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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 2007 by then president 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 of teacher education. 

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 encourage cross-institutional collaboration and in an 

attempt to build a corpus of research 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 an innovative approach to promoting collaboration and 

scholarship in Canadian teacher education. They are held every 2 years (although initially they were 

held annually) by a Canadian university who has volunteered to host, are open to academics and 

graduate students, 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 presenting his or her work and then hosts the subsequent discussion, all 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 organizer and book editors. The books are published approximately 1 year after each 

working conference and to date have resulted in the following volumes: 

Á Field Experiences in the Context of Reform of Canadian Teacher Education Programs 

(Falkenberg & Smits, 2010) 
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Á The Question of Evidence in Research in Teacher Education in the Context of Teacher 

Education Program Review in Canada (Falkenberg & Smits, 2011) 

 

Á What is Canadian about Teacher Education in Canada? Multiple Perspectives on 

Canadian Teacher Education in the Twenty-First Century (Thomas, 2013) 

 

Á Becoming Teacher: Sites for Teacher Development in Canadian Teacher Education 

(Thomas, 2014) 

 

Á Change and Progress in Canadian Teacher Education: Research on Recent Innovations 

in Teacher Preparation in Canada (Thomas & 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 Toronto in the fall of 2015. The theme of the conference was 

What Should Canadaôs Teachers Know? Teacher Capacities: Knowledge, Beliefs, and Skills, and 

participants were asked to submit a chapter proposal focused on one of the four sub-questions derived 

from the theme. These four questions have gone on to become the sections of this book and thus the 

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 developmental whole 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 

that are destined to work in a wide variety of contexts, and thus must find ways to allow individuals to 

engage personally with what is offered while maintaining more general program-wide experiences and 

certification requirements. So what do teacher education institutions intend for their students to learn 

within the boundaries of their programs? Even finding language to describe what we want education 
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students to learn can be problematic, as this language often 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 capacity is often used to convey a definitive quality that can be ticked off and assessed (e.g., 

ñyou have mastered 60% of the curriculum, and can perform these 5 skills . . .ò), Grant suggests that 

teacher development is more complex and depends heavily on getting students to engage with what have 

been labelled as social justice experiences and conversations. We were intrigued by the duality that 

Grant presents: that teaching and teachers are composites of societal expectation or norms (derived from 

at least three Western historical precedents that he discusses), all the while being encouraged to be 

something more enlightened and just. As teacher educators, on the one hand we must find the balance 

between the broad-strokes expectations of our school systems and the certification process, and on the 

other hand finding contextually specific ways for each individual to become the best teacher they can be. 

Further complicating 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 faculties; and those features will continue to evolve after they 

graduate. Many models of teacher education (Canadian and international) acknowledge that teachers 

will continue to grow as professionals after they graduate (e.g., Caena, 2014; An Chomhairle 

Mhúinteoireachta/The Teaching Council, 2011) and that their prior knowledge and experiences are 

significant factors in their development as teachers (Russell, 2009; Dulude Lay, Pinnegar, Reed, Young 

Wheeler, & Wilkes, 2005; Falkenberg, 2010; Richardson, 2003; Lortie, 1975). Teacher educators are no 

longer operating and working within programs that assume teacher candidates are tabula rasa when 

beginning and polished and perfected teachers when they graduate. 
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 Much like K. Grant (2015) we believe that teacher education is not the pursuit or creation of an 

idealized and ubiquitous good teacher, despite the checklists, inventories, and stereotypes available in 

the literature and media. It is a conversational and contested space, in which we engage teacher 

candidates who come to us with a wide array of school and interpersonal experiences and offer them 

venues, time, and activities that allow them to grow individually and contextually. Every student, grade 

level, subject, classroom, school, and community is different, and a one-size-fits-all program model does 

not prepare teachers for this contextual variability, even if it provides teachers with broad-strokes 

capacity. Yet, we work within institutions governed by policy and generalized certification 

requirements; we work in large classes 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 contextualize the experience for the 

individual.  

Our programs have structures, emphases, and rhythms, but the chapters in this book suggest that 

our purposes as teacher educators are becoming more complex than the traditional transference of school 

norms so that our graduates 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, beliefs, and skills) they intend for their students to have as they send them out into the 

world of education, and 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, 

contextual, and contested 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 

inquiry as to what Canadaôs teachers should know. The 21 chapters that form this volume are divided 

according to their consideration of one of four focus questions examining a) the impact of globalization 

on the teacher capacities in Canada; b) how capacities are developed and influenced during and after 

teacher education programs; c) how teacher education programs measure capacities and are held 

accountable for the development of these capacities; and d) how these capacities may or may not serve 

the needs of a diverse student body. The chapters are not evenly distributed across parts of the book but 

are grouped in order according to the questions addressed.  

Part I of the book examines the question, How does the global teacher education context 

influence what capacities Canadian teachers are expected to develop? In Chapter 1 a group of 

researchers from New BrunswickðAmanda Lagace, Marcea Ingersoll, Mark Hirschkorn, and Alan 

Searsðcollaborate with Grace McCallum from the Canadian International School of Beijing to address 

the impact of globalization on education both in terms of the increased diversity of classrooms within 

Canada and the movement of Canadian teachers to contexts beyond our borders. In Chapter 2, Diana 

Petrarca and Julian Kitchen continue to examine teacher education as a contested space in the Canadian 

context, providing a framework for mapping teacher education programs to allow deeper comparison 

and further research as to the impact of components and practices. Following this call for examination of 

teacher education programs, in Chapter 3 Kim Koh, Jennifer Lock, B. Paris, and 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 II is the largest section of the book and addresses how essential capacities for new teachers 

are identified and cultivated within teacher education programs and how the capacities that are 
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developed by teachers prior to and following their education programs influence the education 

program. Authors responding to these foci included examination of variables that impact educators both 

in pre-service teacher preparation and in current practice. The first of five chapters in Part II address 

varied components of teacher education across several provinces including teacher capacities, teacher 

professionalism, environmental education capacities, innovative practica, and critical capacities for 

thinking with theory. An overview of research-informed and adaptive teacher education is examined in 

Chapter 4 by Jim Brandon, Sharon Friesen, Dianne Gereluk, and Jodi Nickel using the Association of 

Alberta Deans of Educationôs five principles of effective teaching. Nipissing researchers Glenda Black, 

Kurt Clausen, and Barbara Olmsted are the authors of Chapter 5 and use a case study to examine 

ñprofessionalism in teaching,ò including interviews with associate teachers, faculty members, and a 

Dean. Teacher capacities specific to Environmental Education and their role in Ontario Faculties of 

Education are examined by Doug Karrow, Xavier Fazio, Maurice DiGiuseppe, Paul Elliott, Hilary 

Inwood, and David Greenwood in Chapter 6 with a generic model of initial teacher capacity including 

ñexperiences/naturesò and ñcompetencies.ò In Chapter 7 Patricia Danyluk and Amy Burns examine 

teacher capacities for 21st-century learning through experiential learning as part of a practicum 

experience on a housing construction site. A theoretical approach to pre-service teacher capacity based 

on Bourdieuôs social field theory is described in Chapter 8 by Kathleen Nolan and Jennifer Tupper. 

The last four chapters in Part II examine in-service teacher capacity using case studies, surveys, 

interviews, and focus groups in various contexts and disciplines. In chapter 9 Jennifer Mitton-Kükner 

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 10 continues in the context of beginning teachers as Lynn Driedger-Enns, 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 know her children, 

herself, and the tensions she experiences as her personal and professional knowledge landscapes collide. 

The rural context, as a particular teaching experience, and its impact on pre-service teacher education 

programs is explored by Lynn Lemisko, Laurie Hellsten, and Carol Demchuk-Kosolofski from the 

University of Saskatchewan and the Prairie Spirit School Division in Chapter 11. The final chapter of 

Part II, Chapter 12, written by Alexandre Mesquita and Lynn Thomas, addresses gaps in teacher 

capacity, 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 III addresses measurement and accountability with regards to teacher 

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 why this part of the book drew only two 

chapters. In Chapter 13 Victorina Baxan, Karen Ragoonaden, and Awneet Sivia tackle the question of 

the development of teacher education candidateôs conceptualization of diversity. Gladys Sterenberg, 

David Dillon, and Kevin OôConnor in Chapter 14 look to the practicum portion of their program to 

address shortcomings of most teacher education programs through a ñpractice-and-theoryò approach of 

integrating the knowledge, dispositions, and practical teaching of candidates, focusing on the evaluation 

of teacher capacity. 

Part IV addresses the fourth focus of whether our current Canadian teacher education graduates 

have the capacities to meet the needs of students with regards to emerging technologies and the 

increasing diversity of Kï12 classrooms. The 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 students. Chapter 15, by 

Mary Jane Harkins and Zhanna Barchuk, explores the use of Universal Design for Learning (UDL) as a 



 

 
 

14 

framework for teaching an increasingly, technologically immersed student population. Chapter 16 shifts 

the focus to how knowledge, skills, and attitudes are defined as capacities for teachers in this 21st-

century learning 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 marginalized students are 

influencing the capacities that new teachers need. In Chapter 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 diversity. In 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 pre-service and in-service teachers are able to respond meaningfully to the 

needs of marginalized students. Clea Schmidt and Antoinette Gagne, in Chapter 19, delineate four 

critical assignments implemented in their radical teacher education practice that is based on pedagogy 

that affirms the diversity inherent in multilingual schools. In Chapter 20, Scott Douglas furthers the 

discussion of language diversity and its impact on teacher capacities with a 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 learning. Nan Stevens and Kim Calder-

Stegemann present the benefits of sensory regulation methods 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 education institutions 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 a one-model-fits-all mentality prevailing in 
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Canadian teacher education, rather, 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 of how Canadian teacher 

educators seek to prepare teachers, what they value and believe integral to the development of teachers. 

As editors, we are buoyed by the potential discussed in this book, by the response of the authors to the 

current landscape of education in 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 descriptions that perhaps 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 question in the title of this 

bookðWhat should Canadaôs teachers know?ðdifferently. But it has been fascinating for 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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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 variety of contexts. 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 focuses on two interrelated questions: What competencies do teachers need to teach successfully 

internationally? And, how might those competencies be addressed in teacher education? Participantsô 

responses to interview questions were analyzed by our research team 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 particular (Chong et al., 2016; Harber, 2014; Hargreaves & 

Shirley, 2012; Reid, Gill, & Sears, 2010). Sahlberg (2011), for example, 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 impactedðor infectedð

education systems around the world and includes five key elements: ñstandardization,ò ñincreased focus 

on core subjects,ò ñprescribed curriculum,ò and ñtransfer of models from the corporate worldò (pp. 100ï

101).  

In addition to the international transfer of ideas and policies, a central feature 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 diverse 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 pursuing a variety of international 

teaching options. Common avenues for entry into the global teaching arena include positions as English 

language teachers (ELTs) in South Korea, overseas-trained teachers (OTTs) in England, and classroom 

teaching positions at international 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 them would add greatly 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. Their Accord on the Internationalization of Education (Association of Canadian 

Deans of Education, 2014) addresses 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 programs. International teaching practicum options, 

program tracks, elective courses, and service learning opportunities are available at many of Canadaôs 

51 teacher education programs (Larsen, 2016). Program model design and delivery occurs at the 

individual university level, but initial teacher education (ITE) programs are guided by provincial 

guidelines and international education is generally seen as a ñuniqueò or alternative offering (Gambhir, 

Broad, Evans, & Gaskell, 2008, p. 11; Harkins & Barchuk, 2015). A national study published in 2008 

concluded, ñThe majority of ITE programs at faculties of education focus on preparing teachers for the 

Kindergarten to Grade 12 school systemò in Canada (Gambhir et al., 2008, p. 10). This corresponds with 

recent international research 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 might be that 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 collection is, What should Canadaôs teachers know? This chapter 

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 taking 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 designed the pilot study reported on in this 



 

 
 

22 

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 Southeast Asia. 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 more effective 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 number of 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; self-efficacy and international schools; 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 demand (Keeling, 

2013; Kellet, 2015). The disruptive element of teacher turnover is well-established in the literature on 

effective schools (Ingersoll, 2001; Ronfeldt, Lankford, Loeb, & Wycoff, 2013). Continuity and high 

morale are associated with schools that have low turnover rates, and the economic impact of teacher 

turnover is 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 depart from the 
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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 (Odland & Ruzicka, 2009) have been found to play a role. In 

an early study of why good teachers might decide to stay beyond their initial two-year contracts, 

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

practical guidelines for effective recruitment and retention of quality educators. Four main profiles 

emerged in Hardmanôs study: (a) childless career professionals, (b) mavericks, (c) career professionals 

with family, and (d) senior teachers. 

  

International E ducator Adjustment in National Public Schools 

A sense of well-being in oneôs personal and professional lives is important to the successful 

completion and potential renewal of any employment contract. For teachers moving to another country, 

establishing a sense of well-being early on is important. In studies of other expatriate groups, 

adjustment, or ñthe personôs ability to function effectively, personally and vocationally, in the new 

environment,ò as well as culture shock have been factors considered in the failure of expatriate 

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 reported (von 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, England recruits teachers from 

abroad to staff classrooms in its national education system (Maylor, Hutchings, James, Menter, & Smart, 

2006) . There is limited research on these overseas-trained teachers (OTTs), and specific empirical 
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research on Canadian teachers in England is either not available or not easily found. Miller (2008) 

highlights the vast numbers of OTTs being recruited and deployed in Englandôs schools, but the lack of 

support for their integration into the schools and English society. According to Miller, there were an 

estimated 43,000 OTTs, but ñneither the Department for Education and Skills (DfES) nor the Training 

and Development Agency for Schools knows the current numbers of OTTs working in Englandò 

(p.281). In Millerôs argument for a model of integration to support OTTs, he notes that ñOTTs are as 

good as the support they receiveò (p. 283) and that the ñUK has not adapted to OTTs well, and some 

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

 

Self-Efficacy and International Schools 

There is research to suggest that self-efficacy 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 and 41 teachers at 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 between international 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 the locus of control and self-

efficacy of international teachers. Other studies, such as Bunnellôs (2005) work on positive career 

metaphors and the international school teacher, also point to self-efficacy as a potential characteristic of 

teachers who remain overseas following an initial contract. Participants in his study reported positive 

career metaphors that emphasize the journeying nature of their international careers, with comments 

such as ñIôm following a path,ò ñIôm following a goal,ò and ñIôm on courseò being dominant metaphors 
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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 self-efficacy is perhaps a key characteristic of successful international educators.  

 

International Teacher Competencies 

While self-efficacy and flexibility may be desired characteristics of teachers who go abroad, 

what are the specific competencies that administrators and schools 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, although there is debate 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 

educators who are a good ñfitò into the international teaching lifestyle (Joslin, 2002). One researcher 

offers the following acronym for identifying qualities that underscore a good fit: 

M  Mental flexibility to reframe fields of reference 

E Ethnorelativist view of the world 

A Awareness of oneôs own cultural heritage 

S Sensitivity to different cultures 

U Understanding of the nature of the range of international schools 

R Respect for other cultures (not just tolerance) 

E Emotional balance 

U Understanding of education in an international context 

P Professional/technical expertise 

       (Joslin, 2002, p. 52) 

 

Another characteristic purported to be necessary for teachers in an increasingly intercultural 

world is global-mindedness or international-mindedness (Duckworth, Levy & Levy, 2005; Hayden & 

Thompson, 2011; Hill, 2015; Zhao, 2010). In a study of 90 pre-service and in-service international 

educators, internationally or globally minded teachers were defined as those who ñpossess an ecological 



 

 
 

26 

world view, believe in the unity of humankind and the interdependence of humanity, support universal 

human rights, have loyalties that extend beyond national borders, and are futuristsò (Hett, as quoted in 

Duckworth et al., 2005, p. 280). Strongly homogenous views of international-mindedness were found 

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 Europe, Africa, South America, India, Asia, and 

Australia. Views of international-mindedness remained stable across all demographic groups.  

The language of instruction in international schools is English, and the expectation of 

stakeholders is that teachers will have native or near-native fluency in English (Canterford, 2003; Fail, 

2011). In sourcing teachers from predominantly Anglo-Western nations (Garton, 2002) international 

schools are on one level hiring teachers with native speaker fluency. On another level, they may 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, 

liberal-humanist, student-centred, 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 teacher preparation programs 

intent on preparing globally competent educators: 

1. Coursework specific to a particular region, culture, or issue 

2. Intercultural competence  

3. Second language acquisition and the role of language and power 

4. Multilingualism 

5. Culturally responsive pedagogical skills 

6. Field experiences that are in-depth and cross-cultural 

7. Formative and summative assessments evaluating global competence 

8. Teacher inquiry and research into diverse contexts, pedagogies, and discourses  
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(pp. 280ï281). 

 

For universities 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, interculturally competent, 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. 

306ï307)    

 

Considering the characteristics of excellent teachers is insufficient, and research and teacher education 

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

to teach any group of students in any region (Zhao, 2010: Duckworth 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 questions about 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 opportunities. 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 phenomenon by adding courses 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 relatively small 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 particularly the ones with 

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 research questions:  

1. What competencies do teachers need to teach internationally?  

2. How might those competencies be addressed in initial teacher education and in-service 

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 an international 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 participants.  

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 careers in international 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 

coaches for teachers.  

Each participant engaged in a semi-structured 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 transcript 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 study. Dale (1976) defines an 

utterance as ña verbal manifestation that conveys a meaning or evidence of understandingò (p.7). 

Repeating or recurring points of view or ideas were identified in 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 

emerge. Following 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 findings for the study.  

 

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 a set 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 findings fit with 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, and 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 internal differences within the cohorts. It is to say that there was a high degree of consistency in 
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participantsô experiences and feelings within each cohort, and some very significant differences between 

the two cohorts that created a pronounced distinction between them. The particular context of each 

cohort played an important role in shaping the teachersô experiences and their feelings about 

international teaching. This will be obvious in our discussion of the other themes, but we will offer one 

example here by way of illustration: the participantsô views of teacher professionalism in the two 

contexts. 

 Those who taught in the English context felt largely stripped of their professionalism, what many 

educational scholars have referred to as ñdeskilling.ò Virtually all of the participants spoke of how 

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. Colin,
1
 for example, found 

the curriculum 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 experience in Canada (in addition to his ITE practicum) and 

felt teachers there had much more professional autonomy vis-à-vis the curriculum. Brian expressed this 

lack of professional autonomy most strongly: 

It was, kind of a double-edged sword, they view, they want you to act extremely 

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

wasnôt working a career, but I was working a job. . . . 

 

I was their cognitive machine. Rather than actually being a professional that was hired for 

my own unique approaches and my own unique ideas. It was ñwe have someone who 

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

 

This feeling of being de-professionalized was common across the England cohort. 

 The international school participants, however, spoke of the high degree of professionalism 

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

                                                           
1
 All names are pseudonyms.  
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requirements of the International Baccalaureate (IB) curriculum with those of the New Brunswick 

curriculum (the school offered an NB graduation certificate), dealing with highly engaged parents from 

a number of national and cultural origins, designing high-level, inquiry-based instructional plans, and 

other aspects of their work. While teachers from 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 responsibility 

in their setting. This responsibility was often shared with colleagues, but the definite sense was that it 

was the teachersô initiative that was important, not that of outside authorities. Beth, for example, put it 

this way: 

You really have to be willing to challenge your thinking, change your practice every year. 

I 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 

goes well. You are like oh, it was so great this year, I canôt wait to do it again next year. 

Thatôs not really the best practice in an international setting. 

 

Discourse about high-levelðor bestðprofessional practice in a range of areas such as planning, 

pedagogy, assessment, 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 debated contrasting views of teachers ranging from 

seeing them as relatively low-skilled implementers of policies and practices developed by others, to 

highly skilled and relatively autonomous intellectual workers (Apple, 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 scholars (Cunningham, 2012; Dale, 1989). These issues are dealt with regularly in so-called 

foundations courses in ITE programs, but none of the teachers in this study seemed aware of those larger 
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debates that might help them understand and contextualize their own experiences. Ironically, it is exactly 

those foundationsðor more ñtheoreticalòðcourses that are often 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 historical and contemporary socio-cultural 

phenomena for successful transition to international teaching might be used to enhance candidatesô 

appreciation for this area of study.  

 These two very different takes on the professionalism required by international teachers 

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 consideration for ITE 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 participants from each group were pushed to 

look internationally by a perceived lack of jobs in Canada. Colin, for example, figured that working 

internationally might give him a leg up in the competition for scarce Canadian jobs: 

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

hands on classroom experience. So I thought 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 England group, international teaching was not a life plan but rather something 

they fell into. We were struck by the general 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 valued it there were few 

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 work 

internationally. Becky said she would have preferred to remain in Canada and be closer to family ñbut 

thereôs no opportunities anymore.ò  Anna had done an international internship during her ITE, which 

should be indicative of an interest in international work, but even she spoke of the push factor of lack of 

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 international teaching 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 to moving 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 a full-time, 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 an external (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. Consistent with the 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 several of 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 considerable internal 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, found one she thinks is ñthe 

best school in the South East,ò and has been very successful. She has been in England seven years and 

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 control among 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 new cultural 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 group the challenges seemed to be of two general types: logistical 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 was available with these things. 

Professional challenges separated into several categories: system-wide challenges, school 

challenges, and student challenges. Virtually all of these participants found elements of the national 

system challenging and constraining. Many 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 autonomy when it came 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 within the country was also a challenge with many of these participants ending up, 

for at least part of their practice, in ñdifficultò schools in high migrant, low SES areas.  

There were also related challenges particular to individual teachers or schools. One of these is 

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 education specialist with a minor in science, felt particularly duped: 

I think like to mislead me and get me there they said ñoh yeah youôll teach Phys Ed and 

Scienceò and then itôs like oh youôre going to teach all Science and then youôll have an 

after school soccer program with 70 kids.  

 

There was a general feeling that the culture of teacherïstudent relationship is much different than 

in Canada. English students were perceived by this group to be significantly more difficult to work with 

than Canadian students. 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. Chloe 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 English system and know it well. 

The China participants responded to the issue of challenges very differently. For example, no one 

mentioned basic logisticsðfinding housing, setting up banking, learning transportation systemsðas a 

big challenge, as the schools helped with 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 students in the different 

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 as a challenge for 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 best of compensation 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 demonstrate that they have both high 

quality 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 focused on learning the IB 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 thatôs very low level. To adapt yourself, within an 

hour of one class, to another, to sort of switch to that, Iôm finding that professionally a 

challenge this year. 
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As we discussed above, Miller (2008) points out that in the English context ñOTTs are as good 

as the support they receiveò (p. 283). The participants in this study report almost no support in 

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 without 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 beyond the scope of 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 allow, even 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 

For the most part, both groups of teachers emphasized generic and what might be called ñsoft 

skillò competencies for international teachers: adaptability, open mindedness, willingness to change, 

ability to collaborate, and being able to deal positively with critical feedback. 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 critical feedback described as common in England.  

These generic teacher qualities were supplemented by some more focused professional 

knowledge and skills, such as cross-cultural competence, knowledge of different approaches to 

assessment, ability to teach in a 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 of different systems 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 

professional aptitudes such as ñunderstanding of education in an international contextò (Joslin 2002, p. 

52) and ñculturally responsive pedagogical skillsò (Levy & Fox, 2015, p. 280-281). We have folded the 

implications drawn from this theme into the discussion of preparation 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 themes we 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 Sophia who said, ñI learned nothing.ò  Overall, 

however, these participants 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, ñItôs boots on the ground. Thatôs what it is. Itôs boots on the ground. The only 

way to actually become a better teacher is to stand in front of a room of kids. . . .ò 

In general they felt the same way when asked about what programs might do to better prepare 

teachers for going overseas. Most were 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 every possible context, so the 
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best thing to do is to provide a general preparation for teaching, and then it is the teachersô responsibility 

to find out about the specific context to which they were goingðin her case, England. 

One participant from this group, Sabrina, 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 only other 

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 those engaged 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 here specifically mentioned work on assessment and cooperative learning approaches as 

areas of their ITE programs that helped prepare them. Jennifer said it most strongly, stating, ñI definitely 

give a lot of value from the things I learned in my course at my university.ò When pushed to be more 

specific, she went on: 

Itôs hard to say, over all, but what I remember the most clearest, I guess, it what Iôve 

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 in 

Northern Canada, so still in a very different environment. I guess I didnôt feel 

disconnected from . . . Nothing that I did in university couldnôt transfer, I guess, over 

here. . . .  

 

The one participant from this group who spoke quite negatively about her ITE 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, however, is 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 participants mentioned specific things: identify different approaches to teaching, learning, and 

curricula, in particular those related to international curricula such as IB; cover material related to 

teaching in a second language environment; work on developing cross cultural competencies; and, 

improve technological competence. Beth was the most specific, emphasizing attention to specific 

teaching strategies such as inquiry based teaching, trans-disciplinary teaching, and concept-based 

learning. A number of participants mentioned the potential value of international practicuma as part of 

ITE. 

In considering the findings in this section and the previous one on competencies, a number of 

questions occur to us for ITE programs. First, we note that the general disparagement of classroom or 

ñtheoreticalò components of ITE expressed by the England cohort is consistent with much of the 

literature in the field. There is a considerable irony here, however. The participants from this cohort 

knew nothing about the English context before 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 teachers found most 

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 beneficial to these 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. University instructors 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 examples for presenting 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 challenges, 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 of curricular 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 IB approaches to teaching and learning or English 

policy and practice in the area of 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 education, and with students 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 down the 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. One of the 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 socio-cultural and policy context. They were often quite 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 
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Canadian administrators where the 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 and other limitations, including the 

fact we relied exclusively on self-reports 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 teachers, 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 previous findings and 

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

 

 

Table 1  

Key Questions/Considerations for ITE Programs 

1. Do the ófoundationsô of education have enhanced relevance in the preparation of 

teachers for international work?  

2. Can ITE programs provide both generic and context specific elements in 

preparing teachers for a variety of possible international teaching opportunities?  

3. Do ITE programs have a responsibility to provide an accurate sense of the job 

market in Canada and elsewhere? 

4. Can ITE programs foster a heightened sense of internal locus of control among 

students, particularly with regard to professional issues?   

5. Do Canadian ITE programs have any responsibility to provide information about 

particular issues and challenges related to teaching in specific international 

contexts? If so, how can this responsibility be enacted in a pragmatic fashion? 

6. How can ITE programs introduce an international comparative perspective on 

policy and practice in education in ways that seem relevant to teacher candidates? 

7. How can ITE programs prepare candidates to deal with both Canadian and 

international approaches to educational policy and practice? What is the 

appropriate balance between Canadian (or provincial) and international examples? 
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8. What elements of preparation for teaching internationally are particularly relevant 

to the Canadian or local context?  How can attention to these contexts 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 different from oneôs own orientation to the profession, or 

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. It strikes 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 preparing teachers 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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Abstract 

This chapter describes the Practice, Theory, and Reflection (PTR) Model, a three-dimensional 

conceptual model created to serve as a framework to situate initial teacher education programs and 

practices.  The model is intended to provide teacher educators and researchers 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 developed and implemented.  The chapter provides a rationale for each continuum and 

considers how it may be used within the ITE context.  For illustrative purposes, the PTR framework is 

employed to describe one ITE programôs structure, courses, and practice.  The inherent challenges and 

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; Darling-Hammond & Sykes, 1999). Similar challenges internationally 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 teacher preparation outside the university setting. Over the past 2 years, for a chapter in 

International Handbook of Teacher Education (Loughran & Hamilton, 2016), we have studied 

numerous programs across the globe to identify interesting and innovative approaches to 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 lack of detailed 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 of Canadian Teacher Education Research: Initial Teacher Education (Falkenberg, 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 of information located 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 in Ontario (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 information on 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 information remains sparse; Falkenbergôs (2015) 

handbook and CATE working conference (http://www.csse-scee.ca/associations/about/cate-acfe) 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 convey the range and complexity of programs in the country. Such 

baseline informationðin the form of in-depth documentation of program visions, course offerings, 

hours, practica, and other elementsðwould 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 gathering 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 determine by perusing 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. More in-depth 

documentation of course offerings, how key themes are handled, and practica structure would serve the 

academic field of education well. Hirschkorn, Sears, and Lemisko (2016) proposed a central repository 

of information located on a central and neutral website with similar fields and nomenclature simply for 

information (and non-evaluative) purposes, which could provide clarity for those seeking to understand 

and draw lessons from teacher education programs.  

http://www.csse-scee.ca/associations/about/cate-acfe
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We are not suggesting that faculties of education homogenize their programs or monitor 

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, by highlighting 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 positioning approaches to teacher education. This 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 question, we suggest 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 guided by three key questions asked by Feiman-Nemser (2001), which continue to 

challenge teacher educators 15 years later: 

(a) What are the central tasks of teacher learning in the early stages of learning to 

teach? 

(b) How well do conventional arrangements for teacher preparation, new teacher 

induction, and early professional development address these central tasks . . . ? 

(c)     What are some promising programs and practices that promote reform-minded 

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, 2008). Our model is a means towards answering Feiman-

Nemserôs third question by identifying a range of teacher education programs and practices with a view 

to understanding their qualities rather than attempting to assess their relative merits. 

While there may be merit to aspiring to high degrees of each component, Feiman-Nemser (2001) 

reminds us that many programs have weak relationships between courses and field experiences, offer 

fragmented pedagogy and limited subject matter knowledge, lack teacher educators who practice what 

they preach, fail to link theory to practice, and do not ñcultivate habits of analysis and reflection through 

focused observation, child analysis, analysis of cases, microteaching, and other laboratory experiencesò 

(p. 1020). As Kosnik and Beck (2011) eloquently state, teacher educators ñoften try to do too muchò by 

covering ñthe waterfront in almost every subjectò leaving teacher candidates ñinundated with so much 

information that they have a difficult time organizing it both conceptually and physicallyò (p. 2).  

 

A Three-Dimensional Model of Teacher Education 

We developed a three-dimensional model consisting of theory-, practice-, and reflection-oriented 

continua as a framework to situate initial teacher education (ITE) programs and practices 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 programs with theory, practice, and reflection. In the context of this model, 

practice refers largely to the practical application of knowledge and skills within the school settings. The 

term theory is used broadly to refer the content of teacher education courses, including subject matter, 

pedagogy, human development, foundations of education and the social context of education. Reflection 

refers to the complex, active, and intentional meaning-making activities, rather than ñeverything that, as 

we say, is óin our headsô or that ógoes through our mindsôò (Dewey, 1933, p. 2).  
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In this chapter, we apply the model to a key cluster of courses at one faculty of education. 

 

 

 

 

 

 

 

 

Figure 1. The PTR three-dimensional model consisting of theory-, practice-, and reflection-oriented 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 of theoria (contemplation about truths), poiesis (making-action), or praxis (doing-

action) (Carr & Kemmis, 1986). Kitchen and Petrarca (2016) write: 

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 include the 

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, subject-specific course content, human learning and 

development, pedagogical principles, and social and cultural contexts (Darling-Hammond 
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& Baratz-Snowden, 2007), as well as pedagogical principles. Redman and Rodrigues 

(2014) described the ñtheoretical modelò as focused on the science of learning how to 

teach. This is consistent with Zeichnerôs (1983) behaviourist and Feiman-Nemserôs 

(1990) academic and technological teacher education paradigms. Understanding and 

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

154) 

 

Theoretical 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 (Feiman-Nemser & Buchmann, 1989). Theoretical 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 learning experiences. Theory-oriented 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, learning, and pedagogy with 

little focus on enactment context (Kosnik & Beck, 2009).  

The theoryïpractice divide has been ña longstanding and contentious issue in teacher educationò 

(Kitchen & Petrarca, 2016). In our review of programs internationally, we noticed a shift away from 

theory-dominated models in which teachers are ñhigh-level technicians carrying out dictates and 

objectives decided by experts far removed from the everyday realities of classroom lifeò (Giroux, 2002, 

p. 46). In its place are models in which teachers are regarded as knowledge-holders possessing an 

understanding of learning and development, research on pedagogy and content, and educational 

foundations. As Mayer (2014) observed: 



 

 
 

55 

Even though disciplines like psychology, philosophy, sociology and history were 

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 

theoryïpractice binary in teacher education that exists to this day, which positions in level 

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

is developed in the campus-based components of the programme. (p. 464) 

 

The exemplars we highlighted incorporated theory in a manner that reflected the complexities of what 

teachers are expected to know and do (Darling-Hammond & Baratz-Snowden, 2007). They also 

grounded curriculum knowledge in subject-specific content, core practices across curriculum and social 

justice inquiry through strategies that enable teacher candidates to examine their assumptions about 

teaching and learning and adapt expertise to learning contexts (Darling-Hammond, 2006). 

 

Practice Dimension of Teacher Education 

A practice-oriented conception of teaching relates back to Aristotleôs classifications of poiesis 

(making-action) and praxis (doing-action). According to Carr and Kemmis (1986), practice involves 

ñwhat Aristotle called poietike, which roughly translates as ómaking actionô and which is evident in craft 

or skill knowledgeò (p. 32). Another useful term is phronesis (practical wisdom derived from 

understanding specific situations), which Kessels and Korthagen (2001) contrasted with episteme. The 

practice-oriented continuum of the model in Figure 1 refers to the practical elements related to teacher 

education programs, particularly the practicum in ña setting designed for the task of learning a practiceò 

(Schön, 1987, p. 37). This is consistent with Zeichnerôs (1986) traditional-craft and Feiman-Nemserôs 

(1990) practical teacher education paradigms. According to Kitchen and Petrarca (2016):  
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Real-world practice, it is hoped, will lead to the development of craft knowledge that can 

be applied later as a classroom teacher. . . . While a practicum reflects a view of 

professional knowledge as grounded in the realities of classrooms (Schön, 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, rules, and 

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. Darling-Hammond and Baratz-Snowden (2007) state that effective 

practica include: 1) clear and explicit goals regarding teacher candidatesô practice; 2) associate teachers 

who model sound practice; 3) regular teaching opportunities for ongoing feedback; 4) regular 

opportunities to apply theory to practice; 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 Feiman-Nemser (2001) stated: 

Observation, apprenticeship, guided practice, knowledge application, and inquiry all have 

a place in field-based 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 investigate problems and analyze situations that arise in the field. 

(p. 1024) 
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Reflective Dimension of Teacher Education 

Reflection serves as the differentiating factor between Aristotleôs poiesis (making-action) and 

praxis (doing-action) by converting action into an ñinformed actionò (Carr & Kemmis, 1986). Dewey 

(1933) described reflective thinking as ñ[a]ctive, persistent, and careful consideration of any belief or 

supposed form of knowledge in the light of the grounds that support it and the further conclusions to 

which it tendsò (p.6). This is evident in descriptions of practica that optimize learning. For example, 

Darling-Hammond, Hammerness, Grossman, Rust, and Shulman (2005) wrote: 

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

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

offers modeling, co-planning, frequent feedback, repeated opportunities to practice, and 

reflection upon practice while the student teacher gradually takes on more responsibility. 

(p. 409) 

 

In studying international exemplars of reflection-orientated teacher education, we observed that they go 

beyond merely fostering opportunities to reflect by making explicit the need for and value of reflection 

to prospective teachers (Loughran, 2002). Kitchen and Petrarca (2016) note, ñThe emergence of 

reflection-oriented teacher education stems from both dissatisfaction with conventional approaches and 

Schºnôs (1987) work on reflective practitionersò (p. 161). ñIntentionality, activity, and reflection are 

essential to meaningful learning, especially in complex and new domains,ò according to Jonassen, 

Hernandex-Serrano, and Choi, (2000, p. 111). Common to most programs committed to reflection, or 

reflective practice, is the existence of a problem or ña puzzling, curious, or perplexing situationò 

(Loughran, 2002, p. 33).  
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This is consistent with Zeichnerôs (1983) personalistic and Feiman-Nemserôs (1990) personal teacher 

education paradigms. Reflection in teacher education programs is evident in activities that promote 

reframing dilemmas of practice, examining oneôs assumptions, attending to the culture of a school, and 

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

 

Applicat ion 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. With the recent legislated provincial changes to Ontarioôs 

teacher education programs, for the purposes of this chapter, we initially wanted to illustrate our PTR 

model by demonstrating how one faculty of education might use the model as a lens to view the 

ñenhancedò program. We selected the bachelor of education primary/junior program as an example, 

since at the time of 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 to map out the 

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 teacher education 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 

component embedded within the instructional experience or an assignment. The extent to which 

ñreflectionò or ñtheoryò or ñpracticeò is actually implemented within individual courses varies, however, 

and attempting to identify the degree to which a particular course sits on 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 but, 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 

entire program 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 were developed or redeveloped with deliberate 

attention to including more relevant scholarly work to underpin the assignments and other more 

ñpracticalò aspects of the course.  

For the purpose of this chapter, we illustrate the PTR model by identifying the degree to which 

the UOIT Foundations I, II, and III 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, assessment, curriculum, 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 not courses in 

ñfoundations of educationsò (e.g., educational philosophy, sociology, or history). We now position the 

Foundations courses along the modelôs three dimensions, and contrast with its predecessor, Core 

Curriculum Methods. Again, the intent of this exercise is 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 refer to peer-reviewed 

scholarly papers specific to a curriculum methods course or the host of learning and development 

theories explored in the Learning and Development course in the UOIT Faculty of Educationôs PJ 

program (which shall be referred to herein simply as UOITôs program). Teacher educators who are 

committed to research, one might argue that manyðif not allðcourses 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 conceptualized in response to the documented disconnect 

between university-based instruction practicum experiences (Beck & Kosnik, 2000; Crocker & Dibbon, 

2008; Darling-Hammond et al. 2005; Levine, 2006). Foundations instructors both serve to deliver the 

curriculum and act 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/Junior subject-specific 

methods courses (18 hours per subject) then explored these topics in greater depth.  

As a lead PJ Core Curriculum Methods instructors, the author observed that both theoretical and 

research-oriented materials elements of the course were often downplayed due to the time devoted to the 

ñhow-tosò of lesson planning and assessment. Exploration of the theory and research existed mainly on a 

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 continuum of 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 

devoted to Foundations. Each of the three Foundations courses is now a 36-hour course, compared to the 

one 18-hour Core Curriculum Methods course. Foundations courses now integrate classroom 

management models and connect the approaches to the broader concepts within the course, rather than 

isolating classroom management as its own ñpractical course.ò Course instructors made deliberate 

efforts to include theoretical and research-oriented readings, followed by making explicit to the teacher 

candidates the rationale for the course activities. The course also required teacher candidates to draw 

explicit evidence from scholarly academic papers and work to support instructional and more ñpracticalò 

activities. Overall, the instructors made conscious decisions to base in-class instructional activities, 

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

 

 

 

 

 

 

 

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

the T (theory-oriented) 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 practice, not in assessing the practical models used.  

By its connection to practica, Foundations might be considered practice-based courses. When 

conceptualizing the enhanced program, the faculty turned to the teacher education literature for evidence 

of effective teacher education programs. A common theme included the supervision of teacher 

candidates by course instructors (Darling-Hammond, 2006). The previous 2-semester program relied on 

retired teachers and school administrators to serve as faculty advisors to our teacher candidates 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 the associate 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 Foundations instructors 

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 formal assessments, 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, Foundations instructors are 

connected to the schools and are able to respond to associate teachersô questions about specific course 

connections regarding lesson planning, assessment, and general pedagogical topics from a 

course/program perspective.  
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Due to limited hours and a focus on the mechanics of lesson planning and assessment, Core 

Curriculum Methods was often described by teacher candidates as a practical course. Similar to the 

former Core Curriculum Methods course, the first of the three Foundations course still maintains 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 Feiman-Nemser (2001) notes, teacher candidates require opportunities to observe and ñtry out 

practices advocated by the academyò (p.1024). The UOIT program now includes mandatory Foundation 

Fridays when teacher candidates are either in their practicum classrooms as helpful guests and observers 

or on campus 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 continuum of the PTR model.   

 

 

 

 

 

 

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

the P (practice-oriented) continuum. 
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Foundations and the Reflection Dimension 

Reflective practice is included in most teacher education programs. The international exemplars 

of reflection-orientated teacher education, noted earlier in this chapter, show that reflection can range 

from providing opportunities to reflect to making explicit attention to the need for and value of reflection 

(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 placed on how to reflect 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 attempt to guide teacher 

candidate reflection. Drawing from Loughran (2002) once again, the digital learning portfolio served as 

way in to reflection:  

This issue is perhaps at the heart of the nature and value of reflection, as clearly the ñway 

inò to reflectionðthe need to reflectðthe 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 group work. (Loughran, 2002, p. 33) 

 

The central focus and purpose of this digital portfolio is teacher candidatesô processes of learning rather 

than merely showcasing artifacts and achievements. After a semesterôs guiding questions, personal 

statements, and other self-assessments, 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 unknown at this 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 Foundations. 

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. 

 

 

 

 

 

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

the R (reflection-oriented) 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 reflection-oriented 

models used by ITE programs. To illustrate how the 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 defunct two-semester BEd program.  

An immediate 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 arose: How far along the continuum would the course be placed? How are the positions 

quantified? Upon what are we basing the positioning?  
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Our intention in presenting this model is three-fold. Our first intention is to offer a lens or guide 

to faculty as they conceptualize and reform their programs. The model reminds them of the multiple 

dimensions at play and encourages them to consider how to increase engagement in the dimensions they 

value. Reading about other institutions, UOIT in this case, grappling with these challenges is helpful in 

addressing reform in oneôs own course or program. Figure 5 displays where the predecessor course, 

Core Curriculum Methods and the new Foundations courses might sit within the three-dimensional 

representation of the theory, practice, and reflection continua. In retrospect, working with the PTR 

model would have served as useful framework to guide discussions with faculty when developing the 

new program. For example, the model, alongside the facultyôs vision, could have driven discussions 

simply by inviting faculty to consider where, how, and why previous courses required development 

within the three dimensions.  

 

 

 

 

 

 

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

practice-, and reflection-oriented) 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 

C 
F 

C 



 

 
 

67 

simultaneously. Otherwise no dimension is explored in depth 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 dimensions. The model might 

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

individual courses or programs.  
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Abstract 

Teachers play a pivotal role in developing studentsô 21st-century competencies through 

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 pre-service teachers high-quality assessment curriculum. In 

this chapter, we analyze the global trends in building pre-service teachersô capacity in 

using classroom assessment (i.e., assessment literacy) to support student learning. A 

review of the national trends in providing quality assessment preparation in pre-service 

teacher education programs is presented. This is followed by a specific example of 

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

curriculum redesign using problem-based learning, a signature pedagogy to develop pre-

service teachersô capacity in classroom assessment, especially in the areas of authentic 

assessment and assessment for learning. We also describe the impact of the redesigned 

assessment course on pre-service teachersô capacity in classroom assessment. The chapter 

ends with discussion of the implications for practice.  
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Building Canadian Preservice Teachersô Capacity in Classroom Assessment 

 

Introduction  

As we enter the second decade of the 21st century, building preservice teachersô capacity in 

using classroom assessment (i.e., assessment literacy) to improve student learning and 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 

quality schooling is a key lever 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, and competitiveness in the global markets. 

In line with the skills and competencies required in the 21st-century workplace, many of the developed 

countries, Canada included, have shifted the focus of their curriculum frameworks from rote 

memorization of facts and routine procedural skills towards creativity and critical thinking, decision 

making, complex problem-solving, communication, digital and technological literacy, collaboration, 

concerned and responsible citizenship, and lifelong learning. These competencies or intellectual 

demands are widely recognized as the essential 21st-century learning outcomes that students in todayôs 

classroom need to attain if they desire to become productive workers, responsible citizens, and lifelong 

learners in a rapidly changing knowledge-based economy. 

Over the past 2 decades, the importance of developing 21st-century competencies or 

contemporary capacities in K 12 students has led to a clarion call for re-aligning curriculum, 

assessment, and instruction to the desired student outcomes. Many have agreed that traditional ñchalk 

and talkò pedagogy and standardized paper-and-pencil tests are only suitable for developing and 

capturing studentsô mastery of factual knowledge and routine procedures (Koh & Luke, 2009; 
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Pellegrino, 2014; Shepard, 2000). In the framework for 21st-century learning developed by the 

Partnership for 21st Century Skills (2009), four support systems are deemed important to help achieve 

the vision of 21st-century student outcomes: (1) standards and assessment, (2) curriculum and 

instruction, (3) professional development, and (4) learning environments (Bellanca & Brandt, 2010). 

Among these, the provision of high-quality professional development programs in classroom assessment 

to both pre-service and in-service teachers 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 the pre-service teacher education level. Such an initiative is 

commendable, but little is known about how to design and implement high-quality assessment courses, 

or about their impact on building pre-service teachersô capacity in classroom assessment or teachersô 

assessment literacy. Also, there still remains 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 building pre-service teachersô capacity in 

classroom assessment by analyzing the descriptions and learning outcomes of assessment courses from a 

selected sample of pre-service teacher education programs. The programs were drawn from high-

achieving education systems that have invested resources in building teacher capacity through teacher 

education programs. High-achieving education systems are defined by their studentsô stellar 

performance on the Program for International Student Assessment. The chapter will then be followed by 

a review of the trends in developing Canadian pre-service teachersô capacity in classroom assessment, 

an example of teaching assessment in a Western Canadian university, a new initiative in assessment 

curriculum redesign, and its impact on pre-service teachersô assessment capacity or assessment literacy. 

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 in pre-service teacher education.  
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 Global Trends in Building Pre-service Teachersô Capacity in Classroom Assessment 

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 have shifted 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 21st-century competencies. Many of the 21st-century competenciesðsuch as critical thinking, 

creativity and innovation, complex problem-solving, communication, collaboration, self-directed 

learning, and lifelong learningðhave become the desired student outcomes (Partnership for 21st 

Century Skills, 2009). These competencies are deemed to prepare students for success in their personal 

lives, their schools and communities, and their future workplaces. In addition, studentsô mastery of 

information, media, and technological skills has become increasingly important in a global, knowledge-

based, and technologically connected world. 

In line with the importance of helping all students to have an equal opportunity to achieve 

higher-order curricular outcomes or 21st-century competencies, there is a call for schools to design a 

balanced assessment system using the strengths of both formative and summative assessments to address 

learning, instructional, and accountability needs of different stakeholders (Stiggins, 2006). Bennett 

(2011) has aptly explained the importance of designing assessment systems that incorporate the use of 

summative and formative assessments for different purposes. He states, ñ[W]e should design assessment 

systems in which summative tests, besides fulfilling their primary purposes, routinely advance learning, 

and formative assessments routinely add to the teacherôs overall informal judgment of student 

achievementò (Bennett, 2011, p. 7). We argue that the purpose of formative assessments is to support 

student learning rather than to evaluate student achievement. 
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 As traditional paper-and-pen standardized tests are not well suited to assess studentsô attainment 

of complex, sophisticated curricular or learning outcomes, teachers are urged to adopt and implement 

alternative forms of assessment such as authentic assessment, performance 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 is because authentic assessment tasks replicate the real-world challenges and 

standards of performance that typically face experts or professionals in the field (Wiggins, 1989). As 

such, studentsô performance on the authentic assessment tasks will reflect their true ability and 

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 in contemporary classrooms around the globe are also expected to be 

competent in infusing technology into their assessment and pedagogical innovations (Dede, 2007; 

Friesen & Jacobsen, 2011; Jacobsen & Lock, 2004; Lock, 2007). 

 A substantial body of literature has pointed out that assessments can drive teachersô instructional 

or pedagogical practices in ways that mimic both the content and the format of assessments (e.g., Koh & 

Luke, 2009; Lingard et al., 2001). Hence, an effective way of promoting studentsô learning of the 21st-

century competencies is to design and implement authentic assessments that enable the coverage of 

those competencies in the day-to-day classroom. This indicates that teachers need to adopt instructional 

or pedagogical approaches that are well aligned with authentic assessments (Koh, 2014a). For example, 

a traditional whole-class lecture approach is not appropriate if a teacher aims to engage students in 

working collaboratively with their peers to perform authentic tasks that comprise complex, real-world 

problems. Rather, learner-centered pedagogical approaches such as problem-based learning (PBL) 

should be used to enable students to achieve their learning goals.  
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There is a consensus in the general education literature that teachersô lack of assessment literacy 

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 literacy to inadequate assessment preparation at the pre-service teacher 

education level (DeLuca & Klinger, 2010; Mertler, 2003). A majority of pre-service teachers reported 

that they gained their assessment knowledge and skills through working with their partner teachers 

during practicum. DeLuca and Klinger (2010) contend that it is risky for pre-service teachers to adopt 

the idiosyncratic assessment practices of their partner teachers. This is especially so when pre-service 

teachers do not have the relevant assessment content knowledge and professional competence to 

differentiate between sound and unsound assessment practices. 

 In view of the importance of developing pre-service teachersô assessment literacy, assessment 

curriculum has been introduced to both pre-service and in-service teacher education programs over the 

past decade. The term assessment literacy has been widely used by researchers, teacher educators, and 

policy-makers to characterize a teacherôs ability to ñknow the difference between sound and unsound 

assessmentsò (Stiggins, 1995, p. 238). Sound assessments refer to meeting standards of appropriate 

purposes, targets, methods, and achievements with control for bias. In the context of teacher professional 

development, Koh (2011) has extended the definition of assessment literacy to teachersô capacities to 

design and implement assessment tasks to support student learning in the day-to-day classroom.  

To help our analysis of the global trends in building pre-service teachersô capacity in classroom 

assessment or in developing pre-service teachersô assessment literacy, we searched for assessment 

courses in pre-service teacher education programs in a selected sample of higher education institutions 

around the globe. However, our search was limited to the institutionsô websites, which provided us with 
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information about pre-service or initial teacher education programs as of March 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 in Pre-service Teacher Education Programs 

  

Countries/ 
Institutions 

Course/Year 
  

Objectives Learning Outcomes 

Canada:       

University of 
Calgary 

Assessment 
Year 2 Term 4 

To develop a deep 
understanding of the 
definitions, purposes, 
functions, and 
principles of different 
forms of assessment 
  

¶ Through the investigation of 
assessment problems, pre-
service teachers work through 
key concepts of measurement, 
testing, balanced assessment, 
assessment of learning, 
assessment for learning, 
assessment as learning, 
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 
assessment practices 
into curriculum 
planning and 
teaching to support 
student learning 

¶ Pre-service teachers engage in 
the analysis of the influences of 
personal factors (e.g., learning 
experiences, knowledge, 
values) and diverse learners on 
ÏÎÅȭÓ ÁÓÓÅÓÓÍÅÎÔ ÐÒÁÃÔÉÃÅÓ, 
understanding of the purposes, 
principles, and practices of 
high-quality classroom 
assessment, and application of 
assessment principles to 
develop and use high-quality 
assessment tools. 
  

University of 
Alberta 

Educational 
Assessment  
Year 4 

To introduce the 
complexity of 
classroom 
assessment to 
support and measure 
student learning 

¶ Pre-service teachers engage in 
understanding the purposes of 
assessment, learning how to 
match assessment tools to 
learning objectives, and to 
analyze the results of both 
classroom and large-scale 
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 in 
relation to 
geographical, socio 
cultural contexts, and 
ÌÅÁÒÎÅÒÓȭ ÄÉÖÅÒÓÉÔÙ 
  

literacy across curriculum. 
Assessment is embedded 
within the curriculum. 

  
  
 

¶ Pre-service teachers engage in 
examining holistic, experiential, 
and inquiry-based pedagogical 
approaches. 

1ÕÅÅÎȭÓ 
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 
  
To examine 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 their 
effects on teaching, 
learning, and policy 
decision-making 
  
To integrate 
assessment with 
instruction to support 
student learning 

¶ Pre-service teachers engage in 
examining assessment 
theories, policies, and practices 
in relation to the contemporary 
school contexts. 

  

¶ Pre-service 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. 

  
  
  
  
  
  
  
  
  
   

¶ Pre-service 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 introduce students 
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, 
selection, 
administration, and 
interpretation across 
the curriculum  
  

¶ Pre-service teachers learn how 
to define clear 
learning/assessment targets 
and standards-based 
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 
  
  

  

¶ Through an integration of 
assessment to the curriculum 
units, site visits, and field 
experience, it develops pre-
ÓÅÒÖÉÃÅ ÔÅÁÃÈÅÒÓȭ ÐÒÏÆÅÓÓÉÏÎÁÌ 
knowledge, skills, and 
practices. 

  
  
 

¶ Pre-service 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 high-stakes 
assessment data. 

  

Singapore: 
National Institute 
of Education, 
Nanyang 
Technological 
University 

 
Assessing Learning 
and Performance  
Year 2 

 
To provide pre-
service teachers the 
ability to understand 
and apply the basic 
principles of 
educational 
assessment 

 

¶ Pre-service teachers are 
equipped with the necessary 
knowledge and skills to 
monitor, appraise, and evaluate 
ÌÅÁÒÎÅÒÓȭ ÃÏÎÔÅÎÔ ËÎÏ×ÌÅÄÇÅȟ 
progress and performance 
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 offered to pre-service teachers in most of 

the higher education institutions represented here. The objectives are focused on developing pre-service 

teachersô assessment literacy through their understandings of the purposes and functions of different 

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, and principles for fair student assessment. Some institutions also provide pre-service teachers 

with the knowledge and skills of analyzing and using large-scale assessment in the context of teaching 

and learning. As assessment is a dynamic process and is socio-politically situated, a couple of the 

institutions have created opportunities for pre-service teachers to reflect on the influences of personal 

factors and sociocultural contexts on their own assessment practices. Pre-service teachersô ability to 

engage in 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. This 

is consistent with what Shepard (2000) has espoused: ñAssessment should be an integral part of 
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instructionò that aims to support and enhance student learning. Similarly, Ingvarson et al. (2014) 

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; Stanford University), we found that 

instruction in assessment and the development of pre-service teachersô assessment literacy is woven 

throughout the curricula (Sahlberg, 2010; Sahlberg, 2011). We did not include the course objectives and 

learning outcomes of these institutions in Table 1 due to insufficient information from their respective 

websites. In Ontario, Finland, and the United States, prospective teachers undertake a masterôs degree in 

a subject area, including a thesis of original research. There is also a new focus on data-driven 

instruction in the United States (National Council on Teacher Quality, 2012). According to the National 

Council on Teacher Quality (2012), only 21% of pre-service teacher education programs that were 

evaluated adequately addressed topics 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 application of assessment 

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 

pre-service teachersô assessment literacy and to provide them with learning opportunities for exposure to 

and discussion of reform-based assessment purposes, content, and functions. 

 

Trends in Developing Canadian Pre-service Teachersô Capacity in Classroom Assessment 

Since the late 1960s, there has 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, 1971). Often directed by 

accreditation requirements, teacher education offers non-specific 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 students for future classrooms, is that many pre-service teachers enter their 

field practicums or early years of teaching with a limited collection of assessment strategies and 

techniques (Yilmaz-Tuzun, 2008). In teacher education programs, assessment courses tend to be taught 

without a focus on specific assessment strategies related to the content or discipline area. Black, 

Harrison, Lee, Marshall, and Wiliam (2004) argued that the pedagogical content knowledge must 

include not only understanding difficulties in context but also the ability to respond to the learnersô 

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, the United States, 

and the United Kingdom, there has been a growing focus on accountability frameworks, a shift toward 

standards-based education, and greater emphasis on transparency of assessment practices in the 

classroom. Given these shifts in public education, there is a growing need for teacher competency in 

student assessment and evaluation. DeLuca and Klinger (2010) argued that with ñincreasing importance 

of both large-scale and classroom assessment, developing assessment literacy in teacher candidates 

needs to be an explicit component of teacher education programsò (p. 419). 

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 particular focus on pre-service 

teacher education. Their study examined the alignment between the following: ñteacher education 

accreditation policies, professional standards for teacher assessment practice, and preservice assessment 

course curriculumò (p. 356). One item they found was that education programs are addressing 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 teaching time to 

provide pre-service teachers with ña strong theoretical and practical foundation in assessment processes, 

assessment fairness, and measurement theory, let alone providing adequate coverage of more integrated 

and complex concepts of assessment for learning, communication of assessment information, and the 

linkages between classroom environment and assessmentò (pp. 366ï367). They, 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 

change in pre-service teachersô understanding and practice of assessment (DeLuca & Bellara, 2013). 

 

An Example of Teaching Assessment in a Western Canadian University 

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 inquiry-based learning. In this 2-year after degree program, it was designed based on ña 

series of interrelated themesò (University of Calgary, 2009ï2010). The courses were described as being 

ñoffered as integrated thematic units. These thematic units are delivered through a lecture series, case-

based tutorials, professional study seminars, independent inquiries, and field experiencesò (University of 

Calgary, 2009ï2010). Given the design of the program, there was no stand-alone assessment course. 

Rather, assessment was to be embedded in courses throughout the program. In the 1st semester of this 2-

year after degree program, using a case-based approach, pre-service teachers were introduced to the 

concepts of assessment and assessing student learning in one case study. In the 2nd semester, pre-service 

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 they had opportunity to observe, as well as engage in 

assessment under the mentorship of their partner teacher and field supervisor. In the 4th semester, one of 

the specialization topics from which students could select was that of assessment.  

 In Alberta, the teaching quality standards are used for teacher certification. Once pre-service 

teachers completed their BEd program they could apply for a provincial interim professional teaching 

certificate. Teachers who hold an interim professional certificate are required to 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 developing a 

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 the ultimate benefit 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 Dimensions of Engaged Inquiry: 1) ñengaged in 

learning about learningò; 2) ñengaged with/in specializationsò; 3) ñengaged with contemporary 

contextsò: 4) ñengaged with/in teaching and learning communitiesò; and 5) ñengaged in ethical actionò 

(Faculty of Education, 2015ï2016, p. 5). The BEd program is grounded on the following nine goals:   

ǒ foster professional competencies that are appropriate to a complex and rapidly 

changing world; 

 

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

 

ǒ develop the specialized knowledge associated with teaching a discipline, and in 

fostering an interdisciplinary approach; 
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ǒ critically evaluate and respond to the contexts of contemporary learning in 

relation to changing sociocultural, political, economic, environmental, and technical 

realities within the broader public sphere; 

 

ǒ foster a critical and pragmatic knowledge of diversity in education; 

 

ǒ contribute actively to knowledge in the field of education; 

 

ǒ understand the legal, moral, and ethical frameworks of contemporary education; 

 

ǒ respond to the diverse needs of students; and 

 

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

  

With the revamped BEd program, assessment content was delivered to pre-service teachers in 

curriculum specialization 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 the 2nd year of the program, the assessment 

course was redesigned using the signature pedagogy of problem-based learning.  

 In the 2014ï15 academic year, members of a curriculum review committee were actively 

engaged in reviewing the BEd curriculum. The extensive review 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 

courses with a focus on pre-service teachersô knowledge of formative and summative assessments. 

Second, it is important to provide explicit linkages of assessment theory to classroom practice in field 

experience courses. Third, building pre-service teachersô capacity in making observations 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 enable pre-service teachers to 

develop a deep understanding of the linkage between learning outcomes and assessment or learning 



 

 
 

87 

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 Canadian pre-service teachersô capacity in classroom assessment. 

 

Assessment Curriculum Redesign 

According to a joint report by the Partnership for 21st Century Skills and the American 

Association of Colleges of Teacher Education (2010), teacher education programs should equip pre-

service teachers with the assessment strategies for 21st-century competencies through high-quality 

assessment courses. Teachersô capacity to select, design, and use a broader range of assessment tools or 

strategies is needed to enable important learning goals and processes (i.e., 21st-century competencies) to 

be captured in a reliable and valid way in the day-to-day classroom. Hence, there is an urgent need for 

teacher educators to design and deliver high-quality assessment courses to build pre-service teachersô 

capacity in classroom assessment, especially in the areas of authentic assessment and assessment for 

learning. As assessment 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 higher education institutions reveals that 

although the contents of those courses are well suited for developing pre-service teachersô assessment 

literacy, a traditional lecture approach has been predominantly used in many of the institutions. In some 

institutions, summative tests or end-of-course exams are used to assess pre-service teachersô learning 

outcomes. 

  To prepare pre-service teachers who were enrolled in the 2-year BEd degree, an assessment 

course was designed and offered in the winter term of 2013. Despite the course objectives of developing 
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pre-service teachersô deep understanding of the purposes and functions of alternative forms of 

assessment, a traditional lecture approach was used to deliver the course content due to structural 

constraints (e.g., large 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 the context of curriculum and 

assessment reforms. As a result, the assessment course was redesigned using a problem-based learning 

(PBL) approach from June to December 2013. PBL has been chosen as one of the five signature 

pedagogies at the faculty level to develop pre-service teachersô professional competences. 

 Shulman (2005) defined signature pedagogies as ñthe types of teaching that organize the 

fundamental ways in which future practitioners are educated for their new professionsò (p. 52). The 

novices are often instructed in critical aspects of the three fundamental dimensions of professional 

workðto think, to perform, and to act with integrity. Learning to teach requires pre-service and 

beginning teachers not only to think like a teacher but also to act as a teacher (Darling-Hammond, 2006). 

As assessment and instruction are two sides of the same coin, we contend that the same principle should 

apply to learning to assess. Although Shulman (2005) has not identified a particular type of teaching or 

instruction to be 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 assessment trends, 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, developing high-quality 

assessment tasks, designing high-quality 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 30 pre-service teachers. In each classroom, pre-

service teachers worked with their peers in small groups to solve complex, real-world problems related 

to assessment. They worked on one problem per week. These problems were embedded within the 

authentic assessment tasks that aimed to develop the pre-service teachersô assessment content 

knowledge, as well as their 21st-century competencies, which included critical thinking, creative 

problem-solving, communication, collaboration, and self-directed learning (Gijselaers, 1996; Wood, 

2003). Many pre-service 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 teaching profession. Through the instructorôs 

modeling of PBL and authentic assessment practices, the pre-service teachers were also exposed to 

professionally-valued understandings, skills, and dispositions that prepare them to implement sound 

assessment and pedagogical practices when they become beginning teachers (Shulman, 2005). Pre-

service teachersô mastery of the 21st-century competencies and rich experiences of PBL and authentic 

assessment are deemed important for improving their own classroom practices, which in turn leads to 

improvement in student learning (Darling-Hammond, 2006). 

 

Studying the Impact of Assessment Curriculum Redesign 

For 2 years, we have systematically examined the impact of the PBL approach on pre-service 

teachersô assessment literacy through a program evaluation. The purpose of the evaluation was twofold: 

(1) to examine the extent to which instructorsô use of PBL is effective in facilitating pre-service 

teachersô learning of assessment; and (2) to determine the extent to which PBL is effective in developing 

pre-service teachersô literacy in the redesigned assessment course.  
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Over the course of the 2 years, we found pre-service teachers developed a greater understanding 

and appreciation for achieving a balance between summative and formative assessments. 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 design and use rubrics in various subject areas throughout Kï12.  

The instructors found the problems to be grounded in real-world 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 in the course 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 was evident that pre-service 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 

experience, pre-service 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 build pre-service teachersô capacity in using classroom assessment 

to support student learning. Through pre-service teachersô experience of working through the problems 

and engaging in discussion with peers and instructors, they developed a deeper understanding of 

assessment strategies and practices. 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. Drawing on our experiences and the program evaluation of PBL used in developing pre-

service teachersô assessment literacy, the following four implications for practice have been identified: 

1. time for transformation of learning;  

2. programmatic strategy for assessment integration;  

3. educational development; and  

4. further evidence-based research.  

First, time needs to be given for the transformation from knowledge acquisition to application. 

Within a 5-week course, it is difficult to expect pre-service teachers to develop a strong grounding in 

assessment both at the theoretical and practical levels. Through a PBL approach, they are beginning to 

apply theory to practice. However, greater opportunities and various diverse experiences with 

assessment strategies and practices will help pre-service teachers to develop a deeper understanding and 

greater confidence 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 integration across the program 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 of practice 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 will also require 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 modeled to pre-service teachers across the 

program. 
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Third, there is a need for a 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 how it is used to support 

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, instructors may need to enhance certain knowledge areas and skill sets to scaffold 

pre-service teachersô learning of assessment. Further, this educational development should occur over 

time, when they may engage in a community of practice approach to learning with and from others 

(Lave & Wenger, 1991). 

Fourth, further evidence-based research is required to determine when and how a teacher 

education program focuses on building pre-service teachersô capacity in classroom assessment or in 

developing pre-service teachersô assessment literacy. Should an assessment course be offered at the 

beginning, middle, or end of a program? If pre-service teachers undertake an assessment course at the 

beginning of a program, what will be the degree of its impact on their assessment knowledge? How does 

it compare to what would occur at the middle or end of a pre-service 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 pre-service teachers with the relevant assessment knowledge and skills? Further, if a PBL 

approach is used, what particular research methodology can be used to determine the effectiveness of 

PBL on pre-service teachersô learning of assessment? These questions will help to frame the next steps 

in our research, in terms of how to design learning that impacts the development of pre-service teachersô 

assessment literacy.  
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Conclusion 

In this chapter, we began our discourse on the global trends in building pre-service teachersô 

capacity in classroom assessment based on our analysis of assessment courses in a selected sample of 

teacher education programs. We found that all the courses shared a common objective in developing 

pre-service teachersô assessment capacity or literacy. However, most of these courses were delivered 

using a traditional lecture approach. The trends in developing pre-service teachersô capacity in 

classroom assessment revealed a lack of high-quality assessment courses in Canadian teacher education 

programs. However, many institutions have moved toward revamping pre-service teacher education 

programs to help prepare Canadian pre-service teachers for a sea change in assessment 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 teachers are expected to use a wide variety 

of assessment strategies to promote studentsô learning and mastery of 21st-century competencies. The 

use of PBL in the course redesign is unique in terms of facilitating pre-service teachersô learning of 

assessment through complex, real-world 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 to prepare pre-service teachers to be 

competent and confident in using classroom assessment to support studentsô learning and mastery of 

21st-century competencies. Hence, it is important for instructors to model innovative assessment and 

pedagogical practices to pre-service 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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Part II  

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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Abstract 

A number of ways in which two Alberta universities are cultivating essential teaching capacities 

through research-informed and adaptive teacher education are illustrated in this chapter. Based on an 

comprehensive review of the research, the following five capacities of effective 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 learning experiences; (c) assessing student learning to guide teaching and 

improve learning; (d) fostering supportive learning relationships; and (e) collaborating to enhance 

teaching and learning. This chapter illuminates a number of ways in which the capacities are 

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 resources in a particular context. 
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Cultivating Essential Teaching Capacities through 

Research-Informed and Adaptive Teacher Education 

 

Teacher education programs in Canada are guided by a variety of goals designed to build 

beginning teachersô expertise to scaffold student learning in a rapidly changing contemporary world. 

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 consider these goals along with the experiences and the nature of prospective teachers to 

develop an array of teacher capacities: specifically, teacher knowledge, skills, and dispositions. How are 

the capacities essential for beginning teachers identified and cultivated within teacher education 

programs in Alberta? Our chapter addresses this question by examining recent initiatives undertaken by 

two post-secondary institutions in Calgary to enact essential teaching capacities through research-

informed and adaptive teacher education. Unlike ñroutine expertsò who develop and refine a set of core 

competencies throughout their careers, adaptive experts are flexible, willing to reconsider 

presuppositions, and responsive to changing contexts (Bransford, Derry, Berliner, & Hammerness, 2005, 

p. 49). Though the provincial teaching competencies (Alberta Education, 1997) are nearly 20 years old, 

the two teacher education programs have each adapted these competencies to their specific institutional 

context based on emergent research 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 adaptively 

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 the broader 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 twenty-first century from a variety of stakeholders in relation to a number of program 

areas. In response to these criticisms, the U of C fundamentally redesigned its program in 2009ï2010 in 

consultation with the professional community. A new bachelor of education program was implemented 

in 2011, including a 2-year after degree and a 5-year 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 design of the programs 

came at a time when provincial and national discussions were occurring about more general changes 

required in teacher education programs (Crocker & Dibbon, 2009). For the U of C, there was a political 

need to respond to criticisms; for MRU, a political 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. Each program set out to create 

a well-prepared and professional ñcommunity of teachers that reflects the diverse communities they 

serve, with a range of backgrounds and experiences, so they can connect deeply with studentsò 

(Bransford, Darling-Hammond & LePage, 2005, 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 Darling-Hammond and Bransford (2005). In their own specific 

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 three-part conceptual framework by Bransford, Darling-Hammond and LePage (2005) 
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that organized ñthe vast amounts of information relevant to effective teaching and learningò in ñthree 

general areas of knowledge, skills, and dispositionsò (p. 10) that are important for any teacher to 

acquire:  

¶ Knowledge of learners and how they learn and develop within social contexts; 

¶ 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 

¶ An understanding of teaching 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 the Alberta Ministry of Education to develop A Framework for Effective 

Teaching for Learning (AADE, 2012). Based on an extensive review of the literature on learning and 

teaching, the document was prepared to support the redesign of provincial teaching competencies. It 

draws upon the Teaching Effectiveness: A Framework and Rubric (Friesen, 2009), recent conceptions of 

teaching (e.g., Binkley, Erstad, Herman, Raizen, Ripley, Miller-Ricci, & Rumble, 2012; Danielson, 

2007; Hattie, 2012; Koehler & Mishra, 2008; Marzano, 2007; Stronge, 2007) and 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; Willms, Friesen, & Milton, 2009). Three of the four authors of this current chapter were 

members of the seven-person team who wrote the AADE document. In total, five MRU and U of C 

faculty members, including both deans, participated in the collaborative development process that 

generated AADEôs five teaching capacities. This involvement contributed significantly to the ongoing 

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 five AADE 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 learning; (d) fostering 

supportive learning relationships; and (e) collaborating to enhance teaching and learning (AADE, 2012). 

We contend that the five interrelated capacities generate research-informed images of robust teaching 

and learning for todayôs complex and rapidly changing world. Each capacity describes an important area 

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 moving into the first research informed capacity and supporting research, it is important 

to clarify that our use of the term teaching capacity is informed by the literature on teaching 

competency, which is understood as an interrelated set of attitudes, skills, and 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 and the proper use of various resources in highly complex situations" 

(Friesen, 2011, p. 11). Effective practice in the AADE framework requires educators to develop and 

demonstrate competency in five essential teaching capacities.  

 

Capacity One: Designing Academically and Intellectually Engaging Learning 

The first essential teaching capacity is based on the principle that the effective teacher designs 

academically and intellectually engaging learning. This capacity is founded on the principle that 

learning is socially constituted and begins with the thoughtful and intentional design of academically 

and intellectually engaging learning environments. While academic engagement involves important 

learning that helps students succeed in school, intellectual engagement refers 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. 

Intellectual 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 deep understanding 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; Darling-Hammond, 2007, 2008; Darling-Hammond & 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: 

¶ connecting with studentsô prior knowledge; 
 
¶ linking curriculum outcomes to studentsô lives in the world to develop disciplinary 

expertise; 
 
¶ organizing subject matter knowledge around key disciplinary concepts; 
 
¶ designing learning tasks that tap into childrenôs individual interests and abilities; 
 
¶ creating opportunities for productive collaboration and teamwork; and 
 
¶ 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 teaching and learning. For example, one of our 

program capacities reads as follows: Design activities that are clearly aligned with learning goals, 

require deep thinking and support student engagement and choice. While the Teaching Quality Standard 

requires teachers to plan using the programs of study and to ñvary their plans to accommodate 

individuals and groups,ò our teaching capacity also incorporates the importance of promoting deep 

thinking and student engagement, goals that are consistently espoused in current research literature 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 outcomes to studentsô lives to create rich learning experiences. In 

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 helps them to identify 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, and, moreover, to apply and extend the relevance and show how those disciplinary 

questions 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 critical feedback 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 

Grade 5 science, social studies, and language arts to explore the question, ñHow can technology be used 
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to enhance human well-being?ò Professional inquiries explored topics such as the impact of replacing 

desks with flexible seating and the influence of deep questioning 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 disciplinary knowledge. Teacher candidates see the potential for 

deepening their disciplinary knowledge and drawing from othersô expertise in other disciplinary areas. 

The result is twofold. Teacher candidates foster deeper expertise in their disciplinary knowledge by 

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 elevates the 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, situated learning experiences is the second essential 

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 them to instill depth of thinking and intellectual rigor in 

situated learning environments. Situated learning environments move away from ña transmission-and-

acquisition style of instruction, toward more collaborative, active and inquiry-oriented classroomsò to 

create contexts wherein students interact with each other, experts, and an array of learning resources 
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(Greeno, 2006, p. 92). Teachers work to continually draw out studentsô pre-existing understandings to 

scaffold them to a place of deeper learning and deeper understanding.  

Digital technologies play a powerful role when used to support learning and knowledge-building 

activity. They are particularly powerful not only in helping students solve problems but also in posing 

new problems. These approaches allow students 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 studies take these 

approaches to sponsoring student learning (e.g., Binkley, Erstad, Herman, Raizen, Ripley, Miller-Ricci, 

& Rumble, 2012; Bransford et al., 2000; Dede, 2007; 2010; Clifford & Marinucci, 2009 Friesen, 2011; 

Friesen, Jardine, & Gladstone, 2010; Friesen & Lock, 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 teaching practice reflecting this capacity and the research related to Capacity Two 

can include, but is not limited to: 

¶ communicating and monitoring high and achievable expectations; 

¶ translating curriculum content into meaningful student work that develops student 

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

¶ applying a range of instructional strategies, including the appropriate use of technology, 

that vary according to context, content, desired outcomes and learning needs of students; 

¶ scaffolding student understanding based on a foundation of knowledge, skills and 

strategies organized to facilitate retrieval and application; and 

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

of communication 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 collaborative forms 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 programs collaborate with established 

partner Calgary Reads, a non-profit 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 credits while 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 help pre-service teachers identify and support the diverse 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 pre-service teachers identify and 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 
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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 disciplines. WSE teacher candidates have the opportunity 

to design and implement inquiry-based science experiences in collaboration with the Biogeoscience 

Institute at the Kananaskis Field Station, Rocky Mountain YMCA, while MRU teacher candidates live 

at Tim Hortonôs Childrenôs Ranch for several days, where they engage in field study with local school 

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 way in which 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 show the relevance and meaning for students when they engage in these 

learning activities. 

Such off-campus experiences arguably provide some of the most powerful opportunities to 

engage in ñmeaningful, situated learning experiences,ò but typical course work also invites teacher 

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 courses at 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 learners 

and require ñelaborated forms of communicationò to communicate ideas artistically. These ñcommunity 

art projectsò are intended to enrich the life of the school in which these teacher candidates are 

completing their practicum. 

 

Capacity Three: Assessing Student Learning to Guide Teaching and Improve Learning 
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Essential Capacity Three is assessing student learning to guide teaching and to improve 

learning. The intentional design of assessment for learning that invites students to co-create 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 self-directed in their learning. Ongoing formative assessment is 

required throughout the learning activity to make studentsô thinking 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 transparent 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, 2006; Black & Wiliam, 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 Three can include, but is not limited to: 

¶ embedding assessment in the design of teaching and learning; 

¶ developing student understanding of learning intentions and achievement standards;  

¶ involving students in individual and peer formative assessment; 

¶ providing specific, timely, constructive feedback during instruction to allow students to 

take their next learning steps; and 

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

 

Cultivating the Capacity to Assess Student Learning to Guide 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, Stiggins, Chappuis, & 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 implemented. The intent is 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 setting 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 annotated lesson 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 

assessment throughout the learning activities. One of the MRU program capacities requires teacher 

candidates to provide specific, timely, constructive feedback to help students monitor their own learning. 

To help prepare for this challenge during practicum, a preceding 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 ensure 

that learners receive substantial, regular, timely, specific, meaningful feedback to improve their learning 

on an ongoing basis. When instruction and assessment work seamlessly together, the process enables 
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students to think deeply to understand next steps and to become increasingly self-directed 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., Assessment 

Reform Group, 2006; Black & Wiliam, 1998; Friesen, 2009, 2011; Friesen & Lock, 2010; Goodrich, 

1999; Hattie, 2009, 2012; Wiliam, 2011). 

 The work from the learning 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 students well and ñseek evidence of successes and gapsò (Hattie, 2009, p. 

261) in their studentsô learning. As teacher educators, assessing our teacher candidates according to our 

outcomes points out some gaps and challenging areas. For example, we ask them to use assessments to 

identify learner needs and adjust instruction including varied ways to address misunderstandings. Can 

we claim that we are also using our assessments to address their misunderstandings? MRUôs practicum 

placements in cohorts, including weekly seminars with practicum supervisors, provide the opportunity 

for ñjust-in-timeò feedback that seems especially important for achieving this lofty goal.  

 

Capacity Four: Fostering Supportive Learning Relationships 

Essential teaching Capacity Four fosters supportive learning relationships, which 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 risk-taking and building trust, studentsô confidence in themselves as learners grows. In such 

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 and student), 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 

relationships (e.g., Alberta Teachersô Association, 2003; Clifford & Friesen, 1993; Engle & Conant, 

2002; Friesen & Lock, 2010; Gilbert, 2005; Hattie, 2009, 2012; National Research Council & Institute 

of Medicine, 2003; Newmann, Wehlage, & Lamborn, 1992).  

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

¶ fostering productive relationships with and among students, parents, colleagues, and 

people outside the school; 

¶ cultivating meaningful relationships between students and the subject disciplines they are 

learning; 

¶ nurturing relationships of stewardship between students and the environment; 

¶ creating collaborative learning environments that encourage risk-taking and trust; and 

¶ welcoming, appreciating, and exploring diversity in a 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, cultural, and 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 crucial 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 socio-political 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 project requires 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 developed this bias 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 

and empathic 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 the First 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 wrongs of the past. 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, significant 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 and cultivate the trust that 

has been lost. Further, Indigenous ways of knowing are emerging as ñinnovationsò in education. Our 
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programs extend these perspectives to a deeper understanding of oral traditions, place-based education, 

and holistic conceptions of learning. 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 WSE, teacher 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 

learning and diversity theories sheds light on the complexity of childrenôs actions and the subcultures of 

classrooms. Knowing that learning requires risk taking, our teacher candidates are challenged to identify 

those factors that may limit childrenôs willingness to risk so that they might create learning 

environments that are safe and genuinely collaborative.  

One of the MRU program outcomes requires teacher candidates to create a respectful and ethical 

learning community that encourages learners to take risks, build trust, embrace diversity, and increase 

self-confidence. While 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 

interpersonal complexity. 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 learning is essential Capacity Five. Effective 

teachers improve their professional practice in the company of their peers. As collaborative 

professionals, effective teachers engage with students, 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 communities of inquiry, 

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; Willms, Friesen, & Milton, 2009). 

Evidence of teaching practice that demonstrates this capacity can include, but is not limited to: 

¶ collaborating through shared planning and co-teaching; 

¶ engaging with colleagues, parent and community members; 

¶ participating in professional learning and in communities of practice; 

¶ contributing to the professional learning of peers; 

¶ relating with peers through networked and school-based professional dialogue; and 

¶ inviting feedback on teaching from colleagues and educational leaders. 

 

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 both individually 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 candidates must understand the rationale, the implementation, and the evaluation for why 

and how they plan to create supportive, engaging learning environments. It further requires an 

attentiveness to understanding the children themselves, their diverse learning needs, and the contexts 

from which they come. In doing this well, there is an expectation that students and teachers will 
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collaboratively design the essential questions that govern their learnings. Teachers as part of the broader 

profession must draw upon each otherôs expertise, understanding how the disciplinary topics come to 

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 place-based education, we believe the quality and tenor of 

the seminars change because they occur in schools; teacher candidates are more aware 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 professional development 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 (Schleicher, 2015) confirms 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 community. In WSE, 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 

long ñinquiry into inquiry,ò which was described in our earlier discussion of Capacity One. During 

practicum, they engage their students in a series of rich learning tasks 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 

course also includes the final ñchapterò of a web-based professional learning plan produced throughout 

the degree; this provides a launch for subsequent documentation and reflection on professional growth 

throughout their careers.  

 

Concluding Thoughts 

These five 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. Such environments 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 capacity. Assessment 

and instruction 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 upon teachers to 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 of the learning process. Effective teaching and learning are founded on supportive 

relationships and collaborative approaches that contribute to social cohesion and instil lifelong 

intellectual curiosity.  

Lortieôs (1975) seminal research described teacher education as largely ineffectual because 

prospective teachers are influenced more by their previous 12 years as schoolchildrenðtheir 

ñapprenticeship of observationòðthan by their university education. In order to transform the values 
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that influence teachersô pedagogical decisions, they need 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. Each capacity is 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 practical 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 also the values 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 as teaching professionals, as well as a great deal of capacities already in 

place for the profession (Ezer, Gilat, & Sagee, 2010; Hollingsworth, 1989; Pajares, 

1992). For this reason, most teacher education programs put a considerable effort into 

identifying essential capacities that new teachers should possess, and then striving to 

cultivate these within their students during their campus-based and field components 

(Fuller, Goodwyn, & Francis-Brophy, 2013; Weinstein, 1989; Wideen, Mayer-Smith, & 

Moon, 1998). This chapter will examine one case study, specifically focusing on the 

crossroads of influence on a teacher education program, as it develops and cultivates 

essential capacities for ñprofessionalism in teachingò for new teachers. The perspectives 

from two stakeholder groups within the program were taken into account. For a 

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 adapted from 

Cruess and Cruess (2006, 2012).  
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A Framework for Teaching Professionalism 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 identities as teaching 

professionals, as well as a great deal of capacities already in place for the profession (Ezer, Gilat, & 

Sagee, 2010; Hollingsworth, 1989; Pajares, 1992). However, it has also been shown that this varies 

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

(Hong, 2010). For this 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 campus-based and field components (Fuller, Goodwyn, & Francis-Brophy, 2013; 

Weinstein, 1989; Wideen, Mayer-Smith, & Moon, 1998). At the same time that programs endeavour to 

have a positive effect on their teacher candidatesô learning and development, these studentsô prior 

experiences also exert a great influence on a program, compelling teacher preparation programs to 

explicitly include things that were once left implicitðsuch as teaching professionalism. This chapter 

will examine one case study, specifically focusing on the crossroads of influence on a teacher education 

program, as it develops and cultivates essential capacities for ñprofessionalism in teachingò for new 

teachers.  

The teacher preparation program discussed in this study is located in Ontario. Similar to all 

teacher preparation programs in the province, the current teacher preparation program graduated its final 

2-semester bachelor of education cohort in June 2015. The discussion in this chapter reflects on past 

practices in the 1-year program and the potential that a revised 4-semester program could have on 

enhancing professionalism opportunities.  
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Background 

Education and teacher training are a provincial responsibility in Ontario. Teacher education 

institutions, though publicly funded, retain some autonomy in determining curricular and structural 

elements unique to each university context. The Ontario College of Teachers, a self-regulatory body that 

licenses and governs the teaching profession, accredits such institutions according to a set of program 

standards. Nipissing University offers two face-to-face delivery modes for the bachelor of education 

degree program: the 5-year concurrent (embedded) and the 1-year consecutive (post-degree). Both 

degree routes involve alternating periods of on-campus course work and practicum blocks. Upon entry 

into either program, teacher candidates declare one of the following combinations of teaching divisions 

as their area of specialty: primary/junior (Grades Kï6), junior/intermediate (Grades 4ï10), or 

intermediate/senior (Grades 7ï12). At the conclusion 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), and 30ï33 credits 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 candidates. In some cases a board-appointed 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 therefore able to select 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 have attended, they would not be placed with a relative or close family friend. In the 
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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) certification 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 training is offered by the school board, the federation(s) (teachersô 

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 often a retired 

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 Term Professionalism 

In Ontario, the concept of ñthe teaching professionò has evolved over the past several decades. 

As reflected in the literature, the concept of professionalism process continues to be a debated topic 

(Gidney & Millar, 1994, 2012; Hargreaves & Fullan, 2012). At certain times in our history, the term has 

been largely interchangeable with job and at other times associated with a calling. 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 category of skilled labourer. In the end, it 

would be fair to say that teachers are in a rather ambivalent state in regards to the term professional. 

This is not aided by the wording of a great deal of provincial 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 

connects 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, the term ñprofessionalò is almost always linked with either 
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ñtrainingò or ñdevelopmentò (Education Act, 1990, Sec. 8[1]14). Here, the implication is that teaching is 

a profession due to the fact that teachers are engaged in the process of developing that profession. This 

is dealt with pragmatically, only discussing the ministryôs obligation to provide programs and ear-

marked days that further this ñprofessional developmentò (PD) (Education Act, 1990, Sec 8[1]22(b); 28; 

28(a); 6.2; 7.1; [5]; 259[1]; [5]; 259.1[1]; [5]). It states that teachers are allowed the freedom to 

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

for the purpose of conducting professional development conferences and seminars (Education Act, 1990, 

c. E.2, Sec. 264 [3]).  

In discussing the recent addition of the New Teacher Induction Program (NTIP), the act also 

refers to teachers who are ñnew to the profession,ò thereby acknowledging that teaching is, indeed, a 

profession (276.2[1]).  As well, the act outlines that for new teachers to enter the profession; they must 

successfully complete this NTIP, 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 promote 

professional growth (2001, c24, s.4). This indicates that once a teacher enters the teaching profession, it 

is not simply a lifetime membership into a clubðcontinued 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 teachers 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 this term, somewhat. First, the 

Teaching Profession Act (1990, c. T.2.  ) endeavours to tie the term to membership in the provincial 

teachersô federation. Specifically, this act states that the purpose of the federation is ñto raise the status 

of the teaching professionò (3.b). It also concludes that students should be considered associate members 
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of this profession, as they are involved in ña school or faculty of education that provides for the 

professional education of teachers pursuant to an agreement under clause 14[1] (b) of the Education Act. 

2000, c. 12, s. 4[1]ò (Section 3, 2 [1 & 2]). By implication, again, it is indicating that to become a 

professional, a teacher must attend and successfully complete a university program as a standard to enter 

the profession.  

How a teacher must behave to remain as a professional is articulated in the Ontario College of 

Teachers Act  (1996, S.O. 1996, c. 12) and 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 detail 

about how the college controls this profession. It explicitly states that the job of the Ontario College of 

Teachers (OCT) is to ñregulate the profession of teaching and to govern its membersò (3[1]1). With no 

wavering, it maintains that teaching is a profession, and that it has a distinct membership. It goes on to 

state that it is the power of 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 above) that allow teachers into the 

profession (3, 4). Once a person has passed the teacher education program, he or she may then become a 

member of the teaching profession by virtue of acceptance into the college. In other words, according to 

this act, the teaching profession and membership in the Ontario College of Teachers are synonymous.  

Like the other two acts, the Ontario College of Teachers Act (1996) 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 registration (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 

statusðnamely, a contravention of professional and ethical standards that have been established and 
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enforced by the college (7).  The act goes as far as indicating that members who have had their 

qualifications revoked continue to be subject to the jurisdiction of the college in areas of misconduct (5). 

Professional misconduct, which 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 stakeholder perspectives 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 context. Miles and Huberman (1994) define case as, ña phenomenon of some 

sort occurring in a bounded context,ò and the case is, ñin effect, your unit of analysisò (p. 25). The 

teacher preparation program is the unit of analysis in this project. This type of case study is explanatory 

in nature, as the explanations link the programôs implementation with the programôs effects (Yin, 2003). 

Stake (1995) and Yin (2003, 2014) propose that the case study method ensures the phenomenon is well 

explored and the essence of the experiences are revealed and dependent on oneôs perspective. Case study 

research permits the use of multiple data sources, which enhances the dataôs credibility (Yin, 2003). 

Through the personal narratives or stories from the participants (i.e., interviews), we were able to 

understand the participantsô perspectives (Lather, 1992). The purpose of the study was to explore the 

issues, beliefs, and experiences related to teaching and fostering professionalism in a teacher preparation 

program. 
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Here, perspectives 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 schools in the northern, southern, 

eastern, and western regions of Ontario. For the campus perspective, two faculty members and an 

associate dean (the chapterôs authors), discuss education program policy and practices that have been 

informed by previous and current teacher candidates, specifically related to professionalism. Methods of 

analysis for the project included three streams of activity identified by Miles and Huberman (1994): data 

reduction, data display, and conclusion-drawing/verification. Deriving categories 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 the results (Glaser & Strauss, 1967; Handsfield, 2006).  

 

Teaching Professionalism 

The teaching of professionalism in this program takes many forms. As Maxwell (2015) has 

noted, professional vocabulary is ubiquitous in education. Terms such as professional development 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 quite significantly across the program.  

All those considered ñteacher educatorsòðuniversity faculty, university administration, associate 

teachers, faculty advisors, and the federationsðpresent their respective definitions of professionalism. 

The repertoires of professional knowledge, attitudes, and values affect the character of each group of 

teacher educatorsô practices (Murray, 2014). For example, associate teachersô conceptions of 

professionalism provide authentic interpretations through a practical lens. University 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, offer yet another perspective on professionalism. Research related to teacher 

educatorsô professionalism is rather scant (Maxwell, 2015), focusing largely on knowledge base and 

professional attributes rather than how professionalism is used to prepare pre-service teachers. 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 both theoretical 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 

Cruessô (2006, 2012) medical profession framework for our discussion. The ever-changing field of 

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 a way 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 and beliefs, those wishing to join the 

network are therefore invested and engaged in the learning process. Teaching and medicine share certain 

attributes (Maxwell, 2015). Though teaching does not cure anything, it is guided by a set of values, 

behaviours, and relationships 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 taught at Nipissing University: the 

cognitive base, experiential learning and self-reflection, role modelling, evaluation, and the 

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

 

The Cognitive Base  

Teacher candidates engage in a broad range of theory-based 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, and social context 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 inherent in the field. Another course, Language Arts, addresses not just the Ontario 

curriculum but the forms of communication expected of a teacher-in-training. Candidates are 

encouraged to enhance their oral and written language forms as a starting point for their professional 

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: instructional 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, appropriate social media use 

(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 studies, science 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 Self-Reflection   

Practicum represents the most important contribution to the development of teachers in training 

(Desbiens, Lepage, Gervais, & Correa-Molina, 2015). Teacher candidates engage in 12 weeks of 

practicum within publicly 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 candidates may team-teach 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 all teaching and non-teaching 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: What do I need 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 

professionalism. The associate teacher 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 plan and debrief lessons with 

teacher candidates on a regular basis. Through this mentorship, it is hoped that the teacher candidate will 

grow through regular feedback and opportunities to move beyond their comfort zones. Faculty advisors 

also play a role in supporting teacher candidates while on practicum. Though their role is much less 

hands-on than that of the associate teacher, the faculty advisor is available for consultation at any point. 
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Faculty advisors are asked to engage the teacher candidate in reflecting openly about 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 teachers and faculty should be explicit about what 

they are modelling (Cruess & Cruess, 2006). On campus, during 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 protégésðteacher candidates. Teacher candidates are required to observe 

in host classrooms before they begin to teach. During such 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 sense of the daily 

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 modelling. 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 practices for 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, 

collaboration, initiative, self-regulation). Associate teachers are required to score candidatesô 

professional attitude. Similarly, for academic courses, campus instructorsô use learning outcomes in the 

development and evaluation of pedagogical content related to professionalism. Demonstrating 

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

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 institutionð

promotion of policies and activities) (Hafferty & Franks, 1994; Hafferty, 1998). For example, as a 

hidden curriculum, the faculty of education promotes professionalism by offering teacher candidates 

opportunities to participate in extra-curricular activities (e.g., volunteering for community service-

learning). A recent 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 members volunteer 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 standards 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. 
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Themes Emerging From 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 conducive not only to learning, but also to the 

development of mature students. Implicit in this message is the anticipation that teachers model 

appropriate presentation in various contexts, including professional dress. Remaining cognizant of their 

role within the classroom 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 within the Ontario Education Act using the phrasing ñinculcation through precept and 

example.ò And this connection has not been lost on scholarship in the area: ñDress is one form of 

communication that overtly provides information about appropriate dispositions and behaviour at school 

and workò (Freeburg & Workman, 2010, p. 29).  So important to studentsô perceptions, one teacher 

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, but became especially heated 

after the landmark American cases of Finot v. Pasadena City Board of Education (1967) which denied a 

boardôs right to disallow a teacher with a beard to enter a classroom, and of Tinker v. Des Moines 

Independent Community School District (1969) decision which denied a school boardôs right to punish 
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students for not wearing appropriate clothing on school premises. For the decade after these decisions, 

courts expanded their protection of teachersô decisions to ignore school dress and grooming codes, citing 

First Amendment freedom of expression rights. This did not, of course, signal the beginning of a 

complete libertarian society, as school authorities still maintained the right to limit a teacherôs right of 

expression when it could be shown that 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 her own professional discretion 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 judgements. With the knowledge that teacher education programs play a major role in 

preparing students for the transition from student teacher, the concept of deportment is addressed in the 

cognitive base, role modelling, and evaluation components 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 dress 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 environmentðit would 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 too 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 belief that the 

way teachers dress is related to school success and that they are influenced by a teaching candidateôs 

dress in making hiring decisions. For this reason, business casual is the best approach for the 1st day 
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until the teacher candidate has assessed the informal dress-code of the environment. A gradual release of 

responsibility 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 subsequent days. 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 

demonstrating respect 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 definitions of professional 

dress within the school system, and that little can be done to directly disallow a teacher candidate from 

wearing just about any attire they choose, the programôs main means of influence comes through role 

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 teacher, 

suggested teacher preparation programs make candidates more aware of professional standards and 

expectations: ñEven dress code and behaviour with students because a lot of these candidates are coming 

to us are not that far removed from Grade 12.ò It is important that teacher candidates be encouraged to 

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 is a topic of much discussion after the candidatesô 

first placement. Some candidates are placed with teachers who dress casually and directly or indirectly 

encourage candidates to dress in similar casual attire. The federationsô position on dress supports 

teachersô claim to dress as they feel appropriate.   
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In fact, the discussion 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 example, it found that this debate was rather 

polarized between those with opinions on a school dress code policy for teachersðproponents (most 

frequently school boards and administrators), opponents (most frequently teachers and their unions), or 

unspecified (most frequently 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 score teacher 

candidatesô professional skills and attitudes. Along with candidatesô skill in instructional design, 

assessment, and the delivery of the lesson, their professional teaching skills and deportment in and 

outside the classroom are evaluated. Inside the classroom 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 education stakeholders. 

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, evaluations of studentsô deportment have 

endeavoured to draw links between teacher dress and student decorum (Sternberg, 2003).  Whereas a 

teacher candidateôs desire to ñblend inò fashion-wise shows a desire "to project a positive image in the 

communityò (Freeburg et al., 2011), extreme casual and immodest dress (inappropriate and 

unprofessional dress) reflected role distance (Workman & Freeburg, 2010). Evaluation of dress, 

therefore, is not a stand-alone 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 conveying professionalism 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 University relies heavily on computer-mediated 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 importance of institutional support in 

establishing an educational environment that espouses professionalism. Upon entry into the program 

teacher candidates are assigned an institutional e-mail, and all formal communications (e.g., practicum 

office, faculty advisor, associate 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. Teacher candidates are expected 

to monitor this e-mail 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 face-to-face, with some professors opting to supplement course lectures, discussions, 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 teacher candidates 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 multiple e-mails, carefully timed, to emphasize specific aspects 

of the placement experience, which in many cases duplicates the contents of the handbook. Teacher 

candidates are expected to contact their associate teachers by e-mail and with a phone call follow-up 

prior to the start of the placement. It is hoped that early contact will encourage the development of a 

positive mentoring relationship. As observed by one of our associate teachers, ñIt goes back to those 

relationships again and establishing that very strong relationship at the beginning so that those 

courageous conversations are not as difficult and not coming across as negative, per se, but rather 

constructive criticismò (Drew). 

Teacher candidates are asked to attend a series of practicum information sessions to reinforce 

and review professionalism 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 large-group sessions, delivered by the associate dean, are intended to emphasize the 

importance of professionalism. One key message relates to heightening personal awareness of 

communication style and effectiveness, including non-verbal communication, the avoidance of slang, 

error-free written work, listening skills, 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 offer judgment. The Ontario College of Teachersô (2012) 

professional advisory on the use of electronic communication and social media serves as a guiding 

document for teacher candidatesô professional communication with students, offering specific 

boundaries and responsibilities even as associate members of the College. Teacher candidates also meet 

once with their faculty advisor (in small groups) prior to practicum. Subsequent communications 

between the teacher candidate and faculty advisor occur through e-mail, phone, or Skype conversations. 

Each teacher candidate is visited in the school 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 associate teachers made this 

observation: ñIt was very easy to communicate with her (faculty advisor) about what was going on and 

the struggles that were happening. She was great in coming and scheduling promptly. . . . It was a good 

conversation we had after that lessonò (Kelly). The triad (associate teacher, teacher candidate, 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 principals or 

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 disseminates further reminders and support materials via e-mail 

at regular intervals throughout the year. 

E-mail is a convenient medium for brief messages, but teacher candidates are often inundated 

with so many e-mails that key information may get lost or ignored. Additionally, because tone cannot be 

effectively transmitted through e-mail, many messages may be misinterpreted (Kruger, Epley, Parker, & 

Ng, 2005). With this in mind, the practicum office prepares and distributes messages to coincide with 

the teacher candidatesô need for the information.  

Role modeling and experiential learning. The strength of the associate teacherïteacher 

candidate relationship can be a determining factor for a successful practicum (Broad & Tessaro, 2010). 

Our associate teachers consistently noted the importance of teacher candidates initiating contact. Rene 

commented, ñI really like to first meet with them before they come into the classroom full time. Thatôs 

happening less and less because Iôm noticing thereôs less effort to communicate earlier than it used to be. 

If they initiate contact, perfect because then you can start establishing where I am and where the teacher 

candidate can jump in.ò  
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Modelling is a powerful communication tool for associate teachers, which may in fact override 

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 provide a starting point 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 of the feedback varies with the associate teachersô dispositions, 

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 affect (e.g., personality, enthusiasm, and 

communication). Many of our associate teachers acknowledge that some conversations are challenging: 

ñI find it very difficult to provide feedback on problems that are more personal such as bad grammarò 

(Chris). 

Environment. The practicum office provides all associate teachers with electronic copies of the 

practicum handbook (syllabus) and evaluations. The associate teacherôs institutional contact is the 

faculty advisor. The practicum office becomes involved in situations in which the teacher candidate 

begins to experience difficulty, being called upon by either the faculty advisor or the associate teacher. 

Such communications are usually initiated by e-mail and often continued with phone conversations for 

the purposes of providing 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 teaching field. Through consistent and ongoing messaging in a 

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

 

Ethical Responsibility  

As with deportment, teachersô ethical responsibility has been an important issue of unabated 

discussion for almost 50 years. Boon (2011) argues that an ñethics boomò since the 1970s has pushed for 

ethics training in teacher education programs as a replacement for its continual disappearance in tertiary 

institutes in the West. Recently, this conversation has turned to linking teacher beliefs with student 

attainment. Gore, Ladwig, Griffiths, and Amosa (2007), for example, found in a survey of 3,000 

students that it was the approach with which teachers tackled their professional duties (an obligation to 

studentsô learning underscored by their commitment to social justice) that made a difference. They 

concluded that teachersô values and beliefs determine teacher quality. They maintain the necessity for 

ways to help teachers reflect upon their beliefs, and for teacher training and professional development 

programs to help this happen. Gore et al.ôs study, of course, is no outlier, with many authors making 

similar assertions (Alexander, 2009; Nucci, Drill, Larson, & Browne, 2005; Revell & Arthur, 2007; 

Rowe, 2004; Westcombe-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 

be seen as, ñthe initial place to acquaint new teachers with the moral dimensions of their chosen 

professionò (p. 373), they have almost universally neglected the teaching of ethics. For this reason, 

scholars have made broad appeals for the introduction of moral philosophy courses in pre-service 

teacher training programs (Carr, 2003, 2006; Snook, 2003). 
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This situation has recently been challenged in Canada, at least. In a countrywide survey of 

teacher education programs, a team from the University of Quebec, Trois-Rivières, showed 

unexpectedly that there existed a strong desire for required ethics courses within pre-service 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 (Maxwell, Tremblay-Laprise, & Filion, 2015). 

However, this team also learned that when applied on an international scale, stand-alone courses could 

only be found in a quarter of teacher education programs (Maxwell et al., 2016). 

Perhaps a clue for its prevalence in Canadian 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 Education, 2012). Teachersô primary professional objective, 

therefore, is the development of studentsô potential, while valuing the worth and dignity of all students. 

So important is this province-wide admonishment that the ethical responsibility theme is addressed in all 

the components of the framework. Not dissimilar to one created by Warnick and Silverman (2011), this 

framework is designed to not produce absolute answers, but to aid in a process of ethical decision-

making. That being said, the intent of the framework is to help ñrespect student moral autonomy while 

resisting the slide into relativismò (p. 273).  

Cognitive base. Although candidates engage in a range of theory-based courses that serve as a 

cognitive base, one course, Education and Schooling, is designed to explicitly address Ontario College 

of Teacher standards of practice, specifically ethical responsibility. The instructors begin the course with 

the standards 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 below, reflective practice becomes a key component of the framework, 

but this cannot be left solely to ñon-the-jobò ad hoc experiences.  Without training to develop ethical 

considerations, studies have shown that teachersô interaction with students break down to the level of 

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 explicitly promoting any ideal ñmoral philosophical, moral 

psychological, or moral educational theoriesò (Curtis, 2010, p.114).  

Experiential learning and self-reflection. While the candidates attend theory-based courses, 

they also engage in the theme of ethical responsibility in experiential learning and self-reflection through 

the practicum component of the program. While they 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; Zwozdiak-Myers, 2012), 

for it is through this practice that educators may modify and polish their methods to aid student 

achievement.   

Critical to professional development for candidates is descriptive feedback from their associate 

teacher. All the 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 provided verbal 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 purchased a small booklet to record all her feedback and gave the book to the candidate at the 

end of the placement. Jamie described the process for providing feedback by asking ña lot of scaling 

questions to get a feel of how they thought lessons went and where I think lessons went and letôs see if 

they match up.ò  Most often the associate teachers and teacher candidates were in agreement about the 

lesson outcome. However, Alex stated, when there are differences in the level of success for a lesson, ñif 

they think something went well and I think, óthat did not go so well,ô then itôs a longer conversation and 

itôs more specific to their needs.ò  

Role modelling. As noted above, Alex, an associate teacher, used the conversation of differing 

perceptions as an opportunity 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 candidatesô understanding of their ethical responsibility. Critical to the process is for 

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 is acceptable 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 survey concerning a state-wide educator 

preparation program actually had opposite feelings. Instead, the study found ña consensus among the 

participants regarding the inclusion of specific information about consequences for unethical behaviour 

and information regarding professional and ethical decision-makingò (p. 82).  The conclusion is that 

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 the program. 

Evaluation. Evaluation of candidatesô cognitive knowledge of their ethical responsibility is 

measured on campus and their practical application is scored by associate teachers on practicum. The 
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evaluation, developed using the Ontario College of Teachers standards and ethical practices for the 

teaching profession provides teacher preparation programs the standards of competence required for 

teachers. Maintaining the highest degree of ethical competence includes in and outside the classroom 

environment. The 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 to the program, 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, 2012), a 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 identity and the 

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 program. To begin, 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 professional 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 supportive learning 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 exemplary 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 candidates, complete a 

profile sheet to introduce and open the conversation between the teacher candidate and the associate 

teacher prior to practicum. The profile includes the candidatesô educational background, interests outside 

of teaching, and professional goals for the 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 links embedded 

in brief e-mail 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 internalize the concept through experiential learning.  
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Abstract 

International advice on what teachersðincluding Canadian teachersðshould 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 Reorienting Teacher Education to Address Sustainability. 

In Ontario, Canada, this became manifest in one of the few Canadian provincial EE policy frameworks, 

Acting Today, Shaping Tomorrow. Though laudable, the framework provided minimal direction to 

faculties of education on the development of initial teacher environmental education (IT-EE) capacities. 

This chapter presents an argument for the development of IT-EE capacities, utilizing a generic model of 

IT capacity involving IT ñexperiences/naturesò and ñcompetencies.ò In particular, the chapter considers 

how IT-EE capacities may be described, identified, and cultivated within teacher education programs. It 

also explores how IT-EE capacity may influence IT-EE programs, and how coordinated efforts at two 

levels of actionðat the faculty level and beyond the facultyðmay help institutionalize IT-EE 

capacities. 
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Initial Teacher Environmental Education Capacities: What is the Role of Ontarioôs 

Faculties of Education? 

During the Decade for Sustainable Education 2005ï2014, the United Nations Educational, 

Scientific, and Cultural Organization (UNESCO) called for a reorientation of teacher education to 

address sustainability (McKeown & Hopkins, 2005). According to UNESCO (2012):  

Sustainability is a paradigm for thinking about a future in which environmental, social 

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

quality of life. These three spheresðsociety, environment and economyðare 

intertwined. (p. 4) 

 

The Ontario Ministry of Education (the ñMinistryò) responded with an environmental education
2
 

(EE) policy framework, Acting Today, Shaping Tomorrow (Ministry, 2009) that called for faculties of 

education to help prepare Kï12 teachers for EE. The Ontario College of Teachers (the ñCollegeò) also 

recognized the role faculties of education play in preparing initial teachers
3
 (IT) to teach the Ontario 

curriculum, including EE. The theme of the Canadian Association for Teacher Educationôs (CATE) 

2015 working conference, What Should Canadaôs Teachers Know? Teacher Capacities: Knowledge, 

Beliefs, and Skills, provided an opportunity for us to revisit issues related to these developments. 

This chapter attempts to address three pertinent questions: (a) What IT-EE capacities should 

teacher education programs instill in initial teachers? (b) How are these IT-EE capacities identified and 

cultivated within such programs? (c) How do these capacities, developed by teachers during and after 

their teacher education program, potentially impact such programs? The chapter comprises four parts: 

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

                                                           
2
 We use the term environmental education (and its acronym EE) in this chapter because it is most commonly used by the 

Ministry (2009). We understand, however, that a variety of terms and expressions may be used in other contexts (e.g., 

sustainability education, environmental and sustainability education, education for sustainable development, and education 

for sustainability. 
3
 The adjectives initial teacher and pre-service education are used synonymously in this chapter. We have adopted initial 

teacher (IT) to align with the terminology of the call. 
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EE capacities; (c) an examination of how IT-EE capacities are identified and cultivated, and how they 

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

 

The Necessity of IT-EE Capacities 

This section underscores the necessity for enhancing IT-EE capacities in Ontario faculties of 

education, thereby setting the stage for an examination of the three questions discussed in the 

introduction. We describe ñIT-EE capacityò in general terms, arguing for its requirement in IT education 

by (a) re-emphasizing the current predicament of Earth; (b) appealing to education as a social instrument 

to achieve sustainability reform; and (c) asserting the ethical responsibility of faculties of education to 

prepare ITs to provide effective EE within Kï12 schools. In making this argument, we wish to clarify 

and assert the leadership role we play, as teacher educators, in enhancing IT-EE capacity within 

Ontarioôs faculties of education. 

Before presenting our argument, it is important to understand the relationship among faculties of 

education and other elements influencing Ontarioôs Kï12 schools system. In Ontario, ITs are granted a 

bachelor of education degree and an Ontario Teacher Certificate upon successful completion of a 

university-based, College-accredited IT education program. Thus, the College certifies ITs to teach in 

the provinceôs Kï12 schools in two of three grade divisions: namely, primaryïjunior (KïGrade 6), 

juniorïintermediate (Grades 7-10), or intermediateïsenior (IS) (Grades 7ï12). Furthermore, the Ministry 

creates curriculum for all Kï12 subject areas, and the Ontario Ministry of Training, Colleges, and 

Universities accredits all college and university programs, including IT preparation programs with the 

provinceôs faculties of education. The complex jurisdictional mixture makes it very difficult for groups 

and individuals to effect significant change in university IT education programs and Kï12 education. 

 



 

 
 

165 

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 in which we can 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, the Ministry has legislated EE in Ontarioôs Kï12 schools, requiring, by 

law, that all of Ontarioôs Kï12 students be provided with basic EE. Recognizing the precarious nature of 

Earth and civilizationðespecially on account of climate change, biodiversity loss, air and water 

pollution, resource depletion, over-population, discrimination, violence, conflict, and war (United 

Nations, 2014; Worldwatch, 2016)ðthis legislation could not have come soon enough. These seemingly 

intractable challenges should not only be addressed in the context of Kï12 EE and IT-EE but also in 

programs focused on Indigenous education, place-based education, mindfulness education, and social 

justice education. All of these programs require the development of essential EE capacities eventually 

enabling Ontarioôs Kï12 teachers to effectively 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 system 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; OôSullivan, 1999). Recognizing that many education systems tend to be conservative in nature, 

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, then they can act as ñseedsò who ñsowò change in their 

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 developed clear EE 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 

commits to ñencourage faculties of education to address environmental education in their pre-service 

curriculaò (p.13) rather than requiring them to do so. The lack of EE in IT education programs is 

exacerbated by College policy, which gives only cursory mention of EE and a few generic 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 EE in Kï12 schools, the same cannot be said of 

directives to support the development and education of the provinces ITs. Faculties of education must 

leverage their unique position in the preparation of Ontarioôs ITs by advocating for the future of 

Ontarioôs Kï12 students. One way this can be accomplished is by clearly acknowledging IT-EE 

capacities, advocating for them, and assuming leadership over their implementation within Ontarioôs 

faculties of education. 

Research demonstrates that properly and competently educated and trained teachers are critical 

to the education of children (Darling-Hammond, 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 Kï12 schools. If we fail to assume responsibility or leadership for this, we breach the terrain of 

the ñunethical.ò Again, faculties of education are pivotal in preparing ITs with the EE capacities they 

require to educate a future generation of children, who in turn, need to know how to deal with complex 

and urgent problems developing now and in the future. 
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This section has underscored the necessity for enhancing IT-EE, and has set the stage to examine 

the three questions discussed earlier. Before tackling these, it is important to understand EEôs current 

status within Ontarioôs IT education programs.  

 

Status of EE in Ontario IT Education Programs 

Specifically, it may appear that EE is occurring within Ontarioôs IT education programs, whereas 

in the majority of Ontarioôs faculties of education, it is not (Inwood & Jagger, 2014; Beckford, 2008; 

Lin, 2002; Towler, 1981; Rioux, 1973). Currently, any EE occurring in Ontarioôs pre-service programs 

occurs because of the passionate and dedicated efforts of a few committed faculty members (Inwood & 

Jagger, 2014; Beckford, 2008; Lin, 2002). This lack of IT-EE capacity presents us with a formidable 

challenge that needs to be addressed before any meaningful enhancement of Kï12 EE programming. In 

the next section, a model for building IT-EE capacities will be examined. The model will help describe 

and understand IT-EE capacities. 

 

A Model for Describing and Understanding IT-EE Capacities 

A Model for IT -EE Capacities 

This section introduces the reader to an adaptation of Grantôs (2008) model for developing IT-EE 

capacities. It then addresses the first question: What initial teacher EE capacities should teacher 

education programs instill?  

Grant (2008) suggests successful teacher education programs focus on developing IT capacities. 

IT capacities consist of two components: experiences/natures and competencies (knowledge, skills, and 

attitudes). We have interpreted this model through an illustration provided by Figure 1. Basically, 

experiences/natures refers to academic and non-academic experiences ITs may have experienced prior to 
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IT education. For example, academic experiences might include those acquired whilst an undergraduate; 

such as experiences students might gain through a service-learning project. Non-academic experiences 

could be those acquired through family upbringing or extracurricular activities. Natures, academic or 

non-academic, 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 competencies,
4
 with the 

former presenting prior to and the latter presenting after IT education.  

 

 

 

 

 

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 

accreditation guides. 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 unassertive, this lack of stringency may, by 

allowing a broader scope for interpretation, act as a catalyst for change.  

IT -EE experiences/nature. Currently, in Ontario, IT education program admission and 

competency standards address EE only indirectlyðif at all. Generally, admission is based on a 

combination of academic and nonacademic experience. An applicantôs academic experience is usually 
                                                           
4
 The extent to which experiences/natures and competencies can be observed, is discussed in the third section: An 

examination of how IT-EE capacities are identified and cultivated. 
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assessed via the applicantôs undergraduate GPA, while nonacademic (personal/professional) experiences 

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

summarizes IT education program admission protocols of four Ontario programs.
5
 

 

Table 1  

Ontario IT Education Program Admission Protocols 

 FACULTY 

A B C D 

Experience 
Profile 

-Yes 
-Written 
essay 
discussing 
two teaching-
related 
experiences 
of at least 100 
hours in 
duration. 

-Yes 
-List of 
experiences 
and a written 
essay 
discussing the 
role of 
education in 
society and 
reasons for 
wanting 
become a 
teacher. 

-Yes 
-List of experiences 
and a reflection on 
challenges/insights 
gained in teaching 
or life experiences. 
-The program 
favours 
commitment to 
social justice, 
inclusivity, and 
ethical 
consciousness. 

-Yes 
-Essay discussing teaching-
related experiences, insights, 
challenges, actions, and 
learning, and discussion of a 
life experience showing 
openness/commitment/action 
towards equity in diverse 
classrooms, schools, and 
underserved communities.  

Academic 
Transcript 
(Minimum 
GPA ς 
Percent) 

Yes 
(2.7τ70%ς
72%) 
(10 best 
credits) 

Yes 
(2.7τ70%ς
72%) 
(10 best 
credits) 

Yes 
(2.7τ70%ς72%) 
(10 best credits) 

Yes 
(3.3τ77%ς79%)  
(final year of undergrad) 

Interview No No No No 

Adjudicators -Non-
academic 
admissions 
office staff 
-Training is 
provided.  
 

-For primary-
junior 
applicants: 
sessional 
instructors 
-For 
intermediate-
senior 
applicants: 
non-academic 

-University faculty 
member or senior 
administrator and 
field reader (e.g. 
associate teacher, 
school principal, or 
school board 
employee).  
-Training is 
provided. 

-Transcripts assessed by non-
academic staff (Training is 
provided) 
-Experience Profile assessed 
by faculty and sessional 
instructors possessing 
graduate degrees (Training is 
provided) 

                                                           
5
 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%)  
-Experience 
Profile (50%)  

-GPA (70%)   
-Experience 
Profile (30%)  

GPA (50%)  
-Experience Profile 
(50%) 

GPA (23%) 
Experience Profile (55%) 
References (22%) 
 

Special 
Consideration 

-Aboriginal 
-Visible 
minorities  
-Disability  

-Aboriginal 
-Visible 
minorities  
-Disability  

-Aboriginal 
-Visible minorities  
-Disability  

- Ethnic diversity 
- Cultural diversity 
- Social diversity 
- gender, i.e., males interested 
in Primary teaching; females 
interested in non-traditional 
subject areas 
 

  

All four programs (Table) assess applicant suitability through a combination of previous 

academic experiences (undergraduate transcript/GPA) and they assess personal/professional experiences 

through experience profiles involving written statements/reflections/essays.
6
 In all cases, the minimum 

(cutoff) GPA was 2.7 (70%ï72%). 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 D, there was a specific allowance involving 

gender, with males interested in primary teaching and females interested in non-traditional 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. non-academic 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 summarized in the Table, is there specific reference to EE in 

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

                                                           
6
 In response to the query of one reviewer as to whether experience profiles prompt applicants to include ñanything related to 

EE,ò to our knowledge there is no explicit criteria to this effect.  
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the applicantsô personal/professional experience profiles, although there is an emphasis in most 

protocols favouring 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 there is a demonstrated shortage of teachers, such as 

elementary science and mathematics. Nevertheless, in all of the programs, applicants have an 

opportunity to include environment-related experiences in their experience profiles, although without 

prompting or express preferential treatment.  

 The lack of any preferential consideration for IT education program applicants with significant 

EE-related academic and non-academic experiences hinders admittance of applicants showing 

commitment and promise as developing EE leaders. While the current situation does not bode well for 

helping to build IT-EE 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 EE capacities.  

In one of the four faculties of education there is currently a review of the academic and non-

academic admission criteria. As we have argued, IT-EE requires unique capacities in the form of 

experiences/natures and competencies. Opportunities exist for all institutions to advocate changes that 

would allow applicants to self-identify as possessing necessary academic and non-academic EE 

experiences/natures for which they could receive recognition or preferential treatment. On the academic 

side of adjudication, if EE was deemed a teachable subject by the Ministry and College, then applicants 

holding EE-related degrees would be motivated to apply. On the non-academic side of adjudication, EE-

related experiences/natures gained through family or extracurricular life 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 self-declaration, and adjudicators could review them preferentially. Given the dearth of 
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EE teachers and leaders in Ontario Kï12 schools (Fazio & Karrow, 2012), the fact that EE is 

recommended by Ministry (2009) and is part of the recognized Ontario curriculum (College, n.d.), the 

targeted selection of future EE teachers is reasonable, necessary, and long over-due. 

IT -EE competencies. Having explored how IT candidate experiences/natures might contribute 

to the development of IT-EE capacities, we now consider the development of IT-EE competencies. IT-

EE competencies can be better understood through a framework provided in Learning for the Future: 

Competences in Education for Sustainable Development (UNECE, 2012) (Figure 2). Introduced by 

Delors (1996) and summarized by UNESCO (2012), this framework is internationally recognized.  

A framework for IT- EE competencies. UNECE (2011) identifies three essential characteristics 

of EE: a holistic approach, which seeks integrative thinking and practice; envisioning change, which 

explores alternative futures, learns from the past, and inspires engagement in the present; achieving 

transformation, which serves to change the way people learn and the systems that support learning (p. 

12). Clustering competencies within the following framework can address these characteristics: 

Å Learning to know: Understanding the challenges we face locally and globally, and the 

role that education can play. 

 

Å 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. 

 

Å Learning to live together: The importance of partnership, and concepts such as 

interdependence, pluralism, mutual understanding, and peace. This includes the ability to 

challenge unsustainable practices across educational systems. 

 

Å 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 IT-EE competencies. The competencies for educators in education for 

sustainable development. Reprinted from Learning for the Future: Competences in Education for 

Sustainable Development. UNECE, 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%20EN.pdf. 

Copyright 2012 by UNECE. Reprinted with permission. 

http://www.unece.org/env/esd/Sixth%20Meeting/Learning%20for%20the%20Future_%20Competences%20for%20Educators%20in%20ESD/ECE_CEP_AC13_2011_6%20COMPETENCES%20EN.pdf
http://www.unece.org/env/esd/Sixth%20Meeting/Learning%20for%20the%20Future_%20Competences%20for%20Educators%20in%20ESD/ECE_CEP_AC13_2011_6%20COMPETENCES%20EN.pdf























































































































































































































































































































































































































































































































































































































































































































































































































