, o0 and has been ve
has significant responsibilities as a subject area coordinator.

In considering this theme we see several questions for ITE programs. Do ITE programs have a
responsibility to provide an accurate sense of the job market in Canada and elsewhere? And, can ITE
programs foster a heightened sense of internal locus of canmiaig students, particularly with regard

to professional issues such as finding a job or shaping working conditions?

Challenges

When asked about the challenges of teaching internationally participants from both groups talked
about adjusting to newultural contexts and the difficulties of living far from family, particularly at
times of key life events. Again, however, there were considerable differences between the cohorts.

For the England grougtne challenges seemed to be of two general typgsstical and

professional. In terms of logistics, many mentioned the difficulty of finding their way in things like
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housing, banking, transportation, and general cultural expectations. Whether they came with an agency
or on their own, very little help wasvailable with these things.
Professional challenges separated into several categories: syisterrhallenges, school
challenges, and student challenges. Virtually all of these participants found elements of the national
system challenging and constraigumMany mentioned the high levels of teacher accountability reflected
in things like Ofsted inspections, frequent observations by superiors, and less than stellar reports about
teaching. A number of participants mentioned the lack of teacher autonomytwaere to things like
interpreting and implementing curricula, lesson planning, and assessment. Another challenging aspect
was the high stakes testing culture and what it meant for curriculum, teaching, and teacher supervision.
The range of schools withthe country was also a challenge with many of these participants ending up,
for at | east part of their practice, in ddiffic
There were also related challenges particular to individual teachers or school$§tl@se s
the perception among several that they were deceived either by their agency or the school in terms of
what they would be teaching. A number were assigned to teach in subject areas in which they had little
or no background. Anna, a physical edigraspecialist with a minor in science, felt particularly duped:
Il think |ike to mislead me and get me there
Scienceo and then itdéds |i ke oh youdre going
after schookoccer program with 70 kids.
There was a general feeling that the culture of teashetent relationship is much different than
in Canada. English students were perceived by this group to be significantly more difficult to work with
than Canadian studemn There were more and more severe disciplinary issues and sometimes complex,
bureaucratic school procedures for dealing with these.
A number of participants made the point that almost no orientation or mentoring was available

for any of these issues. Bk pointed out that the diffusion of expatriate teachers across the system
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means there are not many in any one school, so schools feel little or no responsibility to run orientation
programs, as the vast majority of their teachers grew up in the Enggigtmsand know it well.

The China participants responded to the issue of challenges very diffeFemntgxample, no one
mentioned basic logistiésfinding housing, setting up banking, learning transportation syéteas
big challenge, as the schools redpwvith many of those. As well, none of this group mentioned
classroom management/behavioural issues as a significant challenge, while all of the England group did.
One China participant did say it was a challenge to learn how to relate to studentsifierdet
cultural contexts of Canada, Oman (where she had taught for a year), and China, but this was not
focused on behaviour as much as building teaching and learning relationships.

The competitive nature of international schools was perceived aiengedor attracting and
retaining both teachers and students. Several of the China participants have administrative
responsibilities, and for them finding and keeping good teachers is a challenge, particularly because their
school does not have the beStompensation packages. Finding students is also a challenge. There are
a number of high quality international schools near the one used for this study, and parents look
carefully for the best placements for their children. Schools have to demonsitatethhave both high
guality programs and a strong teaching force in order to remain competitive.

This group articulated a number of challenges related to teaching and learning. Learning new
approaches to curriculum and teaching, particularly focuséeiaoning the 1B system, is a big challenge
for this group as was teaching in an English as and additional language (EAL) or English as a second
language (ESL) environment. In regard to the latter, Jennifer spoke of the difficulty moving back and
forth between classes with much different language abilities:

As a high school teacher, especially, three of my four classes are very fluent in English.

Then, I have this one grade six class thatoés

hour of one class,tmao t her , to sort of switch to that,
challenge this year.
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As we discussed above, Miller (2008) points
as the support they recei v eepoftagmostBAdSs@pportinThe par:t
transitioning to a new cultural context, to a new and very different school system, or to the particular
schools in which they work. All of them found these transitions very difficult and several left quite soon
(in one case witout completing a single school year). This exacerbates the issue of high teacher
turnover, which is one that appears consistently in the literature of international teaching (Farber &
Sutherland, 2006; Odland & Ruzicka, 2009). It is certainly beyondctiyeesof this chapter to suggest
that the English system or English schools make changes to their recruitment and retention strategies,
but we do wonder if there are implications for Canadian ITE programs. In many, perhaps most, cases
these programs alloveyen encourage, agencies to recruit OTTs for English schools. Do they then have
a responsibility to their students to provide information about the particular challenges and issues related

to taking up these kinds of positions?

Competencies

Forthemostar t , both groups of teachers emphasi ze
skill 6 compet enci e saddpw@hility,iopeh mimdedaess, willingness tb ehange) e r s :
ability to collaborate, and being able to deal positively with criticalliaek. These strike us as valuable
for all teachers, whether or not they work in an international setting, but some aspects might be
heightened in those contexts. Canadian teachers do not, for example, tend to be subject to the levels of
observation and ttical feedback described as common in England.

These generic teacher qualities were supplemented by some more focused professional
knowledge and skills, such as crasdtural competence, knowledge of different approaches to

assessment, ability to teaicha second language environment, and familiarity with different curricular
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systems such as IB. We were struck by the fact that the England teachers were almost all overwhelmed
by aspects of the education system there but none mentioned knowledge ehidsystems as an
important competency for teachers.

The competencies discussed by our participants generally match ones identified in the literature
as important. The literature, however, identifies a wider list and puts more emphasis on specific
professonal apt i tuunddeesr sstuacnhdiansg iof edwucati on i n an i
52) and Aculturally responsi ve g£&jWaghawfoldethe s ki |

implications drawn from this theme into the discussiopreparation below.

Preparation

In the interviews we asked participants to reflect both on how well their ITE programs prepared
them for international teaching and on what they thought these programs could do to enhance
preparation. As with other theme® noted a fairly stark contrast between the cohorts.

Teachers from the England group expressed a range of views about their ITE programs, from
Colin who thought very highly of his program to
however, thesegrticipants expressed very little faith in ITE to teach much. Overwhelmingly, teaching
for them is learned on the job, and therefore the most important part of teacher education programs is the
practicum. As Brian said, afiltbsi bootsdsnbobesgo
way to actually become a better teacher is to s

In general they felt the same way when asked about what programs might do to better prepare
teachers for going overseas. Magre sceptical that much can be done at all, believing, again, that the
important things can only be learned on the ground, in context. Chloe, one of those who was most

positive about her ITE felt that it was impossible to prepare teachers for evahtgosatext, so the
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best thing to do is to provide a gener al prepar
to find out about the specific context to which they were gbimgher case, England.

One participant from this group, Safaj agreed with the general consensus that classroom
experience is where teaching is really learned but did think that ITE programs should include attention
to teaching in culturally and socially diverse environments and alternative curricula. The enly oth
substantive suggestion for ITE programs from this group was that they include guest speakers who have
taught in various contexts. This strikes us as completely consistent with the general attitude that teaching
is best learned on the ground from thosgaged in it and not in detached university classrooms.

In contrast to this, the China cohort was generally quite positive both about their own ITE
programs and the potential of ITE to address important components of international teaching.
Participants are specifically mentioned work on assessment and cooperative learning approaches as
areas of their I TE programs that hel peldefintalyepar e
give a lot of value from the things | learned in my coursegt uni ver sity. o0 When pu
specific, she went on:

A

ltés hard to say, over all, but what | remen
actually used since teaching here. My assessment course, and then my theory and practice
course, was taught by someone who worked, not internationally, but she worked

Nort hern Canada, so stil!]l in a very differen
di sconnected from . . . Nothing that | did i
here. . ..

The one participant from this group who spoke quite negatively &leouTE program criticized
its complete lack of attention to areas related to international teaching. She had returned to school to do
a BEd specifically to prepare for international teaching and found her program very parochial. In her
critique, howeveris an implied belief that attention to specific themes, topics, and skills in ITE would

be beneficial for those wanting to teach internationally.
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In terms of what ITE programs might do to better prepare candidates for international work,
these participastmentioned specific things: identify different approaches to teaching, learning, and
curricula, in particular those related to international curricula such as I1B; cover material related to
teaching in a second language environment; work on developirgjaurivgral competencies; and,
improve technological competence. Beth was the most specific, emphasizing attention to specific
teaching strategies suchk mquiry based teaching, tradsciplinary teaching, and concepased
learning. A number of participds mentioned the potentigdiue of international practicunaes part of
ITE.

In considering the findings in this section and the previous one on competencies, a number of
guestions occur to us for ITE programs. First, we note that the general dispartagfectessroom or
itheoretical 06 components of I TE expressed by th
literature in the field. There is a considerable irony here, however. The participants from this cohort
knew nothing about the English cont&efore going there. A number complained that, despite several
requests, their schools provided no information about the context generally or what they would be
teaching in particular. As discussed above, the elements of the English system these tescherssio
constraining and frustrating are well known in educational literature and are found in many places other
than England. It strikes us that a comparative perspective on these manifestations of policy and practice
might have been quite beneficialtteese teachers, but we wonder how that can be made relevant and
accessible in the face of their resistance to the university course components of ITE. This might be done
in conjunction with the kind of guest speakers advocated by participants. Univessiticiors could
use the practical challenges highlighted by those with experience as a jumping off point for introducing

the theoretical and policy context for the systemic features experienced on the ground.
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One problem in selecting particular examgtaspresenting a comparative perspective is that
there are so many from which to choose. The China participants, for example, strongly suggest ITE
programs include attention to the curricula and teaching approaches advocated in IB programs. That
raises chidenges, as IB curricula are not widely taught in Canadian or other national school systems and
are not the only curricula used in international schools. One way to deal with this might be to engage
students in comparative work, looking at a number oficuliar approaches, including those from the
provinces in which they are completing their ITE, and comparing and contrasting them.

While we think that attention to things like 1B approaches to teaching and learning or English
policy and practice in the aef assessment would be valuable to all ITE candidates in Canada, some of
the areas suggested for attention are more obviously relevant. Being prepared to work in culturally
diverse classrooms, with migrant parents with different views about educatiowjtarstudents whose
first language is not English are increasingly important across Canada, even in more rural areas. It
strikes us that explicit attention to preparing teachers for the world can also enhance preparation for

teaching in the school dowhd street.

Conclusion
We begin the conclusion of this chapter with a reminder that our study was a preliminary one
involving a small number of teachers from two cohorts selected quite idiosyncratically, based on our
own contacts and experience. Onehaf limitations of comparing these two cohorts is that their
teaching situations are different in fundamental ways. The English group were teaching regular curricula
in national schools in a very particular secidtural and policy context. They were oftguite isolated,
sometimes being the only or one of only a few international teachers in their schools. The international

school cohort, on the other hand, were teaching a recognized international curriculum in a school led by

41



Canadian administrators whete professional and policy context might have been more familiar. In
future research it will be important to investigate how these, and other, international teaching contexts
shape the perceived professional needs of teachers. Because of these dindtatlwers, including the

fact we relied exclusively on seléports from participants, we have used the results not to make
sweeping conclusions about how ITE programs should change in the face of globalization and the
increasing mobility of Canadian w@ers, but, rather, to raise questions those programs might consider
in moving forward. Those questions are summarized in Table 1. While we are cautious about
generalizing our results, we do note that in several areas they are consistent with previgssdinal

therefore help to put a Canadian face of some of the international research.

Table 1
Key Questions/Considerations for ITE Programs

1. Do the 6foundationsd of education
teachers for international work?

2. Can ITE programs provide both generic and context specific elements in
preparing teachers for a variety of possible international teachirggtapies?

3. Do ITE programs have a responsibility to provide an accurate sense of the j
market in Canada and elsewhere?

4. Can ITE programs foster a heightened sense of internal locus of control am
students, particularly with regard to professionales®u

5. Do Canadian ITE programs have any responsibility to provide information a
particular issues and challenges related to teaching in specific international
contexts? If so, how can this responsibility be enacted in a pragmatic fashio

6. How can ITE pograms introduce an international comparative perspective ol
policy and practice in education in ways that seem relevant to teacher candi

7. How can ITE programs prepare candidates to deal with both Canadian and
international approaches to educatigoalicy and practice? What is the
appropriate balance between Canadian (or provincial) and international exa
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8. What elements of preparation for teaching internationally are particularly rel

to the Canadian or local context? How can attentiongsetitcontexts be

creatively blended in ITE programs?

Our participants reported to us that international teaching is fraught with tensions. There is the
tension of working in systems ideologically dif
the tension of balancing competing content and pedagogical approaches between Canadian and
international curricula, or the tension of negotiating the different expectations of colleagues or parents
with different cultural backgrounds and worldviews. itk&s us that in working to address these areas
Canadian ITE programs face a tension of their own: these programs are creatures of universities, which
are for the most part provincially funded, with provincial competency guidelines that lead to provincial
certification. Thus, there is a responsibility to serve the needs of the province in the basic mandate of our
teacher education programs. So, while we argue ITE programs should be paying attention to the
increasing trend of teacher mobility and prepargaghers for the world, we are very aware of their
concomitant responsibility to prepare teachers for local contexts as well. Balancing those responsibilities
will not be easy, but resolving challenges like these is precisely what makes professional work so

interesting.
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Chapter 02: A Framework for Mapping Teacher Education Programs

Diana Petrarca
University of Ontario Institute of Technology
Julian Kitchen

Brock University

Abstract
This chapter describes the Practice, Theory, and Reflection (PTR) Model, -alitesgsional
conceptual model created to serve as a framework to situate initial teacher education programs and
practices.The model is intended to provide teacher educators aednehers with a means to consider
the degree to which ITE (Initial Teacher Education) programs are guided by practice, theory, and
reflection. The intent is not evaluative in nature but rather to provide a lens to consider how programs or
courses are deloped and implemented:.he chapter provides a rationale for each continuum and
considers how it may be used within the ITE contédr illustrative purposes, the PTR framework is
empl oyed to describe one | TE pTheigherantohalengesandi ct ur

limitations of using such a model to position a program and courses are also addressed.
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A Framework for Mapping Teacher Education Programs

Introduction

Teacher education is a contested space. The Holmes Group (1986), by identifying the limitations
of conventional approaches used in universities, prompted major reform efforts in North America
(Fullan, 1993; DarlingHammond & Sykes, 1999). Similar challesgeternationally have prompted
innovation in many countries. Many years later, teacher education remains controversial, which has led
to major initiatives to reform conventional approaches. It has also led others to propose alternative
approaches to telher preparation outside the university setting. Over the past 2 years, for a chapter in
International Handbook of Teacher Educatidmoughran & Hamilton, 2016), we have studied
numerous programs across the globe to identify interesting and innovativadmsdo teacher
education. This has impressed on us the importance of sharing approaches with each other.

Teacher education is also a complex, and surprisingly unexplored, space. In writing our
international handbook chapter, we were struck by the tadktailed reporting on programs. While we
know generally what teacher educators and teacher candidates do, there are few programs described in
detail. This was particularly evident when we began our chapter on Ontario teacher education for the
Handbook ofCanadian Teacher Education Research: Initial Teacher Educéfalkenberg, 2015). We
had expected to find documents (particularly on websites) that would enable us to draw meaningful
comparisons between programs. Even though we explored volumes ofatitorhocated on websites
of Ontario faculties of education, we were challenged to decipher information and use it for comparative
purposes across 13 institutions. This challenge was made more evident in a recent study we conducted
on admissions policies iOntario (Holden, Kitchen, Petrarca, & Lesage, 2016); if we had only relied on

publicly available data without validation from insiders, our reporting would have been flawed.
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If we are to reform teacher education, it is important that we gather infommat programs
across the country and around the world. Efforts have been made to gather such information in Canada,
most notably by Crocker and Dibbon (2008), but

handbook and CATE working conferentetif://www.cssescee.ca/associations/about/eatés chapters

are also important sources of information. Deeper comparison across initial teacher education programs
in Canada would raise public awareness about teacher education and benefit all institutions by gathering
baseline information that would convihe range and complexity of programs in the country. Such

baseline informatiod in the form of indepth documentation of program visions, course offerings,

hours, practica, and other eleméntsould enable faculties of education to understand how their

programs are consistent with and distinct from other programs, while enabling applicants to make
informed selections. It would enable researchers to draw comparisons of program characteristics and
identify patterns provincially and nationally.

Information gatlering about Canadian teacher education is important for two reasons. First, it is
evident that the diversity and variety of programs needs to be documented. As the nature and depth of
the diversity in programs and offerings is challenging to determinefugsing publically accessible
documents, more needs to be done to ensure that such information is collected and then organized in a
manner that allows for the identification of patterns of practice across programs. Meyghn
documentation of course efings, how key themes are handled, and practica structure would serve the
academic field of education wellirschkorn, Sears, and Lemisko (20p8pposed a central repository
of information located on a central and neutral website with similar fieldes@menclature simply for
information (and notevaluative) purposes, which could provide clarity for those seeking to understand

and draw lessons from teacher education programs.
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We are not suggesting that faculties of education homogenize their prograrositor
programs for quality control purposes. On the contrary, we believe the diversity of programs should be
celebrated through the sharing of information. Descriptive data should be collected on all of them. The
communication of this information, bydhlighting structures and innovations, could also help in
developing better teacher education programs across the country.
In order to make sense of the information we were collecting internationally, we developed a three
dimensional model for positiongnapproaches to teacher educatidms model may be helpful in
addressing the question: How are teacher education programs held accountable for the capacities their
teacher graduates possess? Although the model does not explicitly address this queestiggest it
may be a helpful tool for program and course planning purposes. By identifying the desired capacities
teacher graduates would possess, the model might assist in aligning the desired capacities with program
content and structure.
We were guidetby three key questions asked by Feiahemser (2001), which continue to
challenge teacher educators 15 years later:
(&) What are the central tasks of teacher learning in the early stages of learning to
teach?
(b) How well do conventional arrangements for teagiteparation, new teacher
induction, and early professional development address these central tasks . . . ?
(c) What are some promising programs and practices that promote nefioded

teaching . .. ? (p. 1014)

It would seem reasonable to suggest that one of the most important tasks in responding to questions and

issues about teacher education is to ensure that elements of excellence are understood and incorporated
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across various pathways (Zeichner & Conklin, @0@ur model is a means towards answering Feiman
Nemsero6s third question by identifying a range
to understanding their qualities rather than attempting to assess their relative merits.

While there mg be merit to aspiring to high degrees of each component, Féilmaser (2001)
reminds us that many programs have weak relationships between courses and field experiences, offer
fragmented pedagogy and limited subject matter knowledge, lack teacher exlutetgractice what
they preach, fail to |Iink theory to practice, a
focused observation, child analysis, analysis o
(p. 1020). AsKosnland Beck (2011) eloquently state, teac
covering fithe waterfront in almost every subjec

information that they have a difficult time organizing it both concdptusy and physical |l vy

A Three-Dimensional Model of Teacher Education

We developed a thresimensional model consisting of theargractice, and reflectiororiented
continua as a framework to situate initial teacher education (ITE) programsaatidgs internationally
(see Figure 1). In Kitchen and Petrarca (2016), this model served us well as a means of identifying and
distinguishing among exemplars of each dimension. The three continua in the model reflect the low to
high engagement of ITE pgoams with theory, practice, and reflection. In the context of this model,
practicerefers largely to the practical application of knowledge and skills within the school settings. The
termtheoryis used broadly to refer the content of teacher educatimse®, including subject matter,
pedagogy, human development, foundations of education and the social context of edrefidioion
refers to the complex, active, and intentional meamragk i ng acti vities, rather

we sayouri shebadnsd or that oO0goes through our mind
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In this chapter, we apply the model to a key cluster of courses at one faculty of education.

Practice

Theory

Reflection

Figure 1 The PTR threelimensional model consisting of thearpractice, andreflectionoriented continua as a framework

to situate initial teacher education programs. (Kitchen & Petrarca, 2016).

The Theory Dimension of Teacher Education
The concept of theory dates back to ancient Greece where Aristotle classified human activity into
three categories diieoria(contemplation about truthg)piesis(makingaction), orpraxis (doing
action) (Carr & Kemmis, 1986). Kitchen and Petrarca (20dr&E:
In education, theory is developed both through contemplation and through episteme,
propositional knowledge generalized from past practice (Kessels & Korthagen, 2001).
The theory continuum within the framework in Figure 1 refers broadly to inchede t
theory and research employed in teacher education classes and programs. For example,
theory might denote theory and research related to educational disciplines such as
philosophy and history, subjespecific course content, human learning and

developmat, pedagogical principles, and social and cultural contexts (Datllamymond
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& BaratzSnowden, 2007), as well as pedagogical principles. Redman and Rodrigues

(2014) described the Atheoretical model 0 as
teach.This s consi stent with ZeichniEedsel( d983) be
(1990) academic and technological teacher education paradigms. Understanding and

applying these propositions, it is hoped, might lead to effective classroom practice. (p.

154)

Theoretcal orientations can range from simple prescribed knowledge bases for classroom practice to
complex structures that inculcate in teachers attitudes and practices that are firmly grounded in
educational theory and research (Feilamser & Buchmann, 1989)heoretical knowledge is
undoubtedly a critical component for teacher candidate learning. From programs that are well grounded
in theory, we can learn how to most effectively infuse a substantive body of core knowledge about
teaching and learning into leang experiences. Thecnriented teacher education may relate to both
foundational (e.g., human development and philosophy) and methods (e.g., school curriculum areas).
Theoretical approaches often emphasize propositions about curriculum, learningjagabgevith
little focus on enactment context (Kosnik & Beck, 2009).

Thetheorypr acti ce divide has been fda | ongstandin
(Kitchen & Petrarca, 2016). In our review of programs internationally, we noticed awhiftfrom
theoryd omi nat ed model s i n-lewsllechoitiand cargioghoet didatesand fi hi g h
objectives decided by experts far removed from
p. 46). In its place are models in which tearshare regarded as knowledgdders possessing an
understanding of learning and development, research on pedagogy and content, and educational

foundations. As Mayer (2014) observed:
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Even though disciplines like psychology, philosophy, sociology andriigtere

introduced to support and enable this critical reflection, the central focus of many teacher
education programmes was still teaching methods and the practicum, resulting in the
theoryi practice binary in teacher education that exists to this daghvgositions in level

of importance, the practical skills developed during the practicum against the theory that

is developed in the campbsised components of the programme. (p. 464)

The exemplars we highlighted incorporated theory in a manner tredtesflthe complexities of what
teachers are expected to know and do (DatHaghmond & BaratzSnowden, 2007). They also
grounded curriculum knowledge in subjsgtecific content, core practices across curriculum and social
justice inquiry through strategi¢hat enable teacher candidates to examine their assumptions about

teaching and learning and adapt expertise to learning contexts (Btddmgiond, 2006).

Practice Dimension of Teacher Education

A practiceoriented conception of teaching relates backtoi st ot | eds <c¢cl assi fi
(makingaction) and praxis (doirgction). According to Carr and Kemmis (1986), practice involves
fwhat Aristotle callegoietkewh i ch roughly transl ates as Omakin
or skildl k n AAmother dsgfal erm(isgphron&si2 {practical wisdom derived from
understanding specific situations), which Kessels and Korthagen (2001) contrastedsietheplhe
practiceoriented continuum of the model in Figure 1 refers to the practical elements related to teacher
education programs, particularly the practicum
(Schén, 1987, p. 37). Thisiskes i st ent wi t h Zei erafmardFéimaN(elms&aG )0 st r

(1990) practical teacher education paradigms. According to Kitchen and Petrarca (2016):
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Realworld practice, it is hoped, will lead to the development of craft knowledge that can
beapplied later as a classroom teacher. . . . While a practicum reflects a view of
professional knowledge as grounded in the realities of classrooms (Schon, 1987), there
are many perspectives on the nature of that knowledge and how it plays out in a practice
teaching setting. Theoretical and behavioural oriented teacher educators may envision the
practicum as a laboratory in which one can apply facts, rules, theory, and procedures.
Others may view practicum settings as dynamic and presume that facts,ndles, a

procedures cannot be applied without the development of phronesis. (p. 143)

Practicum goals, formats, processes, and approaches may vary considerably, as evidenced in the wide
range of models internationally. Darliigammond and Barat3nowden (2007)tate that effective
practica include: 1) clear and explicit goals r
who model sound practice; 3) regular teaching opportunities for ongoing feedback; 4) regular
opportunities to apply theory togmtice; 5) a gradual increase of teacher candidate responsibility in all
areas of classroom practice; and, 6) regular and structured opportunities for reflection on classroom
practice. As FeimaiNemser (2001) stated:

Observation, apprenticeship, guidedgige, knowledge application, and inquiry all have

a place in fielebased learning. Teacher candidates need opportunities to test the theories,

use the knowledge, see and try out the practices advocated by the academy. They also

need opportunities to inviégate problems and analyze situations that arise in the field.

(p. 1024)
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Reflective Dimension of Teacher Education

Refl ection serves as t he dipboidsisimakgimyhactiom)tandn g f ac
praxis(doingacti on) by converting action into an Ainf
(1933) described reflective thinking as fA[a]cti
supposed form of knowledge in the light of the groundsahygport it and the further conclusions to
which it tendso (p.6). This is evident in descr
Darling-Hammond, Hammerness, Grossman, Rust, and Shulman (26118)

Typically, the ideal has been a plaearhin which student teachers are supported by

purposeful coaching from an expert cooperating teacher in the same teaching field who

offers modeling, cgplanning, frequent feedback, repeated opportunities to practice, and

reflection upon practice while ttetudent teacher gradually takes on more responsibility.

(p. 409)

In studying international exemplars of reflectionentated teacher education, we observed that they go
beyond merely fostering opportunities to reflect by making explicinéesl forandvalue ofreflection

to prospective teachers (Loughran, 2002). Kitch
reflectionoriented teacher education stems from both dissatisfaction with conventional approaches and
Sch°nés (1987)pwacki bhonefibetcgd ptviedw®dl i ty, actiyv
essential to meaningful | earning, especially in
HernandexSerrano, and Choi, (2000, p. 111). Common to most programs committed thareflec
reflective practice, is the existence of a prob

(Loughran, 2002, p. 33).
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This is consistent with Zei-Blbmeedés((1289)D) ppess
education paradigm&eflection in teacher education programs is evident in activities that promote
reframing dil emmas of practice, examining oneos

engaging in curriculum development (Zeichner & Liston, 2013).

Application of the Model: University of Ontario Institute of Technology (UOIT)

Ideally, a faculty of education might use the model to identify the degree to which programs are
guided by theory, practice, and reflection. Wit
teacher education programs, for the purposes of thigehave initially wanted to illustrate our PTR
model by demonstrating how one faculty of education might use the model as a lens to view the
Afenhancedodo program. We selected the bachel or of
since at the timef writing this chapter, one of the authors held the BEd program director position and
was extremely familiar with the program structure, courses, and development.

Even though one of the authors served as the BEd director, when using the model totheap out
UOIT program, we found the exercise extremely challenging to position the entire program along all
dimensions. For example, ideally and theoretically, when developing a new program, core faculty would
focus on building a program grounded in the teaeldercation literature, along with designing courses
developed or redeveloped with deliberate attention to including more relevant scholarly work to
underpin the assignments and instructional practices. Each course would also include a reflective
componenembedded within the instructional experience or an assignment. The extent to which
Aireflectionod or Atheoryo or fApracticeo i s actua

and attempting to identify the degree to which a particular caitssen the reflection or theory or
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practice continuum would be presumptuous without consulting each instructor. In addition, the exercise
of identifying the degree to which a course or program sits on a continuum is not meant to be evaluative
in nature lot, rather, to demonstrate how the PTR Model might be useful when considering how the
various components work together within a teacher education program.

In mapping out the UOIT program, it was extremely challenging to even attempt to position the
entireprogram along one, let alone three dimensions. Ideally and theoretically, when we created the new
program, the core faculty focused not only on building a program that was grounded in the teacher
education literature but the new and revised courses wegstaped or redeveloped with deliberate
attention to including more relevant scholarly work to underpin the assignments and other more
Apractical 0 aspects of the course.

For the purpose of this chapter, we illustrate the PTR model by identifying the degvaich
the UOIT Foundations I, I, and 11l courses are guided by theory, practice, and reflection. These courses
serve to ground the teacher candidates within a variety of subject areas and topics including
professionalism, pedagogy, learning, asseasnsarriculum, and a host of other topics that span across
a variety of other courses within the program. They serve as the backbone of the program upon which
other courses build to varying degrees. They are foundational to the program, but are netrtourse
Afoundations of educationso (e.g., educational
Foundations courses along the model 6s three din
Curriculum Methods. Again, the intent of this exsecis to position the course based on descriptive

information, not to assess them.
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Foundations and the Theory Dimension

As described earlier, within the context of the model, theory refers broadly to research and
theory within education courses and the program. For example, this could refertevomeed
scholarly papers specific to a curriculum methods course or thefearning and development
theories explored in tHeearning and Development course inth® | T Facul ty of Educe
program (which shal/l be referred to herein simp
committed to research, one mighgae that many if not alld courses could or should be situated along
the theory dimension. However, the extent to which theory or research is considered within individual
courses would vary considerably.

Foundations consists of three courses conceptuahzegponse to the documented disconnect
between universitpased instruction practicum experien@@sck & Kosnik, 2000; Crocker & Dibbon,

2008; DarlingHammond et al. 2005; Levine, 2006). Foundations instructors both serve to deliver the
curriculum and et as liaisons with practicum sites.

Prior to the enhanced program, the Core Curriculum Methods course closely connected lesson
planning, instructional strategies, and assessment to the practicum. Primary/Junioispeljéct
methods courses (18 hoursr subject) then explored these topics in greater depth.

As a lead PJ Core Curriculum Methods instructors, the author observed that both theoretical and
researckoriented materials elements of the course were often downplayed due to the time deveted to th
Ahetwsodo of | esson planning and assessment . Expl
surface level; the rationale for employing particular instructional and assessment practices was often
lost. Figure 2 demonstrates where Core Curriculum Methods might sit along the theory continuum due
to the low number of hours, and the attempts at integrated theory into the key lesson plan assignment. In

contrast, Foundations is further along the theory contmaf the PTR model. This reflects an increase
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in theory due to several key program changes and deliberate choices made by the course instructors and
BEd team. Key structural changes included an increase in course credit hours and in number of courses
devded to Foundations. Each of the three Foundations courses is nehoar3éurse, compared to the

one 18hour Core Curriculum Methods course. Foundations courses now integrate classroom
management models and connect the approaches to the broader aeitbeptse course, rather than

i solating classroom management as its own fAprac
efforts to include theoretical and reseaactented readings, followed by making explicit to the teacher
candidates the ratioleafor the course activities. The course also required teacher candidates to draw
explicit evidence from scholarly academic paper
activities. Overall, the instructors made conscious decisions tarbakess instructional activities,

assignments, and assessments on successful practices drawn from the teacher education literature.

Practice Practice

C Theory FThtory I

Reflection Reflection

Figure 2 Positioning of Foundations courses (right model) and the predecessor Core Curcimuisen(left model) along

the T (theoryoriented) continuum.
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Foundations and the Practice Dimension

We now consider Foundations within the practice dimension of the model. Once again, for the
purpose of this chapter, our interest is to illustrate how the PTR model might identify the degree to
which the UOIT Foundations courses are guided by practicé) assessing the practical models used.

By its connection to practica, Foundations might be considered prhesesl courses. When
conceptualizing the enhanced program, the faculty turned to the teacher education literature for evidence
of effectiveteacher education programs. A common theme includedupervisiorof teacher
candidates by course instructors (Darlldgmmond, 2006). The previoussemester program relied on
retired teachers and school administrators to serve as faculty advisorsdacer tcandidates in the
field. Their role included visiting the schools multiple times and completing a final field experience
summative report. This model allowed for the teacher candidates to have multiple formal summative
assessments (i.e., from thesasiate teacher and from the faculty advisor). However, with this type of
model, there were challenges in bridging the course work and practice within the schools. With the
drastic funding cuts, the Faculty of Education moved to a model whereby the Foosidztructors
would also serve as liaisons between the university and the school setting. Foundations instructors now
visit the teacher candidates (generally clustered together at schools) as a support person and although
they no longer complete formassessments, they do provide general feedback based on their shorter
observations and interactions during their less formal visits. Unlike the previous model, where the
faculty advisors were typically not course instructors within the program, Foundastngtors are
connected to the schools and are able to respon
connections regarding lesson planning, assessment, and general pedagogical topics from a

course/program perspective.
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Due to limited hots and a focus on the mechanics of lesson planning and assessment, Core
Curriculum Methods was often described by teacher candidatgeastiaal course. Similar to the
former Core Curriculum Methods course, the first of the three Foundations colirsaistiains a focus
on lesson planning and assessment, the additional hours in the course allow for additional opportunities
for teacher candidates to explore the theory that underlies the course content.

As FeimanNemser (2001) notes, teachercandidst r equi re opportuniti es
practices advocated by the academyo (p.1024). T
Fridays when teacher candidates are either in their practicum classrooms as helpful guests and observers:
or oncampus for professional development sessions on current Ontario curricular initiatives, or
presentations from teacher federations or the Ontario College of Teachers. Figure 3 contrasts Core

Curriculum Methods and Foundations along the practice contintitime ® TR model.

Practice Practice

Theory Theory

Reflection Reflection

Figure 3 Positioning of Foundations courses (right model) and the predecessor Core Curriculum course (left model) along

the P (practiceriented) continuum.
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Foundations and the Reflection Dimension

Reflective practice is included in most teacher education programs. The international exemplars
of reflectionorientated teacher education, noted earlier in this chapter, show that reflection can range
from providing opportunities to reflect to making exflattention to thaneed forandvalue ofreflection
(Loughran, 2002) as critical to effective professional practice.

As Core Curriculum Methods was only 18 hours, reflection was often addressed in a superficial
manner. Emphasis was placedhmw toreflect on course work and practicum experiences, rather than
on in-depth opportunities to critically consider the need for and value of reflection. In contrast, a key
component of Foundations is a digital learning portfolio based on a deliberate attemgeteegcher
candidate reflection. Drawing from Loughran (2002) once again, the digital learning portfolio served as
way in to reflection:

This issue Iis perhaps at the heart of the na

i no t o drthe feédaocdfledotime context, the nature of the problem, and the

anticipated value of such reflection all impact on what is reflected on and for what

purpose. Simply being encouraged to reflect is likely to be as meaningful as a lecture on

cooperative groupvork. (Loughran, 2002, p. 33)

The central focus and purpose of this digital p
than merely showcasing artifacts and achi evemen
statements, and athselfassessments, teacher candidates analyze their portfolios specific to their

learning and growth as teachers/learners. Although the extent to which the digital learning portfolio will
enhance teacher candidate reflective practice and growth is unkatdhis time, the new program is

intentional in its commitment to more reflection. The PTR model, by highlighting the reflective
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dimension for the author, prompted an explicit strategy for integrating more meaningful reflective
practice within Foundaticn
Figure 4 by placing the Core Curriculum Methods and Foundations courses within the reflection

dimension of the PTR Model, illustrates how the model might be used.

Practice Practice

Theory Theory

Reflection Reflection

Figure 4. Positioning of Foundations courses (right model) angbtbdecessor Core Curriculum course (left model) along

the R (reflectiororiented) continuum.

Pulling It All Together

As previously described, our interest lies in identifying the degree to which programs are guided
by theory, practice, and reflection, rather than assessing the theoretical, practical, and refiectied
models used by ITE programs. To illustrate hbe conceptual model might be used, we used the PTR
model as a lens to consider the UOIT Foundations series of courses, while contrasting the courses to the
former PJ Core Curriculum Methods course within the now defunesémtester BEd program.

An immedate challenge that emerged when attempting to position the courses on the three
continua was the actual placing of the each course on the continuum. The following immediate questions
or dilemmas aroséiow far along the continuum would the course be ml&ddow are the positions

guantified? Upon what are we basing the positioning?
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Our intention in presenting this model is thfell. Our first intention is to offer a lens or guide
to faculty as they conceptualize and reform their programs. The modebsethem of the multiple
dimensions at play and encourages them to consider how to increase engagement in the dimensions the)
value. Reading about other institutions, UOIT in this case, grappling with these challenges is helpful in
addr essi ng sovenfcaunsenor grograna Rigui@ 5 displays where the predecessor course,
Core Curriculum Methods and the new Foundations courses might sit within thdithesesional
representation of the theory, practice, and reflection continua. In retrospect, weitkitige PTR
model would have served as useful framework to guide discussions with faculty when developing the
new program. For example, the model, alongsi de
simply by inviting faculty to consider whereow, and why previous courses required development

within the three dimensions.

A I
=

Theory Theory

Reflection Reflection

Figure 5 Positioning of Foundations courses (right model) and the predecessor Core Curriculum course along-he theory

practice, and reflectiororiented) continua of the PTR model.

Our second intention is to encourage integrated approaches to teacher education reform. As time

is limited, faculties need to make choices or find ways to integrate so multiple dimensions are addressed
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simultaneously. Otherwise no dimension is exploredejpth or, if so, only at the expense of other
dimensions. Our third intention is to encourage the sharing of information about teacher education
programs by providing a common framework for describing program dimensioasnodel might

provide opportunigs for teacher educators within and amongst faculties of education to consider their

individual courses or programs.
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Abstract

Teachers play a pivot al-centarycempetencies through opi ng s

the design and implementation of a wide range of innovative assessment strategies.
However, many teachers report that they have inadequate assessment preparation at the
pre-service teacher education level. Hence, it is of paramount importance for teacher
education programs to offer pservice teachers higluality assessment curriculum. In

this chapter, we analyze the global trends in buildingspeer vi ce ta@taim her s o
using classroom assessment (i.e., assessment literacy) to support student learning. A
review of the national trends in providing quality assessment preparationrsarpiee

teacher education programs is presented. This is followed by a spraifiple of

teaching assessment in a Western Canadian university and an illustration of assessment

curriculum redesign using problebased learning, a signature pedagogy to develop pre

cap

service teachersdéd capacity i nasofladherdic oom asse

assessment and assessment for learning. We also describe the impact of the redesigned
assessmentcourseongrer vi ce teachersd capacity in

ends with discussion of the implications for practice.
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Building Canadian Preservice Teachersbo

Introduction

As we enter the second decade of the 21st «ce
using classroom assessment (i.e., assessment literacy) to improve studerg sead achievement has
become increasingly important in education systems around the globe. Due to the constraints of natural
resources, unpredictable crises, and governmental budget deficits, building human capital through
guality schooling is a key Ver for increasing the economic competitiveness, quality of life, adaptability,
and lifelong learning of individual citizens. At the national level, a skillful, resilient, and productive
workforce will contribute to social stability, nation building, ammnpetitiveness in the global markets.

In line with the skills and competencies required in the-2&stury workplace, many of the developed
countries, Canada included, have shifted the focus of their curriculum frameworks from rote
memorization of factsral routine procedural skills towards creativity and critical thinking, decision
making, complex probleraolving, communication, digital and technological literacy, collaboration,
concerned and responsible citizenship, and lifelong learning. These congeeterntellectual

demands are widely recognized as the essentiaki2ésht ur y | earning out comes
classroom need to attain if they desire to become productive workers, responsible citizens, and lifelong
learners in a rapidly chanmgg knowledgebased economy.

Over the past 2 decades, the importance of developing@dgtiry competencies or
contemporary capacities i n K -aligningdumialanmt s has | e
assessment, and instruction to the desired student ¢ o me s . Many have agreed
and tal ko pedago g yandpendiltests aseronyasuitdble Zoe divelpping and

capturing studentsd6é mastery of factual knowl edg
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Pellegrino, 2014Shepard, 2000). In the framework for 2tsentury learning developed by the

Partnership for 21st Century Skills (2009), four support systems are deemed important to help achieve
the vision of 21stentury student outcomes: (1) standards and assessment;r{@ilum and

instruction, (3) professional development, and (4) learning environments (Bellanca & Brandt, 2010).
Among these, the provision of higjuality professional development programs in classroom assessment
to both preservice and irservice teahers is necessary. Hence, there has been an increasing focus on
revamping courses offered in teacher education programs around the globe. One of the global initiatives
is an addition of assessment courses at thegmace teacher education level. Sunhratiative is
commendable, but little is known about how to design and implemenghility assessment courses,

or about their impact on buildingpseer vi ce teachersd capacity in cl
assessment literacy. Also, there sginains a limited body of literature providing concrete examples of
assessment curriculum design and implementation using innovative pedagogical approaches.

In this chapter, we present the global trends in buildingspeer vi ce t eacher sdé ca
clasroom assessment by analyzing the descriptions and learning outcomes of assessment courses from
selected sample of peervice teacher education programs. The programs were drawn from high
achieving education systems that have invested resources impwdecher capacity through teacher
education programs. Highc hi evi ng education systems are def.
performance on the Program for International Student Assessment. The chapter will then be followed by
a review of the trends ideveloping Canadianpeer vi ce t eachersd capacity
an example of teaching assessment in a Western Canadian university, a new initiative in assessment
curriculum redesign, and its impactongre r vi ce t eac h er orassassnxeet Btesamye nt
Implications for practice are discussed at the end of the chapter to shed light on future directions for the

design and implementation of assessment courses-sepriee teacher education.
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Global Trends in Building Pre-serviceTeacher s6 Capacity in Cl ass

Over the past two decades, educational reform movements around the globe have called for a
major overhaul in the curriculum frameworks and assessment systems of many nations. The curriculum
frameworks havshifted from rote memorization and reproduction of discrete facts and procedures
toward a greater focus on deep understanding of subject matter, creation of new knowledge, and mastery
of 21stcentury competencies. Many of the 2&shtury competenciéssuchas critical thinking,
creativity and innovation, complex problesnlving, communication, collaboration, selifected
learning, and lifelong learnidghave become the desired student outcomes (Partnership for 21st
Century Skills, 2009). These competen@es deemed to prepare students for success in their personal
|l ives, their schools and communities, and their
information, media, and technological skills has become increasingly important in a globdédge
based, and technologically connected world.

In line with the importance of helping all students to have an equal opportunity to achieve
higherorder curricular outcomes or 2intury competencies, there is a call for schools to design a
balancedassessment system using the strengths of both formative and summative assessments to addres
learning, instructional, and accountability needs of different stakeholders (Stiggins, 2006). Bennett
(2011) has aptly explained the importance of designing assassystems that incorporate the use of
summative and formative assessments for differe
systems in which summative tests, besides fulfilling their primary purposes, routinely advance learning,
andformmt i ve assessments routinely addfstidentt he t eac
achievemento (Bennett, 2011, p. 7). We argue th

student learning rather than to evaluate student achievement.
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As traditional paperandpen st andar di zed tests are not wel
of complex, sophisticated curricular or learning outcomes, teachers are urged to adopt and implement
alternative forms of assessment such as authentic assegsanfamimance assessment, and assessment
for learning. Authentic and performance assessments provide learners with the opportunity to
demonstrate their ability and dispositions by applying knowledge and skills in solving complex, real
world problems. This ibecause authentic assessment tasks replicate theasalchallenges and
standards of performance that typically face experts or professionals in the field (Wiggins, 1989). As
such, studentsd performance o0n etriweabdityanth ent i ¢ as
dispositions. Assessment for learning refers to the use of assessment to help and promote student
learning (Stiggins, 2002). With the advancement of mobile technology and online social networks (e.g.,
Twitter, Facebook), teachers inmtemporary classrooms around the globe are also expected to be
competent in infusing technology into their assessment and pedagogical innovations (Dede, 2007,
Friesen & Jacobsen, 201Igcobsen & Lock, 2004; Lock, 2007).

A substantial body of literatureehs poi nt ed out that assessment
or pedagogical practices in ways that mimic both the content and the format of assessments (e.g., Koh &
Luke, 2009; Lingard et al ., 2001). nihgofthe2lstan ef
century competencies is to design and implement authentic assessments that enable the coverage of
those competencies in the d@yday classroom. This indicates that teachers need to adopt instructional
or pedagogical approaches that asdl aligned with authentic assessments (Koh, 2014a). For example,

a traditional wholeclass lecture approach is not appropriate if a teacher aims to engage students in
working collaboratively with their peers to perform authentic tasks that comprise eomgalvorld
problems. Rather, learneentered pedagogical approaches such as preidsed learning (PBL)

should be used to enable students to achieve their learning goals.
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There Iis a consensus i n the genassessmenditdracy at i o
can hinder them from selecting, designing, and implementing innovative assessment and pedagogical
approaches for the purpose of improving student learning (Stiggins, 2002). Many teachers attribute their
low levels of assessment liteyaio inadequate assessment preparation at theegpvece teacher
education level (DeLuca & Klinger, 2010; Mertler, 2003). A majority ofseevice teachers reported
that they gained their assessment knowledge and skills through working with their {gathers
during practicum. DeLuca and Klinger (2010) contend that it is risky fes@néce teachers to adopt
the idiosyncratic assessment practices of their partner teachers. This is especially so-s&efcpre
teachers do not have the relevant sssent content knowledge and professional competence to
differentiate between sound and unsound assessment practices.

In view of the importance of developingmpee r vi ce teacher sd assessme
curriculum has been introduced to both-peevice and irservice teacher education programs over the
past decade. The termssessment literadyas been widelysed by researchers, teacher educators, and
policymaker s to characterize a teacherds ability t
assessmentso (Stiggins, 1995, p. 238). Sound as
purposes, taggs, methods, and achievements with control for bias. In the context of teacher professional
devel opment , Koh (2011) has extended the defini
design and implement assessment tasks to support studemdearthe dayto-day classroom.

To help our analysis of the global trends in buildingprer vi ce t eachersodo cap
assessment or in developingygree r vi ce teachersdé assessment | iter
courses in preservice tacher education programs in a selected sample of higher education institutions

around the gl obe. However, our search was | i mit
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information about preservice or initial teacher education programs ddafch 2016. Table 1 presents a

summary of the assessment courses and our analysis of the course objectives and learning outcomes.

Table 1

A Sample of Assessment Courses indereice Teacher Education Programs

Countries/ Course/Year Objectives Learning Outcomes
Institutions

Canada:

University of Assessment To develop a deep 1 Through the investigation of
Calgary Year 2 Term 4 understanding of the assessment problems, pre

definitions, purposes,
functions, and

principles of different
forms of assessment

service teachers work through
key concepts of measurement,
testing, balanced assessment,
assessmenbf learning,
assessmenfor learning,
assessmengslearning,
authentic assessment, review
and critique of performance
assessment and rubrics, and
engage in intellectual discourse
on sound grading and reporting
practices.

University of
British Columbia

Assessment and
Learning in the
Classroom

Year 1 Term 2

To integrate sound
classroom
assessmenpractices
into curriculum
planning and
teaching to support
student learning

9 Presservice teachers engage in
the analysis of the influences of]
personal factors (e.g., learning
experiences, knowledge,
values) and diverse learners on
iITA60 AOOAOQI A
understanding of the purposes,
principles, and practices of
high-quality classroom
assessment, and application of
assessment principles to
develop and use highguality
assessment tools.

University of
Alberta

Educational
Assessment
Year 4

To introducethe
complexity of
classroom
assessment to
support and measure
student learning

I Preservice teachers engage in
understanding the purposes of
assessment, learning how to
match assessment tools to
learning objectives, and to
analyze the results of both
clasgsoom and largescale
assessments to support student
learning.

University of
Saskatchewan

Literacy Across the
Elementary/

To focus on the
relationship between

| Pre-service teachers engage in
planning lessons and units for
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Secondary
Curriculum
Assessment and
Planning in a
Relational Context

Pedagogies of Place
Context Based
Learning Secondary
Year 3

curriculum and
assessment across
subject areas

To consider
pedagogical,
planning, and
assessment choices i
relation to
geographical, socio
cultural contexts, and
1 AAOT AOO6G

literacy across curriculum.
Assessment is embedded
within the curriculum.

I Presservice teachers engage in
examining holistic, experiential,
and inquirybased pedagogical
approaches.

10AAT 80
University

Foundations of
Assessment

Understanding
Classroom
Assessment and
Evaluation

Assessment and
Evaluation Practices
in the Classroom

To introduce the
foundations of
classroom
assessment and
evaluation

Toexamine the
complexities of
enacting assessment
policies and theories
within contemporary
teaching contexts; to
explore classroom
assessment
philosophies and
approaches in
relation to
pedagogical value;
and to examine
systemic assessment
structures and ther
effects on teaching,
learning, and policy
decisiorrmaking

To integrate
assessment with
instruction to support
student learning

1 Presservice teachers engage in
examining assessment
theories, policies, and practices
in relation to the contemporary
schoolcontexts.

1 Presservice teachers engage in
understanding the key
concepts/principles of
assessment, which include
assessment for learning,
assessment of learning,
assessment design, and
principles for fair student
assessment.

1 Presservice teachers are
provided with theoretical and
philosophical positions so that
they will learn how to enact
sound (reliable, valid, and fair)
assessment practices; learn
how to develop and use
assessment to promote
student learning; and learn
about systemic policies, rubrics,
feedback mechanisms,
observations, portfolios,
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testing, peer-and self, and
collaborative-assessments.

University of
New Brunswick

Assessment in
Education

Classroom
Assessment

To introducestudents
to the what, why, and
how of classroom
based assessment; to
examine exemplary
practices in relation
to formative
(assessment for and
as learning) and
summative
assessments
(assessment of
learning); and to
examine the nature
and purpose of large
scale assessment

To examine current
assessment issues,
procedures, and
techniques as well as
how these can be
used to improve
teaching and learning

To examine the
concepts and
principles of teacher
made tests,
standardized tests,
test construction,
seledion,
administration, and
interpretation across
the curriculum

1 Presservice teachers learn how
to define clear
learning/assessment targets
and standardsbased
assessment; to design
assessment techniques, to
match assessment with
learning goals, and to
communicate assessment
results.

Australia:
Queensland
University of
Australia

Early Childhood and
Primary/Secondary
Assessment 1.
Summative and
Diagnostic
Assessment

Assessment 2 Using
Data from Teaching

To focus on the
planning of
summative and
diagnostic
assessment, as well
as their implications
for teaching and
learning in inclusive
educational contexts

9 Through an integration of
assessment to the curriculum
units, site visits, and field
experience, it develops pe-
OAOOGEAA OAAAEA
knowledge, skills, and
practices.

1 Presservice teachers engage in
using assessment data to make
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Year 4, Term 1

informed decision about
teaching; and learn how to use
statistical methods to analyze
and interpret highstakes
assessmentata.

Singapore:
National Institute
of Education,

Assessing Learning
and Performance

To provide pre
service teachers the

9 Preservice teachers are
equipped with the necessary

Nanyang Year 2 ability to understand knowledge and skills to

Technological and apply the basic monitor, appraise, and evaluate

University principles of I AAOT AOOGS AT 10
educational progress and performance
assessment achievement; they are

introduced to traditional paper
and pencil testing methods;
performance-based, authentic
assessment procedures; and
assessment for learning.

As shown in Table 1, at least an assessment course is offereeseryoe teachers in most of
the higher education institutions represented here. The objectives are focused on develsgincere
teachersdé assessment |ingsd theapurgoses and functeps oftdiffegentr u n d
types of assessments. The courses have placed greater emphasis on the learning and mastery of these
content areas: assessment for learning, authentic assessment, performance assessment, assessment
design, angbrinciples for fair student assessment. Some institutions also providerpree teachers
with the knowledge and skills of analyzing and using latge assessment in the context of teaching
and learning. As assessment is a dynamic process andasgpsttically situated, a couple of the
institutions have created opportunities for-pegvice teachers to reflect on the influences of personal
factors and sociocultural contexts on their own assessment practiceseRrev i ce t eacher s o
engagean reflections is key to their professional learning (Koh & Tan, 2016). More importantly, all the
courses take into account a close alignment between assessment, curriculum, teaching, and learning. Thi
shoul d be

is consistent with what Shepard (2000) has espotiséds s e s s me nt an
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instructiono that aims to support and enhance s
highlight the importance of assessment as part of a strong core curriculum.

When examining course listings in teacher education programs in Ontario, Finland, New
Zealand, the United Kingdom (e.g., University of Cambridge, London Institute of Education), and the
United States (e.g., Teachers College, Columbia University; Stadfoversity), we found that
instruction in assessment and the developmentesmer vi ce t eachersd assessm
throughout the curricula (Sahlberg, 2010; Sahlberg, 2011). We did not include the course objectives and
learning outcomes of thesnstitutions in Table 1 due to insufficient information from their respective
websites. I n Ontari o, Finland, and the United S
a subject area, including a thesis of original research. There ia a&s® focus on datdriven
instruction in the United States (National Council on Teacher Quality, 2012). According to the National
Council on Teacher Quality (2012), only 21% of-gegvice teacher education programs that were
evaluated adequately addredgopics in relation to assessment literacy. An adequate program was
defined as providing a foundation in assessment literacy, with attention to formative and summative
classroom assessments, as well as standardized tests and interpretation and rappssiassment
data to inform and adjust instruction. Based on their research in the United States, Wallace and White
(2015) contend that teacher educators must continue to develop new approaches to enrich and broaden
preser vi ce t e ac hmmecysantoprsvide thesnwithrietirnirlg iogpatunities for exposure to

and discussion of reforbbased assessment purposes, content, and functions.

Trends in Developing CanadianPres er vi ce Teachersé6é Capacity 1in
Since the late 1960s, tleehas been a transfer of teacher preparation across Canada from normal

schools to universities, which has greatly influenced teacher curricula, including longer programs, more
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highly trained faculty, and a greater emphasis on scholarship (Channon,Qf&a )directed by
accreditation requirements, teacher education offerspeaific programs which may not be reflective
of the diversity of their teaching contexts (e.g., urban or rural) (Kaden & Patterson, 2014). Adding to
this complexity of preparing stlents for future classrooms, is that manygervice teachers enter their
field practicums or early years of teaching with a limited collection of assessment strategies and
techniques (YilmazZ uzun, 2008). In teacher education programs, assessmentctnde¢o be taught
without a focus on specific assessment strategies related to the content or discipline area. Black,
Harrison, Lee, Marshall, and Wilia(@004) argued that the pedagogical content knowledge must
include not only understanding difficulse i n cont ext but also the abil
challenges in learning the content. As such, assessment needs to be an integral component within
curriculum courses.

According to DeLuca and Klinger (2010), within public education in Canada/iited States,
and the United Kingdom, there has been a growing focus on accountability frameworks, a shift toward
standards$ased education, and greater emphasis on transparency of assessment practices in the
classroom. Given these shifts in public eatian, there is a growing need for teacher competency in
student assessment and evaluation. DeLuca and K
of both largescale and classroom assessment, developing assessment literacy in teacher candidates
needs to be an explicit component of teacher ed

DeLuca and Bellara (2013) reported that in the United States a number of policies and standards
have been developed to promote teacher assessment competency with a particldargoesesrvice
teacher education. Their study examined the al.i
accreditation policies, professional standards for teacher assessment practice, and preservice assessmel

course curri cul utmypfouhdwas tiabebucation Progeams areeadaressing the
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assessment in the various components of the program, as well as in their discrete assessment courses.
What they noted was the restricted amount of time for assessment courses left limited teaehong t
providepres er vi ce teachers with fia st r ossegsmeénhpeooessest i c a
assessment fairnesmdmeasurement theariet alone providing adequate coverage of more integrated

and complex concepts absessment fordening, communication of assessment informatand the

linkages betweenlassroom environmemindassessmeat ( p p367). e along with other

researchers cited in their article, acknowledge that explicit assessment instruction is beneficial in
fostering skill development and confidence. Yet, the limited amount of time does not lead to major

changeinprser vi ce teachersodéd understanding and pract

An Example of Teaching Assessment in a Western Canadi&miversity

Over the past 2 decades, two major shifts occurred in how assessment has been taught in teacher
education at the University of Calgary. From 1996 to 2010, the bachelor of education (BEd) program
focused on inquinpased learning. Inthisyearaf t er degree program, it wa
series of interrelated tiBOAON&he gourtedwarewdescribed asypeingf C
nof fered as integrated thematic units. Tlese th
based tutorials, professional study seminars, I
Calgary, 20082010). Given the design of the program, there was no-stlané assessment course.
Rather, assessment was to be embedded in cdhreaghout the program. In the 1st semester of this 2
year after degree program, using a daased approach, peervice teachers were introduced to the
concepts of assessment and assessing student learning in one case study. In the 2nd seseegter, pre
teachers learned more about assessment within their curriculum courses and from their observations and

interactions during the field experience component. In the 3rd semester, they were involved in an
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extended field experience or practicum where traay dpportunity to observe, as well as engage in
assessment under the mentorship of their partner teacher and field supervisor. In the 4th semester, one o
the specialization topics from which students could select was that of assessment.

In Alberta, theteaching quality standards are used for teacher certification. Onserpree
teachers completed their BEd program they could apply for a provincial interim professional teaching
certificate. Teachers who hold an interim professional certificate argedda have specific
knowledge, skills, and attributes (KSAs) and to be able to apply these KSAs with regard to student
learning. Item K of the KSAs is student assessment:

They know how to assess the range of learning objectives by selecting and devalopi

variety of classroom and large scale assessment techniques and instruments. They know

how to analyse the results of classroom and large scale assessment instruments including

provincial assessment instruments, and how to use the results for theéeultenefit of

students. (Alberta Education, 1997, p. 2)

Connections to the KSAs were made and addressed throughout the BEd program.

In the faculty of education, a strategic task force committee was set up in 2010 to review and
make recommendations for revamping the BEd program. The revamped program was implemented in
fall 2011 and was based on the philosophy of the Five Dimensionsgf&ged [ nquiry: 1)
|l earning about | earningo; 2) fAengaged with/in s
contextso: 4) fAengaged with/in teaching and | ea

(Faculty of Education, 2012016, p. 5). The BEd program is grounded on the following nine goals:

0 foster professional competencies that are appropriate to a complex and rapidly
changing world;

O«

have an applied and critical knowledge of theories of learning and learners;

0 develop thespecialized knowledge associated with teaching a discipline, and in
fostering an interdisciplinary approach;
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0 critically evaluate and respond to the contexts of contemporary learning in
relation to changing sociocultural, political, economic, environnheauta technical
realities within the broader public sphere;

O«

foster a critical and pragmatic knowledge of diversity in education;

0 contribute actively to knowledge in the field of education;

0 understand the legal, moral, and ethical frameworks of contamypeducation;
0 respond to the diverse needs of students; and

0 build research capacity as teacher professionals. (Faculty of Education, 2016)

With the revamped BEd program, assessment content was delivereestm\pce teachers in
curriculum specialiation courses, as well as in a dedicated assessment course offered in the final year.
In the 1st year of the program, the assessment course was offered as a plenary with two instructors with
a teaching assistant teaching in a lecture format. Before thge2naf the program, the assessment
course was redesigned using the signature pedagogy of prbbkead learning.

In the 201415 academic year, members of a curriculum review committee were actively
engaged in reviewing the BEd curriculum. The extenmveew helped identify strengths and areas for
further refinement (Faculty of Education, 2014). Four recommendations were made in relation to the
teaching of assessment. First, there was a need for greater integration in the curriculum specialization
couses withafocusonpeer vi ce teachersdé6 knowledge of f or me
Second, it is important to provide explicit linkages of assessment theory to classroom practice in field
experience courses. Third, buildingy®ee r v i ¢ e apaeity io Imakingsobsereations of classroom
assessment practices is essential while they are engaged in their field experience courses. Fourth,
articulating assessment practices by instructors in the BEd courses will enatdevize teachers to

developa deep understanding of the linkage between learning outcomes and assessment or learning
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tasks, as well as the nature of the assessment being implemented in a course (Faculty of Education,
2014). These recommendations have been addressed in the program.
In the following section, we illustrate the importance of the redesign of an assessment course to

build Canadianpre er vi ce teachersd capacity in classroon

Assessment Curriculum Redesign
According to a joint report by the Partnership for Zsntury Skills and the American

Association of Colleges of Teacher Education (2010), teacher education programs should equip pre
service teachers with the assessment strategies fec@itsiry competencies through highality
assessment courses. Teachersc apaci ty to select, design, and wu
strategies is needed to enable important learning goals and processes fcent2igicompetencies) to
be captured in a reliable and valid way in the-ttaglay classroom. Hee, there is an urgent need for
teacher educators to design and deliver {gjghlity assessment courses to buildpre r vi ce t each
capacity in classroom assessment, especially in the areas of authentic assessment and assessment for
learning. As asses@nt drives along instructional and pedagogical practices, teacher educators should
also model innovative instructional and pedagogical practices that are well aligned with assessments.
Our analysis of the assessment courses offered in the various higbati@u institutions reveals that
although the contents of those courses are well suited for developiaggorevi ce t eacher s o
literacy, a traditional lecture approach has been predominantly used in many of the institutions. In some
institutions,summative tests or eraf-course exams are used to assesspeer vi ce t eacher s
outcomes.

To prepare praervice teachers who were enrolled in thgedr BEd degree, an assessment

course was designed and offered in the winter term of 2013itB#sp course objectives of developing
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preservice teachersod deep understanding of the p
assessment, a traditional lecture approach was used to deliver the course content due to structural
constraints (e.g., tge class size, restricted learning environment). The approach was found to be
ineffective for demonstrating a close alignment between the intended curriculum, authentic assessments
(i.e., learning tasks or assignments), and pedagogical practice in tBgtadrcurriculum and
assessment reforms. As a result, the assessment course was redesigned using-bgs@dlesrning
(PBL) approach from June to December 2013. PBL has been chosen as one of the five signature
pedagogies at the faculty level to deyepres er vi ce teachersdé profession:
Shul man (2005) defined signature pedagogi es
fundamental ways in which future practitioners
novices are ofteinstructed in critical aspects of the three fundamental dimensions of professional
workd to think, to perform, and to act with integrityearning to teachequires preservice and
beginning teachers not only to think like a teacher but also to aceastet (DarlingHammond, 2006).
As assessment and instruction are two sides of the same coin, we contend that the same principle should
apply tolearning to asses®lthough Shulman (2005) has not identified a particular type of teaching or
instruction tobe the signature pedagogy, a variety of instructional approaches have been used as
signature pedagogies across different disciplines and professions. Among them, PBL is a commonly
used pedagogical approach.
Using PBL, five problems reflecting the assesstmieends, debates, and issues in contemporary
educational contexts were developed and written by Koh (2014b). The problems were related to the
following five important topics: assessment balance, assessment for learning, developomgahigh

assessmertasks, designing highuality rubrics, and grading and reporting practices.
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Multiple sections of the assessment course were taught over a period of 5 weeks by instructors
using PBL, with small class sizes ranging from 25 to 3@spreice teachers. In &aclassroom, pre
service teachers worked with their peers in small groups to solve complexpréhproblems related
to assessment. They worked on one problem per week. These problems were embedded within the
authentic assessment tasks that aimedveldpthepres er vi ce teachersdé assess
knowledge, as well as their 2ds#ntury competencies, which included critical thinking, creative
problemsolving, communication, collaboration, and sdillected learning (Gijselaers, 1996; Wood,
2003). Many preservice teachers were able to sustain their interests in course content and reading
materials because they realized that they were learning relevant assessment knowledge and skills to
prepare them for success in the field and in their future teaghi pr of essi on. Thr ough
modeling of PBL and authentic assessment practices, treepnee teachers were also exposed to
professionallyalued understandings, skills, and dispositions that prepare them to implement sound
assessment and sgbgical practices when they become beginning teachers (Shulman, 2005). Pre
service t eac her-sedturyrtanspetencieg and fich éxfpeeenc2sloERBL and authentic
assessment are deemed important for improving their own classroom practicesnvidrn leads to

improvement in student learning (Darldttammond, 2006).

Studying the Impact of Assessment Curriculum Redesign

For 2 years, we have systematically examined the impact of the PBL approacksenvme
t eacher s& as sreughsampmgram evaluatian.rThecpyrposelof the evaluation was twofold:
(1) to examine the extent to which #tsandcer uctor so
teachersodo | earning of assessment; ectiveindeZlopingo de

preservice teachersodé |iteracy in the redesigned
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Over the course of the 2 years, we foundg@erice teachers developed a greater understanding
and appreciation for achieving a balance between summative and f@rasdessments. Through the
use of PBL, they were connecting theory to practice and developing a greater knowledge with regard to
the purposes and functions of assessment. From the nature of the learning tasks within the problems,
they learned how to desigand use rubrics in various subject areas throughibl® K

The instructors found the problems to be grounded irwedt contexts. They reported that the
five problems were connected to major assessment topics and issues found in contemporary classrooms.
They noted that many of the principles to be taught irctluese were modeled by the way the course
was set out to be taught. Further, they appreciated the layout of the course, because it had a logical flow
of content and a good sequencing of authentic tasks and rubrics.

Based on anecdotal evidence, it waslenmt that preservice teachers were developing their
assessment literacy through their experience in PBL within this course. They developed a sound
understanding that assessment is dynamic and that it is about improving student learning. Through this
experence, preservice teachers were developing a greater understanding of classroom assessment.

The preliminary findings of our evaluation have given us greater insight into the potential of
using PBL in assessment courses to buildspeer v i ¢ e t daircusirgrclaséroom assessiment
to support student learning. Throughggre r vi ce t eachersd experience o0
and engaging in discussion with peers and instructors, they developed a deeper understanding of
assessment strategiesigractices. Given this experience with PBL, they were engaged in further

development of their own assessment literacy.

Implications for Practice
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The redesign of the course shifted from a lecture to a PBL approach that used five authentic
problems. Drawg on our experiences and the program evaluation of PBL used in developing pre
service teachers6 assessment |iteracy, the fol

1. time for transformation of learning;

2. programmatic strategy for assemsnt integration;
3. educational development; and

4. further evidencdased research.

First, time needs to be given for the transformation from knowledge acquisition to application.
Within a 5week course, it is difficult to expect pservice teachers to develop a strong grounding in
assessment both at the theoretical and practical |&teisugh a PBL approach, they are beginning to
apply theory to practice. However, greater opportunities and various diverse experiences with
assessment strategies and practices will hehsgmace teachers to develop a deeper understanding and
greater cafidence in their assessment of student learning. As such, the teaching of assessment needs to
be intentionally integrated in meaningful ways in courses and across a program.

Second, an intentional programmatic strategy for assessment integrationlzEmegtam is
required. From the start to the end of the program, careful consideration needs to be given to the
integration of assessment literacy development that utilizes various strategies (e.g., explicit, embedded
in curriculum courses, modeling ofgmtice by instructors). The notion of using a gradual and graduated
approach to the teaching of assessment will help accommodate different levels of complexity that builds
on the previous foundation. For an integrated programmatic strategy, this wikaisce all instructors
to understand to what degree and level assessment is to be embedded in each course. They all have a
responsibility in how assessment content is taught and modeledderpree teachers across the

program.
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Third, there is a needif@ willingness by instructors, assigned to teach a course that has a PBL
approach, to learn how to teach using this signature pedagogy. The nature of the educational
development goes beyond initial orientation or a workshop to what PBL is and howed iwsipport
assessment literacy. Instructors need to understand the surface, deep, and implicit structures (Shulman,
2005) of PBL and what that means in terms of content and the facilitation of the learning. Reflecting on
their current practice, instruas may need to enhance certain knowledge areas and skill sets to scaffold
preservice teachersodo | earning of assessment . Fur
time, when they may engage in a community of practice approach to learnirandititom others
(Lave & Wenger, 1991).

Fourth, further evidenebased research is required to determine when and how a teacher
education program focuses on building-pre r vi ce t eachersd capacity in
developing preserviceteaches 6 assessment | iteracy. Should an
beginning, middle, or end of a program? Ifge¥vice teachers undertake an assessment course at the
beginning of a program, what will be the degree of its impact on their assessioetedge? How does
it compare to what would occur at the middle or end of aspreice teacher education program? What
counts as evidence of the impact of an assessment course, so as to determine when is the right time to
equip preservice teachers witlhé relevant assessment knowledge and skills? Further, if a PBL
approach is used, what particular research methodology can be used to determine the effectiveness of
PBLonpreser vi ce teachersd | earning of as extssepaent ?

in our research, in terms of how to design learning that impacts the developmert g prev i ce t e ac

assessment literacy.
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Conclusion

In this chapter, we began our discourse on the global trends in buildisgeorev i ce t eac h e
capacity in classroom assessment based on our analysis of assessment courses in a selected sample of
teacher education programs. We found that all the couraesdsh common objective in developing
preservice teachersod assessment capacity or |ite
using a traditional lecture approach. The trends in developirg pré vi ce t eacherso6é6 ca
classroom assessmeatealed a lack of highuality assessment courses in Canadian teacher education
programs. However, many institutions have moved toward revampirgepriee teacher education
programs to help prepare Canadianggevice teachers for a sea change inssssent policies and
practices. We analyzed an example of teaching assessment at the University of Calgary and our initiative
in assessment curriculum redesign using PBL as a signature pedagogy.

With increasing global change in education, Canadian teaaheeexpected to use a wide variety
of assessment strategies t o pr-oemorycempsténcies.elimet s 6 |
use of PBL in the course redesign is unique in terms of facilitating@e vi ce t eacher sdo |
assessment thrgh complex, realorld problems that are embedded within authentic assessments. As
such, it addresses the limitations of traditional didactic pedagogical approach and assessment practice
(e.g., tests, exams). The goal of the assessment course was te preparvice teachers to be
competent and confident in using classroom asseEe
21stcentury competencies. Hence, it is important for instructors to model innovative assessment and
pedagogical practices togservice teachers. Further, this grassroots initiative of using a signature

pedagogy (i.e., PBL) for developing assessment literacy aligns with global education reforms.
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Partll

How are the capacities essential for new teachers identified and cultivated
within teacher education programs? How do the capacities that are developed
by teachers prior to and following their education program influence the
education program?
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Chapter 04: Cultivating Essential Teaching Capacities through

Researchinformed and Adaptive Teacher Education

Jim Brandon
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Abstract
A number ofways in which two Alberta universities are cultivating essential teaching capacities
through researemformed and adaptive teacher education are illustrated in this chapter. Based on an
comprehensive review of the research, the following five capaottieective teaching were
collaboratively developed under contract to the Ministry by the Association of Alberta Deans of
Education: (a) designing academically and intellectually engaging learning; (b) engaging all students
in meaningful, situated learrgrexperiences; (c) assessing student learning to guide teaching and
improve learning; (d) fostering supportive learning relationships; and (e) collaborating to enhance
teaching and learning.hls chapter illuminates a number of ways in which the capaaitees
approached as more than just knowledge and skills in our programs. We show how each capacity is
cultivated as an area of teaching expertise that involves the ability to meet complex demands, by

drawing on and mobilizing psychosocial@asces in a péicular context.
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Cultivating Essential Teaching Capacities through

Researchinformed and Adaptive Teacher Education

Teacher education programs in Canada are guided by a variety of goals designed to build
beginning teacher s 0 Ileamipgimatrapidlyechangng sootampdrasylwdrld.s t u d e
Such intentions are derived from a number of sources, including provincial teacher certification
standards, educational research, and demographic shifts. Grant (2008) suggested that successful
programs cosider these goals along with the experiences and the naforespkctive teachers to
develop an array of teacher capacitgecifically, teacher knowledge, skills, and dispositibtey are
the capacities essential for beginning teachers identifiedcatitvated within teacher education
programs in Alberta®ur chapter addresses this question by examining recent initiatives undertaken by
two postsecondary institutions in Calgary to enact essential teaching capacities through research
informed and addpi ve teacher education. Unli ke fAroutine
competencies throughout their careers, adaptive experts are flexible, willing to reconsider
presuppositions, and responsive to changing contexts (Bransford, DerryeB&liHammerness, 2005,

p. 49). Though the provincial teaching competen@diserta Education, 199@re nearly 20 years old,

the two teacher education programs have each adapted these competencies to their specific institutional
context based on emergeasearch to ensure our graduates are in step with current research findings.
Like the relatively new teacher education program at Mount Royal University (MRU), the renewed
University of Calgary (U of C) Werklund School of Education (WSE) program is aepti

implementing approaches informed by contemporary studies in teaching and learning and recent

research on teacher education.
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The opportunity to adaptively align the two teacher education programs to essential capacities
came largely as a result of thmader political context in Southern Alberta. The U of C had provided
teacher education programs since 1967, but had received persistent external criticism over the first
decade of the twentfjrst century from a variety of stakeholders in relation tammber of program
areas. In response to these criticisms, the U of C fundamentally redesigned its program20 D09
consultation with the professional community. A new bachelor of education program was implemented
in 2011, including a-¥ear after dgree and afyear combined degree. Around the same time period,

MRU (formerly Mount Royal College) achieved university status in 2009, and received accreditation to
offer a teacher education program that was launched in 2011. In both cases, the designogfams

came at a time when provincial and national discussions were occurring about more general changes
required in teacher education programs (Crocker & Dibbon, 2609Yhe U of C, there was a political
need to respond to criticisms; for MRU, @lipcal opportunity became apparent to raise its status as a
new university.

Though each of the two teacher education programs launched in Calgary in 2011 is quite distinct,
they were both founded on similar ideas about quality teacher education. Egi@npset out to create
awellpr epared and professional #Acommunity of teac
serve, with a range of Dbackgrounds and experien
(Bransford, DarlingHammond & LePage, 26, p. 31). Each program has also been attentive to recent
studies of learning to better understand the cognitive, emotional, and social processes that result in the
most effective learning as suggested by Darltagnmond and Bransford (2005). In their ogpecific
ways, the programs have used this knowledge to design curriculum, teaching, and assessment to help
beginning teachers learn more deeply and effectively. Program development in both programs was

informed by a thre@art conceptual framework by Brsford, DarlingHammond and LePage (2005)
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that organized fAthe vast amounts of informati on
general areas of knowledge, skills, and disposi
acquire:
1 Knowledge of learners and how they learn and develop within social contexts;
1 Conceptions of curriculum content and goals: an understanding of the subject matter and
skills to be taught in light of the social purpose of education; and
1 An understanding of &&hing in light of the content and learners to be taught, as

informed by assessment and supported by classroom environments. (p. 10)

Over the fall of 2011 and early winter of 2012 the Association of Alberta Deans of Education
(AADE) was commissioned by thberta Ministry of Education to develdp Framework for Effective
Teaching for LearningAADE, 2012). Based on an extensive review of the literature on learning and
teaching, the document was prepared to support the redesign of provincial teachingmcegdt
draws upon th&eaching Effectiveness: A Framework and Ruf#iteesen, 2009), recent conceptions of
teaching (e.gBinkley, Erstad, Herman, Raizen, Ripley, Millgicci, & Rumble, 2012Danielson,

2007; Hattie, 2012Koehler & Mishra, 2008Marzano, 2007; Stronge, 200and a large body of

research from the learning sciences (e.g., Bransford, Brown, & Cocking, 2000; Friesen, 2009, 2011;
Friesen & Lock, 2010; Koehler & Mishra, 2008; OECD, 2001; Sawyer, 2006, 2008; Scardamalia &
Bereiter, 2006; WIms, Friesen, & Milton, 2009). Three of the four authors of this current chapter were
members of the sevagrerson team who wrote the AADE document. In total, five MRU and U of C

faculty members, including both deans, participated in the collaboratieéogevent process that
generated AADEOGs five teaching capacities. This

adaptive approach to infusing the best available evidence into each of the two new programs.
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The chapter is organized around the ®EDE capacities of effective teaching: (a) designing
academically and intellectually engaging learning; (b) engaging all students in meaningful, situated
learning experiences; (c) assessing student learning to guide teaching and improve learningrifd) fost
supportive learning relationships; and (e) collaborating to enhance teaching and learning (AADE, 2012).
We contend that the five interrelated capacities generate regefmched images of robust teaching
and | earning for t clhagingveoridcEachgdpacity desaniltbs an anpdrtaht ayea
of teaching expertise that is contingent on the dynamic interplay of content, teacher, learner, and
context. We then illustrate how the teaching capacities are cultivated in our programs.

Before mwing into the first research informed capacity and supporting research, it is important
to clarify that our use of the terteaching capacitys informed by the literature deaching
competencywhich is understood as an interrelated set of attituddls, slad knowledge that teachers
draw upon and apply to a particular context to support successful learning (Alberta Education, 2011,
Friesen, 2011; OECD, 2005; Tardif, 2006). Teaching competence means "knowing how to act by
making appropriate choices atie proper use of various resources in highly complex situations"
(Friesen, 2011, p. 11). Effective practice in the AADE framework requires educators to develop and

demonstrateompetency in five essential teaching capacities.

Capacity One: DesigningAcademically and Intellectually Engaging Learning
The first essential teaching capacity is based on the principlthéhaffective teacher designs
academically and intellectually engaging learnifignis capacity is founded on the principle that
learningis socially constituted and begins with the thoughtful and intentional design of academically
and intellectually engaging learning environmem#hile academic engagement involves important
learning that helps students succeed in school, intellectual@mgagrefers to an absorbing, creatively
energizing focus requiring contemplation, interpretation, understanding, meaning making, and critique.
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The term intellectual engagement reflects the interrelated connection between emotion and cognition.
Intellectud engagement results in a deep, personal commitment on the part of learners to explore and
investigate ideas, issues, problems, or questions for a sustained period of time.

To design challenging work that engages all learners, teachers require a destanditg of
their disciplines, the students they teach, how people learn, the resources available to them, and the
curriculum outcomes. These design ideas are supported in a number of studies (Bransford et al., 2000;
Clifford & Marinucci, 2009; DarlingHammond, 2007, 2008; Darlingammond & Bransford, 2005;
Darling-Hammond & Rothman, 2015; Friesen, 2009, 2011, Friesen & Lock, 2010; McTighe, 2010;
OECD, 2007;, 2013; Perkins, 2010; Rose & Meyer, 2006; Sawyer, 2006; Wiggins & McTighe, 2005;
Willms, Friesen, &Milton, 2009).

Capacity in this area of teaching practice involves the design of academically and intellectually
engaging learning. Evidence of teaching practice reflecting this essential capacity can include, but is not
limited to:

1 connectingwithstudet s pri or knowl edge;

9 linking curriculum outcomes to studentsodo | iv
expertise;

T organizing subject matter knowledge around key disciplinary concepts;
T designing |l earning tasks testsmsanhdabildigs; i nt o chi | d
T creating opportunities for productive collaboration and teamwork; and

T incorporating assessment into the design of daily, unit, and yearly plans.

Cultivating the Capacity to Design Engaging Learning
We have an obligation to prepare our graduates to meet the Alberta Education Teaching Quality

Standard (Alberta Education, 1997) required for certification, but we believe the AADE capacities
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provide a richer and more challenging conception of teachin¢eanting. For example, one of our

program capacities reads as folloR&sign activities that are clearly aligned with learning goals,

require deep thinking and support student engagement and chdiiie the Teaching Quality Standard
requires teacherst pl an using the programs of study and t
i ndividuals and groups, 0 our teaching capacity
thinking and student engagement, goals that are consistently espoused in aeezohigerature on

how people learn (Bransford et al., 2000; Hattie, 2012).

In both programs, teacher candidates are immersed in the importance of designing rich learning
tasks grounded in the disciplines. They have extensive experience with the program of studies in each
subject area and consistently link these outcomesto stuglen | i ves to create ric
fact, at MRU, teacher candidates take a curriculum course in eight different subject areas. One could
argue that separate courses for each undermine the development of interdisciplinary inquiry. On the
contrary, many course assignments explicitly require planning documents that integrate program of
study outcomes from multiple disciplines and the application of these plans in practicum. Teacher
candidates emerge with deep disciplinary expertise that h@pstthidentify interdisciplinary
possibilities and complex questions that cannot be answered by a sole discipline. These courses help
teacher candidates to understand how to consider the disciplinary questions connected to the broader
program of studies,na, moreover, to apply and extend the relevance and show how those disciplinary
guestions necessarily inform real world issues that are found in our daily lives. Final practicum projects
are showcased to peers, faculty, and the general public for décdack and close examination of
student learning. In these projects, teacher candidates at MRU identified a topic worthy of inquiry linked
either to a curricular topic or a professional issue and framed this as a question. One project integrated

Gradess ci ence, social studies, and | anguage arts
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to enhance humanwdllei ng? 0 Prof essi onal i nquiries explor
desks with flexible seating and the influence of deep sy on student learning. These projects

included the design of learning experiences, literature/resource review, assessment of student learning,
and reflection.

Teacher candidates at WSE engage in a similar process describe as part of our cultivation of
Capacity Five later in the chapter. Initial indicators suggest that teacher candidates are purposeful in
considering the question that will inform their design projects. They demonstrate a clear and articulated
link to the program of studies and the disiciary knowledge. Teacher candidates see the potential for
deepening their disciplinary knowledge and dr aw
The result is twofold. Teacher candidates foster deeper expertise in their disciplinargdgeby
articulating the underpinning principles within that discipline to children, but they also recognize the
interdisciplinary aspects that are necessary to address broader questions in society. This process
increases engagement in learning and elsvaee quality of questions and discussions with clear
relevance to real world dilemmas.

Capacity Two: Engaging All Students in Meaningful, Situated Learning Experiences

Engaging all students in meaningful, situatedrning experienceis the second essti
teaching capacity. Capacity Two involves teaching practice that engages students in learning, is
personally relevant, and is deeply connected to the world. Students become intellectually engaged
through work that teachers design for and with themgbli depth of thinking and intellectual rigor in
situated | earning environments. Situate@dndl earni
acquisition style of instruction, toward more collaborative, active and inguiryi e nt ed <c | as sr

create contexts wherein students interact with each other, experts, and an array of learning resources



(Greeno, 2006, p . 92). Teacher sxising unkerstandingston t i n u

scaffold them to a place of deeper learning and deemirstanding.

Digital technologies play a powerful role when used to support learning and knovolgitttjag
activity. They are particularly powerful not only in helping students solve problems but also in posing
new problems. These approaches allowlatiss to be engaged in elaborated forms of communication,
collaboration, requesting and gathering feedback, creating new products, and participating in and
contributing to local and global learning communities. A multitude of recent research studibéesake t
approaches to sponsoring student learning (Bigkley, Erstad, Herman, Raizen, Ripley, MiH@ricci,

& Rumble, 2012Bransford et al., 2000; Dede, 2007; 2010; Clifford & Marinucci, 2009 Friesen, 2011,
Friesen, Jardine, & Gladstone, 2010; Frieselmo&k, 2010; Greeno, 2006; Hattie, 2009, 2012; Koehler

& Mishra, 2008, Mishra & Koehler, 2006; Rose & Meyer, 2002, 2006; Sawyer, 2006; Scardamalia &
Bereiter, 2006; Wiggins & McTighe, 2005; Willms, 2003; Willms, Friesen, & Milton, 2009).

Evidence of teachoppractice reflecting this capacity and the research related to Capacity Two
can include, but is not limited to:

1 communicating and monitoring high and achievable expectations;
T translating curriculum content into meaningful student work that devetagent

competence in an area of study through depth of thinking and intellectual rigor;

1 applying a range of instructional strategies, including the appropriate use of technology,
that vary according to context, content, desired outcomes and learningohstdents;

1 scaffolding student understanding based on a foundation of knowledge, skills and
strategies organized to facilitate retrieval and application; and

T addressing questions that have relevance beyond the classroom, require elaborated forms

of commnunication and invite community engagement.
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Cultivating the Capacity to Engage All Students in Meaningful, Situated Learning

Further to Capacity Twe, opportunities are provided to teacher candidates to engage with the
community in seeking collaborativerims of communication, feedback, and consultation. As part of
embedded relevant, engaging learning, there is a commitment to reaching out to other educational
stakeholders who can support and mentor teacher candidates in the design of their work. This is
purposefully integrated with the courses and the overall program design so that teacher candidates
recognize that such engagement is not peripheral to the course objectives, but rather a necessary and
integral function of developing relevant learning.

Mandatory courses for all education students have been designed in consultation and
collaboration with many of the educational stakeholders in the professional field to augment learning
that is relevant, applicable and meaningful for students. Both progralsisocate with established
partner Calgary Reads, a nprofit agency focused on early literacy, to engage teacher candidates in
professional development and tutoring. Teacher candidates at WSE volunteer as tutors and earn
community service learning creslitvhile teacher candidates at MRU engage in related course work to
analyze early literacy development. Courses on child development and inclusive education partner with
schools and psychological agencies to helpsgreice teachers identify and suppo# thverse needs of
students through case study projects and related course work to analyze early literacy development.
Courses on child development and inclusive education partner with schools and psychological agencies
to help preservice teachers idengitind support the diverse needs of students through case study
projects. TELUS Spark, the local science centre, has a mandate to support STEM for teacher

professionals, including teacher candidates in our programs. Teacher candidates at MRU engage in



curriculum development to support the science centre as part of their science curriculum course. STEM
courses at WSE are based on leading edge research scaffolded by a number of faculty experts with
expertise in mathematics, science, and related disciplineB.té&8her candidates have the opportunity

to design and implement inquityased science experiences in collaboration with the Biogeoscience
Institute at the Kananaskis Field Station, Rocky Mountain YMCA, while MRU teacher candidates live
at Tim Holrdo@e®d&8s CRanch for sever al days, where
children. Teacher candidates are empowered when they witness the power of experiential learning
among the young visitors to these sites. These are illustrative of the wéwych teacher education
programs can draw from the profession and the community to elevate the ways in which teacher
candidates can deepen their understanding of their discipline, see how it is applied in the community,
and design learning that will shave relevance and meaning for students when they engage in these
learning activities.

Such offcampus experiences arguably provide some of the most powerful opportunities to
engage in fimeaningful, situated Iseiavitesteaciger ex per i
candidates to develop rich learning experiences that align with this capacity. For example, teacher
candidates make extensive use of Google Docs for collaborative planning, resource sharing, and
knowledge mobilization. Three arts cours¢$MRU, two of these as part of the final practicum,
encourage teacher candidates to engage their students in tasks that appeal to the interests of the learner:
and require fielaborated forms of communiucigti onao
art projectso are intended to enrich the |ife o

completing their practicum.

Capacity Three: Assessing Student Learning to Guide Teaching and Improve Learning
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Essential Capacity Threeassessing stient learning to guide teaching and to improve
learning. The intentional design of assessment for learning that invites studentsreat® assessment
criteria with teachers is one of the most powerful teaching strategies. When instruction and assessment
work seamlessly together, the integrated approach enables students to think deeply to understand next
steps and to become increasingly-sitécted in their learning. Ongoing formative assessment is
required throughout the learning activity to make stutlesirikingt visible to both students and
teachers. Assessment needs to be embedded in instruction and must include clear criteria for
performances of understanding, along with helpful feedback during learning. These approaches make
learning goals transpent and ensure that learners receive substantial, regular, timely, specific,
meaningful feedback to improve their learning on an ongoing basis. Recent studies support the
application of these learning strategies (e.g., Assessment Reform Group, 200&; Bldzkm, 1998;

Friesen, 2009, 2011; Friesen & Lock, 2010; Goodrich, 1999; Hattie, 2009, 2012; Wiliam, 2011).

Evidence of teaching practice that assesses learning to build student competence and to guide
teaching practice in keeping with Capacity Theaa include, but is not limited to:

1 embedding assessment in the design of teaching and learning;

1 developing student understanding of learning intentions and achievement standards;

1 involving students in individual and peer formative assessment;

1 providing $ecific, timely, constructive feedback during instruction to allow students to
take their next learning steps; and

1 collaborating with students and colleagues to review and reflect on assessment data.

Cultivating the Capacity to Assess Student Learning t&uide Teaching and Improve Learning
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The research literature on assessment reminds us that student learning and metacognition are
enhanced when outcomes are clear and students understand how to achieve the outcomes (Bransford et
al., 2000; Chappuis, StigginChappuis, & Arter, 2012; Sawyer, 2006; Wiliam, 2011). Our programs
have identified key teaching capacities and created curriculum maps that identify the courses and
contexts where these capacities are introduced, practiced, and finally implementeterths to
provide explicit assessment mapping across the entire degree program so that there is a clear scope and
sequence for teacher candidates. These have provided clear direction for our programs and are
particularly influential in the practicum sty when teacher candidates are ultimately responsible to
demonstrate competence in all of these outcomes in order to achieve certification. They also model for
our teacher candidates how outcomes can provide direction for learning.

Students are required to consider the design of assessment for learning and of learning as they
progress through the program. Teacher candidates are asked to identify formative assessment in their
first observations in schools and later design annotassbh plans with explicit and purposeful
assessment articulated in each lesson. All design projects in both programs must have clear assessment
criteria with a holistic plan for differentiated learning needs with an emphasis on the formative forms of
assesment throughout the learning activities. One of the MRU program capacities requires teacher
candidates tprovide specific, timely, constructive feedback to help students monitor their own learning.
To help prepare for this challenge during practicunreagaling course with accompanying fieldwork
requires teacher candidates to identify learning goals and assessment strategies, plan, lead a learning
experience, collect assessment data, and then return for follow up lessons to address the misconceptions
identified through the learning experience. These approaches make learning goals transparent and ensur:
that learners receive substantial, regular, timely, specific, meaningful feedback to improve their learning

on an ongoing basis. When instruction and assest work seamlessly together, the process enables

112



students to think deeply to understand next steps and to become increasirdjhestdl in their
learning. Recent studies note the strength in providing an articulated and purposeful design approach
that is embedded with clear formative and summative assessment practices throughout (e.g., Assessmen
Reform Group, 2006; Black & Wiliam, 1998; Friesen, 2009, 2011; Friesen & Lock, 2010; Goodrich,
1999; Hattie, 2009, 2012; Wiliam, 2011).

The work from thedarning sciences sets very high standards for teachers. As educators shift
from a transmission model of education to one where teachers demonstrate adaptive expertise, teachers
are required to know their studep$é (weHatthed 78
261) i n their Asdebdnat edocatsrs) assessmg onriteaaper candidates according to our
outcomes points out some gaps and challenging areas. For example, we aslkugeasse@ssments to
identify learner needs andlpust instruction including varied ways to address misunderstand®eys
we claim that we are also using our assessments
placements in cohorts, including weekly seminars with practicum supervisorsigtiogiopportunity

f or -ifttfiuméd0 feedback that seems especially i mpor

Capacity Four: Fostering Supportive Learning Relationships
Essential teaching Capacity Fdasters supportive learning relationshjpghich involve
teaching practices that contribute to a variety of interdependent and supportive learning relationships. As
students participate in a variety of supportive relationships in caring learning environments that
encourage riskaking and building r ust, studentsd confidence in tl
teaching and learning contexts, diversity in a student population becomes something that is welcomed,

appreciated, and explored.
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In addition to pedagogical relationships (teacher amdiesit), peer relationships and community
relationships (students with others inside and outside of the school) are important aspects of supportive
learning environments. An extensive body of research underlines the importance of supportive learning
relatons hi ps (e.g., Al berta Teachersdé Associati on,
2002; Friesen & Lock, 2010; Gilbert, 2005; Hattie, 2009, 2012; National Research Council & Institute
of Medicine, 2003; Newmann, Wehlage, & Lamborn, 1992).

Eviderce of teaching practice reflecting this capacity can include, but is not limited to:

1 fostering productive relationships with and among students, parents, colleagues, and
people outside the school;

T cultivating meaningful relationships between students laadwbject disciplines they are
learning;

T nurturing relationships of stewardship between students and the environment;

T creating collaborative learning environments that encouragé¢alkskg and trust; and

1 welcoming, appreciating, and exploring diversitya student population.

Cultivating the Capacity to Foster Supportive Learning Relationships

With the increasing complexity of the students that teacher candidates will teach, greater
attention must be provided to considering the political, social,raliliand economic factors that inform
and impact the relationships that we cultivate with our students, parents, and communities. It can be
uncomfortable for teacher candidates to acknowledge their implicit biases and assumptions, yet it is one
of the crucal aspects of building teaching capacity in order to engage with the students and communities

therein. To this end, we have reconceptualized many of the ways in which the Foundations of Education
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courses bring to the forefront how these broader soalitical issues are relevant for teacher candidates
in their classrooms and professional communities.

Our course redesign has shifted attention to the ways in which educators may unknowingly
create forms of prejudice. The culminating diversity projequires teacher candidates to reflect on one
of their biases and to investigate how they would address the bias as they enter the teaching profession.
For example, one teacher candidate noted that she felt that no drama program could ever be taught well
in a rural setting. The task then for this teacher candidate, was to go to a rural setting, and consider how
drama could be taught well. After spending two weeks at the Rosebud Theatre in southern rural Alberta,
she came to recognize how she had develdpsdias and was able to take steps to overcome it. In
other cases, teacher candidates have come to recognize their biases against Indigenous peoples,
immigrant students, working class students, and have worked through these with the help of attentive
andempathic WSE instructors.

This first year WSE course provides a foundation for when teacher candidates enter Year 2, and
must more deeply consider how the education system, operating under a colonial agenda, has failed the
Indigenous people. Within therBt Nations, Metis, and Inuit Educational Leadership course, teacher
candidates deepen their learning of systemic discrimination that was introduced in the diversity course,
and become more aware of their own role as future educators in righting the ofrtmgpast. By
listening to Indigenous stories, perspectives, and a side of history seldom told, teacher candidates come
to understand the ways in which a colonial past is deeply implicated in contemporary issues, such as
intergenerational trauma, sigigént and embedded disconnects among families and communities, and
racism within broader society, amongst a long list of social ills. Teacher candidates are able to better
understand, empathize, and consider ways in which they may work to rebuild avetetite trust that

has been |l ost. Further, I ndigenous ways of know
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programs extend these perspectives to a deeper understanding of oral traditiofiggadaducation,

and holistic conceptions of leang. Importantly, teacher candidates are challenged to examine their

own position within Canadian society and understand how their role as teachers is integral to the broader
project of reconciliation.

In both the diversity and Indigenous courses at W&t her candidates explore the roots of
challenging behaviour through targeted analysis of their observations in schools. It is all too easy to
blame the children for their apparent disengagement, but interpreting scenarios through the lens of
learningad di versity theories sheds | ight on the co
classrooms. Knowing that learning requires risk taking, our teacher candidates are challenged to identify
those factors that ma yisklsathatthey nughticieaderlearniigs wi | | i ng
environments that are safe and genuinely collaborative.

One of the MRU program outcomes requires teacher candidate=ate a respectful and ethical
learning community that encourages learners to take risksj buist, embrace diversity, and increase
seltconfidenceWhile the foundations courses persuade teacher candidates of the importance of this
outcome, practicum provokes them to achieve this in the everyday life of the classroom, with all its
interpersonatomplexity. Teacher candidates regularly describe their efforts to engage learners who
seem to lack confidence and the guidance from mentors and faculty supervisors who provide strategies

for reaching these learners.

Capacity Five: Collaborating to Enhance Teaching and Learning
Collaborating to enhance student and teacher learmngssential Capacity Five. Effective
teachers improve their professional practice in the company of their peers. As collaborative

professionals, effective teachers engage siitldents, teacher colleagues, educational leaders, parents,
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professionals from other fields, community members, and colleagues in the collective leadership of the
school. Frequent professional conversations through networked or school based commumapigsy of
access to each other's classrooms, and collaborative planning are effective professional learning
practices, well supported by the research (e.g., Friesen, 2011; Friesen & Lock, 2010; Friesen & Lock;
Hattie 2009, 2012; Timperley, 2008, 2011; \Md, Friesen, & Milton, 2009).
Evidence of teaching practice that demonstrates this capacity can include, but is not limited to:

1 collaborating through shared planning ande&aching;

1 engaging with colleagues, parent and community members;

T participating inprofessional learning and in communities of practice;

T contributing to the professional learning of peers;

1 relating with peers through networked and schHxasled professional dialogue; and

1 inviting feedback on teaching from colleagues and educational feader

Cultivating the Capacity to Collaborate to Enhance Teaching and Learning

Tremendous focus and attention has been given to cultivating the notion of a teacher as
professional. If we start from the philosophical premise that teaching is a profession, then there is a
requisite obligation and responsibility of the teacher botlviddally and collectively. This
fundamental premise requires then that teacher education programs will not simply provide the toolkits
for lesson plans, classroom management, and the answers for how to proceed. Rather, the understanding
is that teacher caidates must understand the rationale, the implementation, and the evaluatrbg for
andhowthey plan to create supportive, engaging learning environments. It further requires an
attentiveness to understanding the children themselves, their diversedeseds, and the contexts

from which they come. In doing this well, there is an expectation that students and teachers will



collaboratively design the essential questions that govern their learnings. Teachers as part of the broader
profession mustdrawpuon each ot her ds expertise, understan:
life in real world issues. This deliberative, collaborative, and purposeful sharing extends among

students, staff, and, arguably most importantly, the broader community.

At MRU, first year educational foundations courses include a field experience and a school
based seminar. Aligning with principles of plauagsed education, we believe the quality and tenor of
the seminars change because they occur in schools; teacher candedateseaaware of their
responsibilities as aspiring professionals in this context. Faculty supervisors lead weekly seminars
during practicum, an opportunity that is enabled by cohort placements. These seminar groups play a
powerful role in the professiondevelopment of these teacher candidates who are provoked to interpret
their practice through the lens of theory in the weekly articles and the insights of their peers. Data
emerging from the OECD Teaching and Learning International Survey (Schleichgy cadlirms that
such professional learning communities are critical for teachers to develop confidence in their abilities
and to foster greater innovation.

In each program, teacher candidates are required to showcase their projects and research to the
broader profession. One way we achieve this is through a public research showcase of their design
projects. This provides an opportunity for teacher candidates to receive constructive feedback from
peers, colleagues, and the broader educational commurViSH) teacher candidates are encouraged
to publish their findings with supervisors.

In a similar vein, a capstone course at MRU requires teacher candidates to engage in a semester
| ong Ainquiry into inquiry, o which was describe
practicum, they engage their students in a series of richimggtasks animated by an inquiry question

and carefully assess student learning. A showcase including external guests challenges them to articulate
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their understanding of inquiry and provides a powerful culmination to the entire degree. The capstone
couse al so incl udes t-basedprofessohal Iéamihgpfan peoduted thfouglaoutw e b
the degree; this provides a launch for subsequent documentation and reflection on professional growth

throughout their careers.

Concluding Thoughts

These ive essential teaching capacities reflect recent research on the importance of learning
environments that view learners as central participants, recognize that learning is social in nature, and
require active engagement on the part of the learner. Sucbrements engage both the emotional and
cognitive dimensions of learning to sponsor deep conceptual understanding such that each learner is
sufficiently challenged and supported to reach just above their existing level and c#ssabsment
and instrudbn are integrally embedded throughout the program to ensure that learning goals are
transparent and learners receive regular, timely, specific, and meaningful feedback to improve and
support learning.

The capacities and supporting research call upomeéesato work with colleagues to design
learning environments that deeply engage students in meaningful learning tasks. Teachers support
student understanding through a variety of reciprocal approaches, including formative assessment as a
seamless part oié learning process. Effective teaching and learning are founded on supportive
relationships and collaborative approaches that contribute to social cohesion and instil lifelong
intellectual curiosity.

Lortieds (1975) s emi na tationasdagelyireffectubldoascausei be d t
prospective teachers are influenced more by their previous 12 years as schoodéliidnen

Afapprent i ces had than byftheioubigeksity edadatiorn Im order to transform the values



t hat i nf | upedagogicaltdecigians, theysiged more than knowledge and skills, but rather
experiences that shape their values and help them to catch a vision for inspirational education. The five
areas of teacher capacity are more than just knowledge and skills. pachycs an area of teaching
expertise that involves the ability to meet complex demands, by drawing on and mobilizing psychosocial
resources (including skills and attitudes) in a particular context. Capacities involve a mobilization of
cognitive and praeal skills, creative abilities, and other psychosocial resources, such as attitudes,
motivation, and values (OECD, 2005, p. 4). We argue that the transformative experiences described in

this document support not only the knowledge and skills but alsathes for effective practice.
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Abstract

In the past few decades, research has consistently shown that teacher candidates enter
teacher education programs with fairly ingrained but varied preconceptions concerning
their identities aseaching professionals, as well as a great deal of capadidadyain
place for the professiditzer, Gilat, & Sagee, 2010; Hollingsworth, 198ajares,
1992. For this reason, most teacher education programs put a considerable effort into
identifying essential capacities that new teachers should possess, asttlivirento
cultivate these within their students during their carfipased and field components
(Fuller, Goodwyn, & Franci®rophy, 2013; Weinstein, 1989; Wideen, Maymith, &
Moon, 1998). This chapter will examine one case study, specifically focomsitige
crossroads of influence on a teacher education program, as it develops and cultivates
essential capacities for fAprofessionalism in
from two stakeholder groups within the program were taken into acéenmd.
classroom perspective, we drew on individual interviews with 12 associate teachers and
for the campus perspective, two faculty members and an associate dean. The results and
discussion are presented using a teaching professionalism framework dictapted

Cruess and Cruess (2006, 2012).



A Framework for TeachingProfessionalism in a Teacher Education Program

In the past few decades, research has consistently shown that teacher candidates enter teacher
education programs with fairly ingrained preconceptions concerning their identitezschsg
professionals, as well as a great deal of capacities alreathcafpr the professiofzer, Gilat, &

Sagee, 2010; Hollingsworth, 1983ajares, 1992 However, it has also been shown that this varies

greatly from candidate to candiddtsome showing advanced abilities in one area and little in others

(Hong, 2010). Fothis reason, most teacher education programs put considerable effort into identifying
essential capacities that new teachers should possess, and then striving to cultivate these within their
students during their campbssed and field componer{iauller, Goodwyn, & FranciBrophy, 2013;

Weinstein, 1989; Wideen, May&mith, & Moon, 1998). Athe same time that programs endeavour to
have a positive effect on their teacher candi da
experiences also exergeeat influence on a program, compelling teacher preparation programs to
explicitly include things that were once left impl&isuch as teaching professionalisthis chapter

will examine one case study, specifically focusing on the crossroads of irflaerecteacher education
program, as it develops and cultivates essenti a
teachers.

The teacher preparation program discussed in this study is located in Ontario. Similar to all
teacher preparation pragns in the province, the curréeticher preparation progragraduated its final
2-semester bachelor of education cohort in June 2015. The discussion in this chapter reflects on past
practices in the-year program and the potential that a revissgdheter program could have on

enhancing professionalism opportunities.

12¢



Background

Education and teacher training are a provincial responsibility in Ontario. Teacher education
institutions, though publicly funded, retain some autonomy in determining carreodl structural
elements unique to each university context. The Ontario College of Teachergegselfory body that
licenses and governs the teaching profession, accredits such institutions according to a set of program
standards. Nipissing Univetgioffers two faceto-face delivery modes for the bachelor of education
degree program: theyear concurrent (embedded) and thgedr consecutive (pesiegree). Both
degree routes involve alternating periods otampus course work and practicum blodkgon entry
into either program, teacher candidates declare one of the following combinations of teaching divisions
as their area of specialty: primary/junior (Gradé$X junior/intermediate (Grade$ ¥0), or
intermediate/senior (Gradeg12). At the corlusion of each program, teacher candidates will have
accumulated a minimum of 12 weeks of teaching experience in publicly funded schools (including
experience in both of their chosen divisions), anid33Ccredits of course work covering educational
theory, content knowledge, pedagogical knowledge, specific subject matter knowledge, and educational
foundations (e.g., legal, social, cultural).

Nipissing University collaborates with 52 provincial school boards to establish placements for
teacher candidatesy some cases a boaagpointed contact sources and matches associate teachers with
teacher candidates. In other cases the university practicum officer works directly with principals and
schools to establish the placements. Teacher candidates are thelbéddoeselect boards in their home
communities, but the matching process is entirely out of their control to ensure the practicum experience
is as authentic as possible. Though teacher candidates may return to an elementary or secondary school

they may hge attended, they would not be placed with a relative or close family friend. In the



consecutive program, each teacher candidate is assigned at minimum two separate placements, one in
each division, in order to meet Ontario College of Teachers (OCT)icatith requirements.

As with most other institutions, Nipissing relies heavily on associate teachers to provide
guidance, mentorship, and, ultimately, an overall rating of practicum achievement for each teacher
candidate. While no additional trainingisd er ed by t he school board, t|
unions), or the university for their role, associate teachers usually volunteer for the position or are
recommended by the principal. A faculty advisor, who is external to the university, and dteadc
principal or supervisory officer from one of the boards, also offers each teacher candidate support and an

evaluation during one school visit.

Provincial Legal Footing of the TermProfessionalism

I n Ontario, the concept of Athe teaching pro
As reflected in the literature, the concept of professionalism process continues to be a debated topic
(Gidney & Millar, 1994, 2012; Hargreaves & Fullan, 2014 certain times in our history, the term has
been largely interchangeable wjti and at other times associated witbadling. Sometimes, a teacher
has been likened to other professionals, such as nurses or architects. At the same time, being tied to a
federation or union has designated the educator under the categkiliedflabourer In the end, it
would be fair to say that teachers are in a rather ambivalent state in regards to grefessonal
This is not aided by the wording of a greatld#agrovincial legislation related to education.

The Ontario Education Act, considered the basis of the school system in Ontario, deals with the
term professionalism with rather guarded words. It does not actually define it in any explicit sense, and
conrects it to teaching using only oblique allusions. Of the more than two dozen references made to the

word in the most recent iteration of the act, t
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Atrainingo or Adevel o$m[Hid)HelfeBk impliadtidn & that feacking 1 9 9
a profession due to the fact that teachers are engaged in the process of developing that profession. This
is dealt with pragmatically, only discaeassing th
mar ked days that further this fiprofessional dev
28(a); 6.2; 7.1; [5]; 259[1]; [5]; 259.1[1]; [9]). It states that teachers are allowed the freedom to

participate in these PD activity days, and tieachers themselves are allowed to organize themselves

for the purpose of conducting professional development conferences and seminars (Education Act, 1990,
c.E.2, Sec264[3]).

In discussing the recent addition of the New Teacher Induction PrograiiR)(Xhe act also
refers to teachers who are Anew to the professi
profession (276.2[). As well, the act outlines that for new teachers to enter the profession; they must
successfully complete thisINP, thereby establishing certain criteria for a professional. As well, in
section 277.14 of the act, there is reference to the Teacher Performance Appraisal as a means to promot
professional growth (2001, c24, s.4). This indicates that once a teadtrsrtbateaching professiqrit
is not simply a lifetime membership into a aiubontinued growth is expected to be regarded as a
professional.

The definition of professionalism is vague in the Ontario Education Act. However, the ministry
does view teadrs as a distinct group of professionals, who gain this position through successful
completion of the bachelor of education program, and maintain the position through ongoing
professional growth. Two accompanying pieces of legislation expand on thistenewhat. First, the
Teaching Profession A¢1990,c. T.2.) endeavours to tie the term to membership in the provincial
teachersé6 federation. Specifically, this act st

of the teachingprofesson o (3. b). 1t also concludes that st
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of this profession, as they are involved in fna
professional education of teachers pursuant to an agreement undef d[djigk) of theEducation Act
2000,cl12,s4[ 1] 06 (Section 3, 2 [1 & 2]1). By implicat
professional, a teacher must attend and successfully complete a university program as a standard to ente
the profession.

How a teacher must behave to remain as a professional is articulate®imani® College of
Teachers Aci(1996, S.0. 1996, c. 13nd is perhaps the most enlightened of legislation in this area.
Like the other acts, it acknowledges teaching as a profession. However, it goes into much more detalil
about how the college controls this profession. It explicitly states that the job@htago College of
Teachers (OCT) is to firegulate the profession o
wavering, it maintains that teaching is a profession, and that it has a distinct membership. It goes on to
state that it is the powef the OCT to develop, establish, and maintain the qualifications that a person
must maintain for membership in the college (and thereby the profession) (2). It also professes that it
may accredit the university teacher education programs (mentioned #aivajow teachers into the
profession (3, 4). Once a person has passed the teacher education program, he or she may then become
member of the teaching profession by virtue of acceptance into the college. In other words, according to
this act, the teaahg profession and membership in the Ontario College of Teachers are synonymous.

Like the other two acts, tH@ntario College of Teachers A@996) also indicates that the
profession is not a lifetime membership or a degree that cannot be stripped. Certain standards must be
maintained or the college may then amend, suspend, cancel, revoke, and reinstate certificates of
qualification and regisation (5). Rather than remaining vaguely worded, as in the other acts, however,
the Ontario College of Teachers Act is quite clear as to what would indicate a loss of professional

statu® namely, a contravention of professional and ethical standardsatr&bken established and
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enforced by the college (7). The act goes as far as indicating that members who have had their
gualifications revoked continue to be subject to the jurisdiction of the college in areas of misconduct (5).
Professional misconduct,hich would warrant removal from the profession, would include lapses of
ethics (e.g., sexual, moral, personal habits such as drug use, the corruption of youth, etc.).

The role of the teacher has changed significantly in its connection to professionalism.
Specifically, this has become less and less vaguely defined with very explicit statements showing what
is a profession, what characteristics make a professional, and how someone may lose their professional
status. Prior to the presentation of the stakedrgb@rspectives and discussion, we offer insight into

teacher professionalism from the literature and propose a framework for analysis.

Method
Using a case study design allowed us the tools to explore the complex professionalism

phenomenon within its ceextMi | es and Huber man (1994) define <c
sort occurring in a bounded context, o0 and the c
teacher preparation program is the unit of analysis in this project. This typseo$ttidy is explanatory

in nature, as the explanations I|Iink the progran
Stake (1995) and Yin (2003, 2014) propose that the case study method ensures the phenomenon is well
explored and the essendeot he experiences are reveaCasastudgynd d
research permits the use of multiple data sourc
Through the personal narratives or stories from the participants (i.evjems), we were able to
understand the participants6 perspectives (Lath
issues, beliefs, and experiences related to teaching and fostering professionalism in a teacher preparatior

program.
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Here, perspatives from two stakeholder groups within the program were taken into account. For
a classroom perspective, we drew on individual interviews (Kvale, 1996; Seidman, 2006, 2012) with 12
associate teachers from elementary and secondary publicly funded schbelsorthern, southern,
eastern, and western regions of Ontario. For the campus perspective, two faculty members and an
associate dean (the chapterodés authors), di scuss
informed by previous and curnreteacher candidates, specifically related to professionaiigtinods of
analysis for the project included three streams of activity identified by Miles and Huberman (1994): data
reduction, data display, and conclusiarawing/verification. Deriving cagories and themes elicited
conclusions addressing the questions with support from the various data displays. Verification involved
constant comparison of data from the various sources (interviews, reflections, field notes) to test the

trustworthiness of #aresults (Glaser & Strauss, 1967; Handsfield, 2006).

Teaching Professionalism

Theteachingof professionalism in this program takes many forms. As Maxwell (2015) has
noted, professional vocabulary is ubiquitous in education. Terms such as professief@ment days,
professional standards, professional judgment, professional practice, etc., serve to remind us that
professionalism is at the very heart of teaching. However, the ways in which it is presented,
conceptualized, and emphasized differs gsigaificantly across the program.

Al l those consi dearuewtrsity faclty,amversity alchinistrationpassoaiate
teachers, faculty advisors, and the federaopsesent their respective definitions of professionalism.
The repertoires gbrofessional knowledge, attitudes, and values affect the character of each group of
teacher educators6 practices (Murray, 2014). Fo

professionalism provide authentic interpretations through a practical lener&ity faculty members,
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who may or may not have had classroom experience, base conversations of professionalism on research
supported theoretical conceptions. Faculty advisors, many of whom have been in positions involving the
hiring of teachers, offeret another perspective on professionalism. Research related to teacher
educatorsodo professionalism is rather scant ( Max
professional attributes rather than how professionalism is used to prepassvceteachers. Teaching
professionalism is both an explicit and implicit enterprise through in class instruction, practicum
experiences, and reflection (Coulehan, 2005; Huddle, 2005; Swick, 2000). Providing teacher candidates
with opportunities to develop botheoretical knowledge and experiential learning allows them to

internalize the ethical and moral values inherent in the field, and to understand the nature of
professionalism as it relates to their role in education.

A comprehensive teaching framework for understanding professionalism in teaching has not yet
been developed (Beijaard, Meijer, & Verloop, 2004; Hong, 2010). Consequently, we adapted Cruess and
Cruessd (2006, 2012) medi c asdion.dhee@veehanging Getd off r a me wo
medicine offers much more formalized structures to teach professionalism in medical schools. Based on
situated learning theory, Maudsley and Strivens (2004) propose that professional programs should be
designed in such aay that learning is embedded in purposeful and authentic activities to transform
knowledge from the abstract to applicable forms. These authors posit that since the (medical) profession
is a socially constructed network underpinned by common values aefs piglose wishing to join the
network are therefore invested and engaged in the learning process. Teaching and medicine share certail
attributes (Maxwell, 2015). Though teaching doesauot anything, it is guided by a set of values,
behaviours, and rationships that supports the trust that the public has in teachers (Cruess & Cruess,

2012).
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Adapted from Cruess and Cruess (2006, 2012), the following principles act as a framework for
our discussion of professionalism and how it is presented and talgpissing University: the
cognitive base, experiential learning and-seffection, role modelling, evaluation, and the

environment. Each of these principles will be discussed in the context of our teacher education program.

The Cognitive Base

Teachercandidates engage in a broad range of thbapged courses that serve as a foundation
for their education. One such course, Education and Schooling, is designed to enhance knowledge,
understanding, and skill in the philosophical, historical, legal, andlsmmntext of schooling and
education. Intended to begin the development of a teacher identity, this course explicitly addresses
elements of the Education Act, Ontario College of Teacher standards of practice, and other boundaries
of professionalism inhent in the field. Another course, Language Aztddresses not just the Ontario
curriculum but the forms of communication expected of a teaokeaining. Candidates are
encouraged to enhance their oral and written language forms as a starting gbeit foofessional
journey. Preparing candidates for culturally diverse classrooms and learners with special needs is
emphasized through Educational Psychology and Special Education. The Curriculum Methods course
consists of three key components: instiuil strategies (planning, implementing, evaluating lessons),
classroom management strategies, and information technology. Rich opportunities exist to address areas
of professionalism such as managing social interactions in the classrooms, appropahieesbaiuse
(for teachers and students), and the depth of planning required for effective lessons. Each of the other
courses relate to specific curricular areas of study, including health and physical education, visual arts,

music education, social studijescience education, and mathematics. The candidates in the intermediate
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and senior divisions would take additional training in their subjects of specialization (based on their

undergraduate major) to address content knowledge specific to these subjects.

Experiential Learning and SelfReflection

Practicum represents the most important contribution to the development of teachers in training
(Desbiens, Lepage, Gervais, & Coridalina, 2015). Teacher candidates engage in 12 weeks of
practicum within pubtly funded schools across the province, six weeks in each of two placements.
Their introduction to the classroom environment begins with observation, and slowly transitions to a
more active role in teaching lessons. In some cases, teacher candidateanviagch with their
associate teacher, or teach just a portion of a lesson before taking on an entire lesson on their own. By
the end of the 12 weeks, teacher candidates assume almost full control of their placement classroom,
taking responsibility for &keaching and neteaching tasks (e.g., transitions, supervisions, etc.).
Planning lessons is a major focus for teacher candidates. Following each lesson, candidates must reflect
on their professional practice by answering the following question: Whated to do to become
more effective as a teacher in supporting student learning? Teacher candidates must have an opportunity
to experience and reflect on their learning, with special attention to the knowledge and nature of
professionalismThe associateeacher is considered a major constituent in the preparation of teacher
candidates by providing meaningful teacher training experiences (Clarke et al., 2012; Gardner, 2006;
Pellet, Stayve, & Pellet, 1999). Associate teachers are encouraged to planrefdedsions with
teacher candidates on a regular basis. Through this mentorship, it is hoped that the teacher candidate wil
grow through regular feedback and opportunities to move beyond their comfort zones. Faculty advisors
also play a role in supportirteacher candidates while on practicum. Though their role is much less

handson than that of the associate teacher, the faculty advisor is available for consultation at any point.



Faculty advisors are asked to engage the teacher candidate in refleenhgatyout their lessons, and

they offer advice and feedback to improve practice.

Role Modelling

Role modelling is often seen as a most powerful instructor, whether purposeful or unintended,
positive or negative (Desbiens et al., 2015). Associate tesaahdrfaculty should be explicit about what
they are modelling (Cruess & Cruess, 2006). On canthug)g class, instructors model and share their
teaching expertise and provide teacher candidates a space to practice their capacities. In the classrooms,
the associate teachers consistently noted modelling and sharing teaching practices as required skills for
effective mentorship of their protégéseacher candidates. Teacher candidates are required to observe
in host classrooms before they begin to teachirigsuch observations, the associate teacher conducts
his or her regular classroom duties (instructional, managerial, administrative, etc.) and the teacher
candidate is asked to take notes, assist as appropriate, and, through modelling, gain a setely of the
operation of that specific classroom. Through regular and ongoing debriefing sessions, the associate
teacher may identify and justify specific teacher behaviours or actions taken during the observation, thus
emphasizing the importance of role mouhgJl Whether explicit or implicit, intended or unintended, role

modelling remains a significant factor in this teacher education program.

Evaluation

Both the cognitive and the professional attributes need to be evaluated (Cruess & Cruess, 2006,
2012).As outlined in the practicum handbook, which also serves as the course syllabus, capacities for
teacher candidates are identified and measured using overall expectations and were developed using the

Ontario College of Teachers standards and ethical peadiic the teaching profession, Ministry of
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Education policy documents, and literature related to teaching practice. For example, the progress report
categories are professional skills and attitudes (responsibility, organization, communication,

collaboraton, initiative, seir egul ati on) . Associ ate teachers are
professional attitude. Similarly, for academic
development and evaluation of pedagogical content relatedfespianalism. Demonstrating

competence is high stakes for the teacher candidates. The courses and practicum are féailznelit

in one component has the potential to translate into failure in the entire program.

The Environment

The environment includes three components: formal (e.g., official syllabus), informal (e.g.,
unplanned teaching in classroom), and hidden curricula (e.g., structure and culture of the idstitution
promotion of policies and activities) (Hafferty & Franks949Hafferty, 1998). For example, as a
hidden curriculum, the faculty of education promotes professionalism by offeenfger candidates
opportunities to participate in extcarrricular activities (e.g., volunteering for community service
learning). A reent initiative in which all teacher candidates participate is a Professional Week. Classes
are suspended for a week to allow for service providers (i.e., Ontario College of Teachers, Teacher
Federations) to meet with the candidates, and faculty memberge®r to deliver workshops on a
range of topics related to teaching. This institution has a rich history in teacher education, with many
faculty members possessing classroom experience as teachers. Professors are therefore closely aligned
with the standals of practice, embedding the values of professionalism in their teaching and every day
interactions with candidates. A culture of teaching excellence has therefore positively influenced all

three components of the learning environment.



Themes Emerging Fom the Framework
The results from this study settled into three main themes: deportment, communication, and
ethical responsibility. The discussion from the framework will be embedded within the overarching

themes.

Deportment

One of the fundamental aspects of professionalism mentioned in the many codes of conduct put
forward by federations, colleges of teachers, and teacher education programs is the expectation that
teachers build a positive classroom environment conduciventpto learning, but also to the
development of mature students. Implicit in this message is the anticipation that teachers model
appropriatgresentation in various contexts, including professional dress. Remaining cognizant of their
role within the clasroom and the community, teachers are expected to dress and behave in an
appropriate manner for the situation or context. This link between education and modelling is, in fact,
entrenched withihk he Ont ari o Educati on Actoughprecepgand he phr
example. o And this connection has not been | ost
communication that overtly provides information about appropriate dispositions and behaviour at school
and worko (Freeburg2&)Wor Emamnmmpd01@ntpto studer
commented that if she even changed the shade of her nail polish, students were bound to notice (Weber
& Mitchell, 1995).

What a teacher wears has been an ongoing issue for generations, butdspriadly heated
after the landmark American casedafot v. Pasadena City Board of Educatid®67) which denied a
boardés right to disall ow a t ealmkerevrDessMoinds a bear

Independent Community School Distiit969)d e ci si on whi ch denied a schc
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students for not wearirgppropriateclothing on school premises. For the decade after these decisions,
courts expanded their protection of (geodss,titngs 60 d
First Amendment freedom of expression rights. This did not, of course, signal the beginning of a

complete libertarian society, asc h o o | authorities stildl mai nt ai ne
expression when it could be shotrat such activity disrupts or threatens to disrupt discipline and order
within the classroom (Hudgins, 1971; Sponseller, 1976). However, it does indicate that, by the 1980s,
rather than just following orders, a teacher had to start using his or hg@rofgasionabiscretion to a

larger extent depending on the situation (Ceccoli, 1980; Lemley, 1980). This lack of clarity persists,

which makes it all the more important for teachers to see themselves as professionals, capable of making
effective judgementaVith the knowledge that teacher education programs play a major role in

preparing students for the transition from student teatteeconcept of deportment is addressed in the
cognitive basgrole modelling andevaluationcomponents of our professionalism framework.

Cognitive base The teacher candidates are introduced to the notion of professionalism in their
preparation for their field experience. The associate dean explicitly reviews the expectations for
professional tkss and standards of behaviour. For example, on the 1st day of practicum, candidates are
encouraged to dress in business casual. The thought behind this comes from the knowledge that teacher
candidates will be sent into an unknown school environinémwould be best for them to achieve a
balance of perceptions of both students and administrators. Too formal will send a message to students
that the candidate may be too rigid (especially if the supervising teacher is not dressed that way).
Alternatively, a bo casual look may not sit well with the administration: Lang (1986), and Simmons
(1996) a decade later, both felt that the administrators of any school would hold a strong bétef that
way teachers dress is related to school success and that theyfalfew e nced by a teachi

dress in making hiring decisiorfsor this reason, business casual is the best approach for the 1st day
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until the teacher candidate has assessed the informalobads®f the environment. A gradual release of
responsildity approach is used to address the issue of professional dress. We start with a direct approach
to what teacher candidates should wear for the 1st day. Teacher candidates are then encouraged to use
professional judgment for appropriate attire on subsggqiseys. Coinciding with this discussion of
dress, the notion of appropriate professional conduct for the context is discussed. Candidates are
expected to present themselves by using gender inclusive language, avoiding the use of slang, and
demonstratingespect for students, colleagues, and parents regardless of their cultural, social, or sexual
orientation.

Role modelling With full knowledge that there is a wide range of definitionprofessional
dresswithin the school system, and that little candoae to directly disallow a teacher candidate from
wearing just about any attire they choose, the
modelling, on campus and on placement. Campus instructors, including the authors, speak specifically
to the importance of professional dress. Associate teachers interviewed reported they had to speak
directly to some of their candidates about professional dress. Rene, a secondary school associate teache
suggested teacher preparation programs make candidatesaware of professional standards and
expectations: AEven dress code and behaviour wi
to us are not that far removed from Grade 12.0
think about what they wear, considering the practicalities of first impressions. However, critically
thinking about attire should develop over time.

On campus, the issue of professional dress i
first placementSome candidates are placed with teachers who dress casually and directly or indirectly
encourage candidates to dress in similar casual

teachersdo claim to dress as they feel appropri a
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In fact, the disussion taking place is not dissimilar from recent findings: that the clothing teachers wear
is a balancing act between individual and societal pressures. Freeburg and Workman (2010) examined
twenty-nine newspaper articles on teacher dress: For examfadand that this debate was rather

polarized between those with opinions on a scdoegs code policy for teach8rproponents (most
frequently school boards and administrators), opponents (most frequently teachers and their unions), or
unspecified (mostréquently school boards and administrators). Time is given in campus classes to
discuss this situation as part of the larger issue of professionalism and its boundaries.

Evaluation. This component of the framework allows for associate teachers to sadrertea
candidatesd6 professional skills and attitudes.
assessment, and the delivery of the lesson, their professional teaching skills and deportment in and
outside the classroom are evaluated. Insidel#ssimom the candidate is expected to maintain a climate
of professional inquiry, equity, and support. Outside the classroom candidates are expected to exercise
professional judgment and integrity by maintaining respect and confidence with educatiooldakeh
Much of this evaluation comes not from a strictly idealized version of how a teacher should dress but,
rather, from how students and colleagues react to the demeanor their clothing presents.

In line with recent literature on the subject, evaluatto of st udent sdé deportr
endeavoured to draw links between teacher dress and student decorum (Sternberg, 2003). Whereas a
teacher candi dat e 6 s -wideshaws aedesire"to firbjdctea pasitive image ih thes h i o
communi ty oeta(., 01y, extranme gasual and immodest dress (inappropriate and
unprofessional dress) reflected role distance (Workman & Freeburg, 2010). Evaluation of dress,

therefore, is not a staralone assessment but one with larger ramifications.
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Communication

The learning environment within the teacher education program is dependent upon various forms
of communication, within and amongst many different partners. For this discussion, we will focus upon
the transmission of information for the purposes of cgimgeprofessionalism messages within the
program structures as opposed to the further development of soft skills (oral or written language, non
verbal skills, etc.) related to the act of teaching. As with any other teacher preparation program,
Nipissing Unversity relies heavily on computenediated communication to keep its various groups and
departments informed of policies and procedures related to the smooth operation of the teacher
education program. Cruess and Cruess (2006) noted the importandéwfanal support in
establishing an educational environment that espouses professionalism. Upon entry into the program
teacher candidates are assigned an institutierdie and all formal communications (e.g., practicum
office, faculty advisor, assate teacher, and professor) are sent through that medium. Practicum office
communications, for example, are very carefully crafted to model appropriate professional language,
and are usually reviewed and approved by the dean or associate dean. Teaalaesard expected

to monitor this email regularly (and they are reminded regularly).

Cognitive base Course syllabi are no longer provided in hard copy; teacher candidates must
consult an electronic copy for course policies and procedures, timelines, and evaluation tasks. All
courses are faem-face, with some professors opting to supplement coursgdscidiscussions, and
content with an online learning management system or a course website. The practicum office uses a
variety of formats to disseminate critical information regarding teaching placements and the
expectations of practicum. All teachendédates must purchase the practicum handbook, which serves

as the course syllabus for the practicum course. An electronic version of the handbook is also posted on
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the website. The practicum office sends multiplaals, carefully timed, to emphasize sibie aspects

of the placement experience, which in many cases duplicates the contents of the handbook. Teacher
candidates are expected to contact their associate teachensdiyaed with a phone call followp

prior to the start of the placement. lhisped that early contact will encourage the development of a
positive mentoring relationship. As observed by
relationships again and establishing that very strong relationship at the beginninglsosthat

courageous conversations are not as difficult and not coming across as negative, per se, but rather
constructive criticismo (Drew).

Teacher candidates are asked to attend a series of practicum information sessions to reinforce
and review professioniam in the teaching context. Such things as deportment and dress, arrival and
departure times, confidentiality, and social media use are discussed prior to their first practicum
experience. These larggoup sessions, delivered by the associate deamtargled to emphasize the
importance of professionalism. One key message relates to heightening personal awareness of
communication style and effectiveness, including-werbal communication, the avoidance of slang,
error-free written work, listening skal, and gender inclusive language use.

Teacher candidates are advised to frame conversations about students in such a way as to offer
support or to problem solve rather than to offe
professional advisoryrothe use of electronic communication and social media serves as a guiding
document for teacher candidatesdé professional c
boundaries and responsibilities even as associate members of the College. Teaclaesatsiidneet
once with their faculty advisor (in small groups) prior to practicum. Subsequent communications
between the teacher candidate and faculty advisor occur threunghl,@hone, or Skype conversations.

Each teacher candidate is visited in tblea®l once for a formal faculty advisor evaluation. The faculty
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advisor role is also one of support, and sometimes this individual is called upon to mediate difficulties
between the associate teacher and the teacher candidate. One of our associatentebeiess
observation: Alt was very easy to communicate Ww
the struggles that were happening. She was great in coming and scheduling promptly. . . . It was a good
conversation we Kellydl The friad éassociate gedchet, teacheocandidate, and

faculty advisor) is only as effective as the degree of collaboration among members (Desbiens et al.,
2015). Faculty advisors, hired by the university, are usually retired school board priacipals

supervisory officers. They meet with the associate dean and practicum office staff once per year to
review policies and procedures related to practicum, and their role in supporting teacher candidates and
associate teachers. The practicum office dissates further reminders and support materials vreag

at regular intervals throughout the year.

E-mail is a convenient medium for brief messages, but teacher candidates are often inundated
with so many emails that key information may get lost or igndr@dditionally, because tone cannot be
effectively transmitted throughmail, many messages may be misinterpreted (Kruger, Epley, Parker, &

Ng, 2005). With this in mind, the practicum office prepares and distributes messages to coincide with
theteachec andi dat esd® need for the information.

Role modeling and experiential learningThe strength of the associate teatteacher
candidate relationship can be a determining factor for a successful practicum (Broad & Tessaro, 2010).
Our associate teachers cmtsntly noted the importance of teacher candidates initiating contact. Rene
commented, Al really Ilike to first meet with th
happening | ess and | ess becaus eatdeérlrthaoitusediobeg t h
If they initiate contact, perfect because then you can start establishing where | am and where the teacher

candidate can jump in.o
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Modelling is a powerful communication tool for associate teachers, which may ov&dde
theoretical foundations learned in the classroom (Cruess & Cruess, 2006; Desbiens et al., 2015).
Whether explicit or implicit, teaching and learning strategies and classroom management styles already
employed by the associate teacher provideréirgggooint from which teacher candidates can begin to
shape their own strategies and styles. The provision of feedback is an expectation for all teacher
candidates, and the form and frequency ofs, the f
experience, and personal frame of reference. As a result, some forms of feedback relate more
specifically to the easily definable technical elements of teaching (e.g., timing, use of resources,
management), and other forms related to teacher affectgergonality, enthusiasm, and
communication). Many of our associate teachers acknowledge that some conversations are challenging:
Al find it very difficult to provide feedback o
(Chris).

Environment. The practicum office provides all associate teachers with electronic copies of the
practicum handbook (syll abus) and evaluations.
faculty advisor. The practicum office becomes involved in situation$iichathe teacher candidate
begins to experience difficulty, being called upon by either the faculty advisor or the associate teacher.
Such communications are usually initiated byail and often continued with phone conversations for
the purposes of proding immediate and ongoing support for the teacher candidate.

With so many partners involved in the preparation of teachers, the challenge of a coherent
approach to communicating professionalism remains. Teacher candidate professional identity is shaped
by their experiences and their reflections on those experiences (Cruess & Cruess, 2012). It is up to the

institution to provide an environment within which teacher candidates can internalize the standards to
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which they will be held upon entering the teachietd. Through consistent and ongoing messaging in a

variety of forms, such an environment can provide that opportunity.

Ethical Responsibility

As with deportment, teacherso6 ethical respon
discussionforlkmost 50 year s. Boon (2011) argues that ¢
ethics training in teacher education programs as a replacement for its continual disappearance in tertiary
institutes in the West. Recently, this conversation hasduminking teacher beliefs with student
attainment. Gore, Ladwig, Griffiths, and Amosa (2007), for example, found in a survey of 3,000
students that was the approach with which teachers tackled their professional duties (an obligation to
s t u d e mingudderscerad by their commitment to social justice) that made a difference. They
concluded that teacherso6é6 values and beliefs det
ways to help teachers reflect upon their beliefs, and for teaet@ng and professional development
programs to help this happen. Gore et al.ds stu
similar assertions (Alexander, 2009; Nucci, Drill, Larson, & Browne, 2005; Revell & Arthur, 2007,

Rowe, 2004; Westcobe-Down, 2009).

Until recently, however, much international lamentation has been made concerning the state of
ethics in the university classroom. Campbell (2008) argues that while teaching training programs should
beseenagit he i ni t i alnewttaaherswith the noo@lgimensions of their chosen
professiono (p. 373), they have almost universa
scholars have made broad appeals for the introduction of moral philosophy coursesenvipee

teacher training programs (Carr, 2003, 2006; Snook, 2003).

14¢



This situation has recently been challenged in Canada, at least. In a countrywide survey of
teacher education programs, a team fromthizersity of Quebec, TroiRivieres,showed
unexpectedly thahere existed a strong desire for required ethics courses withgepsiee institutions.
Additionally, the survey demonstrated as well that this was not simply the view of teacher educators, but
a common component of most academic calendars (MaxwethflayLaprise, & Filion, 2015).
However, this team also learned that when applied on an international scalalstendourses could
only be found in a quarter of teacher education programs (Maxwell et al., 2016).

Perhaps a clue for its prevalence im@aian institutions may be found in the underlying
provincial documents related to educational ethics. The Ontario College of Teachers, for example,
identifies the traits of caring, respect, trust, and integrity as the standard for the teaching profession
(OCT, 2012). As with Maxwell et al. (2016) these standards are then linked to the priority of improving
student achievement (Ontario Ministry of Educat
therefore, is the de}Ywhilevalumg tha worthfandgignitydkah dtuslelits.p ot e
So important is this provineeide admonishment that the ethical responsibility theme is addressed in all
the components of the framework. Not dissimilar to one created by Warnick and Silvermant{#11)
framework is designed toot produce absolute answers, but to aid in a process of ethical decision
making. That being said, trespectistuderd mdral antbnorhylwhile f r a n
resisting the slide into relativismo (p. 273).

Cognitive base Although candidates engage in a rangthebrybased courses that serve as a
cognitive basgone course, Education and Schooling, is designed to explicitly address Ontario College
of Teacher standards of practice, specificatlyical respnsibility. The instructors begin the course with
thestandards of practice to ensure candidates have a cognitive base to the philosophical and practical

boundaries and expectations of professional practice. From this base, however, the course then enters
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into a wider discussion of ethical considerations by including case studies in relation to general
philosophical treatises. As seen belogflective practicdoecomes a key component of the framework,

but this cannotthepeb 6 e &pgkriebcostMitiboyt training tdidevelop ethical
considerations, studies have shown that teacher
behaviour management; this tends to be unreflective and operating with only mechanistic, controlling
aims in mind (Fiero Evans, 2005; Thornberg, 2008). It is a balancing act, however, as the instructor
endeavours to guide students while not explicit
psychol ogical, or moral edldcational theorieso (

Experiential learning and seltreflection. While the candidates attend thedorgsed courses,
they also engage in the themeettfical responsibilityn experiential learning and se#flection through
the practicum component of the program. Whiley have the opportunity to develop their skills in
curriculum design, delivery, and assessment, each candidate is also required to reflect on their
knowledge and application of ethical responsibility, as it relates to supporting student achievement. A
wide spectrum of research on this subject uniformly concludes that such engagement in reflective
practice is a mark of a quality teacher (Delpit, 2006; Recchia & Beck, 2014; Zwddges, 2012),
for it is through this practice that educators may modify polish their methods to aid student
achievement.

Critical to professional development for candidates is descriptive feedback from their associate
teacher. Allthe associate teachers interviewed provided a range of feedback throughout the placement.
They were open to accepting various views and approaches from the teacher candidates, rather than
being too dogmatic in their outlook. The associate teachers proxedeal and written feedback for the
teacher candidates on their lessons. Most took notes throughout the lesson, some sitting and writing the

notes, others making jot notes and completing more detailed feedback at a later time. One associate
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teacher purchsed a small booklet to record all her feedback and gave the book to the candidate at the

end of the placement. Jamie described the proce
guestions to get a feel of how they thought lessons went and ivhetehi nk | essons went
they match wup. o Most often the associate teach
|l esson outcome. However, Alex stated, when ther
theythn k somet hing went well and | think, oO0that di

ités more specific to their needs. 0

Role modelling As noted above, Alex, an associate teacher, used the conversation of differing
perceptions as an oppanity for growth. Similarly, the theme of ethical responsibility is embedded in
the category of role modelling in the professionalism framework. Role modelling is an effective strategy
to develop candidat es®d6 under sticabtotideiproagsssfor t hei r e
associate teachers to be explicit with what they are modelling. In this way, instructors act as a bridge
between the theory and practice of ethical responsibility. Of importance here is that candidates have
grounding in what isicceptable ethical behaviour put forward by the various institutions to which they
are subject. Davenport, Thompson, and Templeton (2015), for example, indicate that rather than being
distressed about constricting codes of ethics, respondents to a cuneeyning a stateide educator
preparation program actually had opposite feelings. Instead, the studyffaundc ons ensus amo
participants regarding the inclusion of specific information about consequences for unethical behaviour
and information regrding professional and ethical decisltora ki ngo (p. 82) . The ¢
while there should be room for much variation, at the same time there should be some standards that are
not just enforced but role modeled by all stakeholders within thegrog

Evaluaton. Eval uation of candidatesd cognitive Kk

measured on campus and their practical application is scored by associate teachers on practicum. The
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evaluationdeveloped using the Ontario College of Teaststandards and ethical practices for the

teaching professioprovides teacher preparation programs the standards of competence required for
teachers. Maintaining the highest degree of ethical competence includes in and outside the classroom
environmentThe theme of ethical responsibility is evident in the environment component of the
framework. It is important that teachers strive for the highest ethical conduct to maintain respect and
confidence in the school community. As part of recent changes psdgem, it has been suggested

that the assessment format of the program should be in line with process as well as the product of ethical
consideration. As suggested at numerous other programs (Brindley & Bowker, 2013; Hui & Grossman,
2011; Husebo, 20123 culminating action research project has been recommended as a way to help

candidates understand ethical issues as much as evaluating their knowledge.

Recommendations
There is agreement that professionalism is a critical component to teacher idehtlig a
promotion of the teaching profession. Based on the findings from this study and the literature, we offer

the following recommendations for teacher preparation programs.

Institution

The process of analyzing our teacher preparation program through the lens of the
professionalism framework assisted us in understanding areas of strength and components that could be
strengthened, related to teaching professionalism in our revised prdgrdoagin, however, agreement
on the definition of professionalism, specifically the set of characteristics and attributes, is necessary for
all stakeholders involved in teacher education programs. Candidates should have an opportunity to

develop a professnal identity using the characteristics, traits, and skills to facilitate their teacher
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identity. Professionalism needs to be taught explicitly and implicitly throughout the program and
opportunities to reflect on these experiences in a safe and suppeatiding environment. The first

whole group lecture on campus should be on professionalism, thereby emphasizing the importance of
the concept. During classroom learning, provide opportunities for small group discussions of case
studies demonstrating expfary professional behaviour. Following experiential learning provide

candidates an opportunity to review narratives of the experience, on placement and on campus.

Practicum

To open the conversation between the associate teacher and teacher cancimpkets, a
profile sheet to introduce and open the conversation between the teacher candidate and the associate
teacher prior to practicum. The profile include
of teaching, and professional goals fiee current practicum. Teacher preparation programs are
encouraged to continue to develop new ways of communicating that resonate more effectively with
teacher candidates, associate teachers, and faculty advisors (e.g., facebook page, video link$ embedde
in brief email messages). In alignment with Cruess and Cruess (2006), we recommend teacher
preparation programs begin teaching professionalism explicitly, acknowledging there is a cognitive base

to the concept followed by opportunities to internalized¢bncept through experiential learning.
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Abstract
International advice on what teach®&rsicluding Canadian teachéshould know, believe, and be able
to do regarding environmental education (EE) were published as far back as 2005 in the guidelines and
recommendations of the UNESCO Chair on ReorientingAeraEducation to Address Sustainability.
In Ontario, Canada, this became manifest in one of the few Canadian provincial EE policy frameworks,
Acting Today, Shaping Tomorrowhough laudable, the framework provided minimal direction to
faculties of educabin on the development of initial teacher environmental educatieBE)Tcapacities.
This chapter presents an argument for the developmentiE I§apacities, utilizing a generic model of
| T capacity involving | T e xlppanttidularnhe ehaptencansiderse s 0
how IT-EE capacities may be described, identified, and cultivated within teacher education programs. It
also explores how FEE capacity may influence {EE programs, and how coordinated efforts at two
levels of actiod at the faculty level and beyond the facdltsnay help institutionalize FEE

capacities.
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I ni ti al Teacher Environment al Educati on

Faculties of Education?

During the Decade for Sustainable Education 22034, theUnited Nations Educational,
Scientific, and Cultural Organization (UNESCGEjled for a reorientation of teacher education to
address sustainabilificKeown & Hopkins, 2005). According to UNESCO (2012):

Sustainability is a paradigm for thinking abodtiture in which environmental, social

and economic considerations are balanced in the pursuit of development and an improved

quality of life. These three sphedesociety, environment and econoingre
intertwined. (p. 4)

TheOntario Ministry of Educationifte A Mi ni stryo) responded® with

(EE) policy frameworkActing Today, Shaping TomorrdgMinistry, 2009) that called for faculties of

education to help prepare K2 t eachers for EE. The Ontarsoo Col

recognized the role faculties of education play in preparing initial teddqtiErso teach the Ontario

curriculum, including EE. The theme of the Cana

2015 working conf er enc e,k sKWwwaTeacthCapatitids: Khawhedge,a 6 s
Beliefs, and Skillsprovided an opportunity for us to revisit issues related to these developments.

This chapter attempts to address three pertinent questiohghéa) T-EE capacities should
teacher education pragns instill in initial teachers? (b) How are theseElE capacities identified and
cultivated within such programs? (dpw do these capacities, developed by teachers during and after
their teacher education program, potentially impact such programshapkeiccomprisefour parts:

(a) an argument for the necessity ofHE capacities; (b) a model for describing and understanding IT

% We use the terranvironmental educatiofand its acronym EE) in this chapter becauserntost commonly used by the
Ministry (2009). We understand, however, that a variety of terms and expressions may be used in other cantexts (e.g
sustainability educatigrenvironmental athsustainability educatioreducaton for sustainable developmeand edcation

for sustainability

3 The adjectivednitial teacherandpre-serviceeducation are used synonymously in this chapterh@veadopted initial
teacher (IT) to align with the terminology of the call.
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EE capacities(c) an examination of how FEE capacities are identified and cultivated, and how they

potentially impact teacher education programs; and (d) a discussion of next steps.

The Necessity of IFEE Capacities

This section underscores the necessity for enhanchidElTapacities in Ontario faculties of
education, thereby setting the stage for an examination of the three questions discussed in the
i ntroducti on:EEWe adheasd rtiylme i fimgW@rathrequirernenttindTredusationa r g |
by (a) reemphasizing the current predicament of Earth; (b) appealing to educaieo@al instrument
to achieve sustainability reform; and (c) asserting the ethical responsibility of faculties of education to
prepare ITs to provide effective EE withini K2 schools. In making this argument, we wish to clarify
and assert the leadership role we play, as teacher educators, in enhaiidingalacity within
Ontariods faculties of education.

Before presenting our arg@mt, it is important to understand the relationship among faculties of
education and ot her elié&2sehaotssystermm Ih Ontaeoy IGsiaregran@dd a r |
bachelor of education degree and an Ontario Teacher Certificate upon successietiaomf a
universitybased, Collegaccredited IT education program. Thus, the College certifies ITs to teach in
t he pr oid2 sohoatsdngwo Kf three grade divisions: namely, priirjanyor (Ki Grade 6),
juniori intermediate (Grades10), or intemediaté senior (1S) (Gradesi42). Furthermore, the Ministry
creates curriculum for all KL2 subject areas, and the Ontario Ministry of Training, Colleges, and
Universities accredits all college and university programs, including IT preparation prograntisewi
provincebts faculties of education. The compl ex

and individuals to effect significant change in university IT education programsidriddducation.
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Arguing for the Necessity of IT-EE Capacity

How lucky we are to live on a planet that continues to support life. Bursting with a bewildering
diversity of life forms that feed, clothe, cure, inspire, and provide us with clean air and water, keep us
company and maintain the stable ecosystems inhwkécan live. Yet, in a few brief centuries we have
normalized a way of living that poses a threat to all life on Earth. An education system devoid of EE is
not only a product of this broken model of existence, but may be helping perpetuate it (McKeown &
Hopkins, 2005) . Since 2009, t hidg2ddhoalsi requining, byhas | e
l aw, that aill2 studehts i@ provadediwithdasic KE. Recognizing the precarious nature of
Earth and civilizatio especially on account of oliate change, biodiversity loss, air and water
pollution, resource depletion, ovpopulation, discrimination, violence, conflict, and war (United
Nations, 2014; Worldwatch, 201i®his legislation could not have come soon enough. These seemingly
intractablechallenges should not only be addressed in the contextld KE and ITEE but also in
programs focused on Indigenous education, plesed education, mindfulness education, and social
justice education. All of these programs require the developmestsehtial EE capacities eventually
enabl i ng TOndachers tmeffectivaly implement Ministry curriculum policy directives.

Education has the potential to be one of the most effective agents of change, especially if we can
reform the education stem in ways that prepare new generations with EE capacities needed to
transform our relationship with Earth (Apple, 1979; Giroux, 1981; McKeown & Hopkins, 2005; Orr,
2004; OO0Sullivan, 1999). Recognizing inhatute, many
transformative change can be particularly challenging to achieve (Greenwood, 2010; Orr, 2004).
However, if ITs are encouraged to adopt environmentalist perspectives, and implement new ideas and
pedagogies in their future classrooms, thentheyca ct as fiseeds o0 who fisowo

classrooms. Nevertheless, challenges persist.
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Among factors constraining work of faculty is a relative lack of support from those charged with
overseeing IT education. If ministries of education have not devetdpadEE requirements for the
school system, or do not emphasize or prioritize them, it is not surprising that faculty find it difficult to
provide space for EE in their programs. The Ministry EE policy document (Ministry, 2009) only
commi t s t ofaciltiesnoteducati@angoeaddress environmental education in thesepriee
curriculao (p.13) rather than requiring them to
exacerbated by College policy, which gives only cursory mention of EE amdgefesric statements
that may pass as informal efforts to include EE in IT education (College, n.d.). While Ontario (Ministry
and College) has made some gains in requiring EB IRkschools, the same cannot be said of
directives to support the development education of the provinces ITs. Faculties of education must
|l everage their unigue position in the preparat:
Ont a riildsiudent& One way this can be accomplished is by clearly acknowledgtg IT
capacities, advocating for them, and assuming |
faculties of education.

Research demonstrates that properly and competently educated and trained teachers are critical
to the education of children (Darlifgammond, 2012). We have an ethical responsibility, both on
grounds of the future of Earth and our mandate as IT educators to prepare future teachers for the task of
EE in Ki 12 schools. If we fail to assume responsibility or leadership for this, we kreatdrrain of
the fAunethical .o Again, faculties of education
require to educate a future generation of children, who in turn, need to know how to deal with complex

and urgent problems developing nend in the future.
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This section has underscored the necessity for enhancigg,l&nd has set the stage to examine
the three questions discussed earlier. Before t

status within oOprdgammst o6s | T educat.

Status of EE in Ontario IT Education Programs

Specifically, i1t may appear that EE is occur
in the majority of Ontariobs faculties 08 educa
Lin, 2002; Towler, 1981; Rioux, 19 7%&\Vcepra@mamsr ent |
occurs because of the passionate and dedicated efforts of a few committed faculty members (Inwood &
Jagger, 2014; Beckford, 2008; Lin, 2002). Thikla€IT-EE capacity presents us with a formidable
challenge that needs to be addressed before any meaningful enhancenid2 BEKprogramming. In
the next section, a model for building-HE capacities will be examined. The model will help describe

and wnderstand ITEE capacities.

A Model for Describing and Understanding IT-EE Capacities

A Model for IT -EE Capacities

This section introduces the reader to -BEn ada
capacities. It then addresses the first question: What initial teacher EE capacities should teacher
education programs instill?

Grant (2008) suggests successéacher education programs focus on developing IT capacities.
IT capacitiesconsist of two componentsxperiences/naturemdcompetenciegknowledge, skills, and
attitudes). We have interpreted this model through an illustration provided by Figasidally,

experiences/natures refers to academic aneagademic experiences ITs may have experienced prior to



IT education. For example, academic experiences might include those acquired whilst an undergraduate;
such as experiences students might daiough a servicéearning project. Nomacademic experiences

could be those acquired through family upbringing or extracurricular activities. Natures, academic or
nonacademic, may be defined as the personality traits ITs present with prior to IT education.
Competencies, by contrast, refer to the knowledge, skills, and dispositions acquired during IT education.
There is therefore, a temporal distinction between experiences/natures and competéticias,

former presenting prior to and the latter presenéfterlT education.

IT-EE IT-EE

Experiences/

D0=n o= =

Competencies

Figure 1: An EE capacities model consisting of experiences/natures and competencies.

Describing IT-EE Capacities: Experiences/natures and Competencies

It is deeply distressing to see the underprioritization of EE in Ministry and College policy and
accreditatiorguides. Worse still, this phenomenon appears to be the case across Canada (Karrow,
DiGiuseppe, Elliott, Gwekwerere, & Inwood, 2016). While specific IT education policy directives and
accreditation requirements can be viewed as modest and unassertiaektbisstringency may, by
allowing a broader scope for interpretation, act as a catalyst for change.

IT -EE experiences/natureCurrently, in Ontario, IT education program admission and
competency standards address EE only indirédfiwat all. Generallyadmission is based on a

combination of academic and nonacademic experie

% The extent to which experiences/natures and competencies can be obsersedssediithe third sectionAn
examination of how ITEE capacities are identified and cultivated
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assessed via the applicantds undergraduate GPA,

are assessed through a writexperience profile and, in some cases, personal interviews. The Table

summarizes IT education program admission protocols of four Ontario programs.

Table 1
Ontario IT Education Program Admission Protocols
FACULTY
A B C D
Experience |-Yes -Yes -Yes -Yes
Profile -Written -List of -List of experiences -Essay discussingaching
essay experiences anda reflection on | related experiences, insights
discussing and a written | challenges/insights| challenges, actions, and
two teaching | essay gained in teaching | learning, and discussion of a
related discussing the | or life experiences. | life experience showing
experiences | role of -The program openness/commitment/action
of at least 100 education in | favours towards equity in diverse
hours in society and commitment to classrooms, schools, and
duration. reasons for social justice, underserved communities.
wanting inclusivity, and
become a ethical
teacher. CONSCIiOUSNESS.
Academic Yes Yes Yes Yes
Transcript (2.7t 70% (2.7t 70% (2.7t 70%€72%) (3.3t 77%€79%)
(Minimum 72%) 72%) (10 best credits) (final year of undergrad)
GPAq (10 best (10 best
Percent) credits) credits)
Interview No No No No
Adjudicators | -Non -For primary | -University faculty | -Trangripts assessed by nen
academic junior member or senior | academic staff (Training is
admissions | applicants: administrator and | provided)
office staff sessional field reader (e.g. -Experience Profile assessed
-Training is instructors associate teacher, | by faculty and sessional
provided. -For school principal, or| instructors possessing
intermediate | school board graduate degrees (Training is
senior employee). provided)
applicants: -Training is
non-academic | provided.

> At the time of this writing, a provincial study was completed examining admission criteria across Ontario faculties of
education. See Holden (2016).
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office staff.
-Training is
provided.
Adjudication | -GPA (50%) | -GPA (70%) GPA (50%) GPA (23%)
-Experience | -Experience -Experience Profile| Experience Profile (55%)
Profile (50%) | Profile (30%) | (50%) References (22%)
Special -Aboriginal -Aboriginal -Aboriginal - Ethnic diversity
Consideration -Visible -Visible -Visible minorities | - Cultural diversity
minorities minorities -Disability - Social diversity
-Disability -Disability - gender, i.e., males intereste
in Primary teaching; females
interested in nortraditional
subject areas

All four programs (Table) assess applicamitability through a combination of previous
academic experiences (undergraduate transcript/GPA) and they assess personal/professional experience
through experience profiles involving written statements/reflections/eSsagdl. cases, the minimum
(cutoff) GPA was 2.7 (70%72%). None of the programs required applicant interviews, and all gave
special consideration to Indigenous applicants, visible minorities, and applicants with disabilities.
Interestingly, within the experience profile of Faculty Derlhwas a specific allowance involving
gender, with males interested in primary teaching and females interestedtradibanal subject areas
(e.g., physics), being accommodated further. In all cases, those assessing profiles were given specific
training for the task (see the Table for academic vs-at@demic assignment of said task). Admission
decisions were based on a proportional reckoning of overall undergraduate GPA and experience profile
results.

In none of the admission processes summarizdtkeif éble, is there specific reference to EE in

the assessment of undergraduate academic experiences (courses taken / programs / degrees pursued) o

6 whet her €

to t

as to
criteria

revi ewer
explicit

one
i'sS no

I n
EE, 0O

response
t o our

to the query of
knowl edge there
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the applicantsd personal / professional experienc
protocols &vouring applicants demonstrating experiences or commitments to equity and social justice.
Also, some programs instruct adjudicators to identify and favour applicants with significant academic or
nonacademic experiences in subject areas where therensasteated shortage of teachers, such as
elementary science and mathematics. Nevertheless, in all of the programs, applicants have an
opportunity to include environmenglated experiences in their experience profiles, although without
prompting or expresgreferential treatment.

The lack of any preferential consideration for IT education program applicants with significant
EE-related academic and nacademic experiences hinders admittance of applicants showing
commitment and promise as developing EEléza. While the current situation does not bode well for
helping to build ITEE capacities, it stresses the need for faculties of education to design and implement
IT education programs that help develop competencies leading to robust and enduring EEscapac

In one of the four faculties of education there is currently a review of the academic and non
academic admission criteria. As we have arguedElrequires unique capacities in the form of
experiences/natures and competencies. Opportunitied@xadl institutions to advocate changes that
would allow applicants to selflentify as possessing necessary academic andceemic EE
experiences/natures for which they could receive recognition or preferential treatment. On the academic
side of adjuctation, if EE was deemed a teachable subject by the Ministry and College, then applicants
holding EErelated degrees would be motivated to apply. On theacademic side of adjudication, EE
related experiences/natures gained through family or extradauride experiences working with
children while demonstrating leadership, instructional, or programming responsibilities could be
targeted initiatives. Experience profiles that IT applicants are required to complete could provide

opportunity for seldedaration, and adjudicators could review them preferentially. Given the dearth of
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EE teachers and leaders in OntaridlK schools (Fazio & Karrow, 2012), the fact that EE is
recommended by Ministry (2009) and is part of the recognized Ontario curriculdleg&m.d.), the
targeted selection of future EE teachers is reasonable, necessary, and lahgeover

IT -EE competenciesHaving explored how IT candidate experiences/natures might contribute
to the development of FEE capacities, we now consider theelepment of ITEE competencies. T
EE competencies can be better understood through a framework provigsanimg for the Future:
Competences in Education for Sustainable Develop(NECE, 2012) (Figure 2)ntroduced by
Delors (1996) and summarizégt UNESCO (2012), this framework is internationally recognized.

A framework for IT- EE competenciedJNECE (2011) identifies three essential characteristics
of EE: a holistic approachwhich seeks integrative thinking and practieeyisioning changeavhich
explores alternative futures, learns from the past, and inspires engagement in theguieisemnig
transformation which serves to change the way people learn and the systems that support learning (p.
12). Clustering competencies within the foliagy framework can address these characteristics:

A Learning to know: Understanding the challenges we face locally and globally, and the
role that education can play.

A Learning to do: Developing practical skills and action competencies in relation to
education for sustainable development, including the ability to communicate a sense of
urgency for change but also inspire hope.

A Learning to live together: The importance of partnership, and concepts such as
interdependence, pluralism, mutual understagydamd peace. This includes the ability to
challenge unsustainable practices across educational systems.

A Learning to be: Personal attributes such as autonomy, judgment, and personal
responsibility in relation to sustainability.
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Figure 2: A framework for I'EE competencies. The competencies for educators in education for
sustainable development. Reprinted froearningfor the Future: Competences in Education for
Sustainable DevelopmetdNECE, 2012, Retrieved October 24, 2016, from
http://www.unece.org/env/esd/Sixth%20Meeting/Learning%20for%20the%20Future_%20Competences
%20for%20Educators%20in%20ESD/ECE_CEP_AC13 2011 6%20COMPETENCES%2QEN.pdf
Copyright 2012 by UNECE. Reprinted with permission.
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