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Introduction  

This volume is the product of the collaboration of participants at the Tenth Working 

Conference of the Canadian Association for Teacher Education that was held at Wilfrid Laurier 

University from October 24ï26, 2019. Following the format of previous working conferences, 

authors submitted in advance a three-page summary of their current research on the theme 

Preparing Teachers as Curriculum Designers. Authors were asked to consider how their research 

related to one of the following questions: 

 Student Engagement: In what ways does your teacher education program prepare 

graduates to design engaging learning experiences? What innovative pedagogies and 

assessment strategies have been found to be especially effective in promoting deep 

learning and design approaches that translate into practicum?  

 Instructional Design: Consider Backward Design, Inquiry Based Learning, Universal 

Design for Learning, Concept-based Curriculum, etc. In what ways do these, or other 

particular instructional design approaches, guide teacher candidatesô design of learning 

experiences in your teacher education program? How and to what extent do principles of 

design thinking inform the design and evaluation of curriculum in your teacher education 

program?  

 Disciplinary Thinking: What ñpedagogies appropriate to the disciplineò frame the 

curricula in your teacher education program (e.g., historical thinking in Social Studies, 

scientific thinking in STEM, and so on)?  

 Practicum/School Divisions: How do planning frameworks in local school divisions 

influence planning in your teacher education program? In what ways are collaborations 

between your teacher education program and area school divisions supporting research 

and practice in schools? 
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Participants whose chapter proposals were accepted were divided into three working groups of 

authors whose research was related and summaries of the research were shared by the editors, 

with the authors in each group. At the conference, group members met to discuss one anotherôs 

work, pose questions, and offer suggestions and recommendations on expanding or strengthening 

their work. Complete chapters were submitted in February 2020 and the editors distributed these 

for double blind review. This volume includes the final versions of these chapters. 

Working Conference Theme: Preparing Teachers as Curriculum Designers 

Researchers and educators in teacher education are tasked with creating the contemporary 

conditions and contexts for learning that engage learners in actively constructing relevant 

understandings, competencies, and diverse literacies required for navigating effectively a 

complex and changing world. However, while social, technological, and political transformations 

and change in society are rapid, many educational processes, including curriculum development, 

can take much longer. Broadly defined and used, curriculum describes the values, content, and 

aims that bound an education system and the range of educational and organizational processes 

and learning sponsored within it (Williamson, 2013). With the shift from an industrial to a 

knowledge society, greater emphasis has been put on education to cultivate socio-cognitive 

competencies associated with knowledge work and the production and sharing of information, 

ideas, and knowledge rather than material things (Williamson, 2013). In this context, the uptake 

of design thinking and emergent curriculum have taken root and have begun to thrive.  

Design thinking as a constructivist learning design in education has generated much 

interest in emergent curriculum, but also some uncertainty (Henriksen et al., 2020; Lahey, 2017; 

Scheer et al., 2012). Broadly speaking, design thinking in education is an approach to inquiry 

that combines instruction and construction (Scheer et al., 2012); teachers seek to engage learners 

in analyzing and evaluating real-life problems and scenarios in order to generate solutions by 
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thinking and acting like a designer. A creative approach to assessing and addressing problems, 

design thinking offers an agile and responsive approach to engaging learners in understanding 

the problems, people, and products in challenging situations or scenarios to create and achieve a 

preferred alternative. ñBy thinking like a designerðfor example by examining how students 

experience aspects of school, much as a professional designer might use products, physical 

spaces, or other artifactsðteachers might better understand challenges and identify ways to 

move forwardò (Henriksen et al., 2018, p. 210). A design thinking approach to curriculum 

acknowledges multiple representations, various forms of engagement and expression, as well as 

the possibility of diverse solutions and outcomes, which can lead to tension within standardized 

programs of study in K-12 and preset pathways in post-secondary education.  

To make design thinking accessible for educators outside of design fields of study, such 

as architecture, business, and manufacturing, some organizations have developed step-by-step 

guides and linear descriptions of robust design processes (Johannsson-Skoldberg et al., 2013). 

For example, the Hasso Plattner Institute of Design at Stanford (d.school) (2020) and IDEO 

(2012) have provided frameworks that are often applied to educational challenges. According to 

the Stanford Design Thinking model, these steps and key activities include: 

 Empathy: gain an empathic understanding of the problem you are trying to solve by 

gathering information and immersing oneself in the context. 

 Define: synthesize the information gathered in the first step to clearly describe the 

problem.  

 Ideate: generate possible solutions to the problem. 

 Prototype: develop scaled down versions of the solutions to carefully investigate      

solutions.      

 Test: assess and further refine the best solutions to the problem. 
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IDEO uses a similar set of steps and demonstrates how their framework can be used to solve 

educational problems related to curriculum, spaces, processes, and systems: Discovery, 

Interpretation, Ideation, Experimentation, and Evolution. Critical to both the d.school and IDEO 

models is empathyðunderstanding what the end user needs and designing solutions to meet 

those needs. The extensive field of user-centered or human-centered design also prioritizes the 

user and their needs. These methods also have a common framework along with an iterative 

cycle of investigation, observations, ideation, rapid prototyping, and testing (Norman & Draper, 

2014). Each iteration in human-centred design incorporates observations and lessons learned into 

the next cycle until an appropriate solution is found or the time for the design task runs out. 

Design frameworks can provide scaffolds for educators to incorporate design thinking 

processes and goals into curriculum across disciplines. However, the oversimplification of the 

design process and design thinking processes as linear, step-by-step paths to follow in business 

and education has raised concerns that these design models are not based on substantive research  

(Christensen et al., 2016;  Johannsson-Skoldberg et al., 2013). 

Henriksen et al. (2020) present some distinct applications of design thinking in education. 

First, design-based research, a signature research methodology from the Learning Sciences, is 

the empirical study of educational problems and interventions as design solutions during iterative 

implementations. Learning by design refers to ways people learn or construct subject matter 

knowledge as they engage in design processes, often through project-based learning. Teachers as 

designers (Mishra & Koehler, 2006) is a phrase that refers to how teachers come to see 

themselves as designers of learning experiences, such as in the backward design approach 

advocated by Wiggins and McTighe (2005) in which teachers determine the purpose of an 

activity and consider design before planning and implementation. Brown et al. (2020) extend the 

teacher as designer idea in a description of teachersô design-based professional learning, which  
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involves continuous cycles of teachers designing learning tasks and analyzing evidence-

based work with peers during and between sessionsé. Design-based approaches to 

professional learning seek to create spaces where collaborative, dynamic, and iterative 

learning cycles can unfold in content-rich environments, and teachers can engage 

critically with both their colleagues and experts in the field to design solutions to the 

complex problems of teaching unfolding in their own unique contexts. (p. 3)  

The impetus for the working conference theme, Preparing Teachers as Curriculum 

Designers, emerged initially from the Teaching Effectiveness Framework (Friesen, 2009) which 

includes as its first two principles:  

 Effective teaching practice begins with the thoughtful and intentional design of learning 

that engages students intellectually and academically. 

 The work that students are asked to undertake is worthy of their time and attention, is 

personally relevant, and is deeply connected to the world in which they live. (p. 4)  

These ideas align well with Dedeôs (2010) in-depth review of twenty-first century skills in which 

key competency areas are defined, including twenty-first century content, learning and thinking 

skills, ICT literacy, and life skills. Dede emphasized that core subjects and knowledge 

orientation are very important, particularly in relation to the need for deep learning. However, he 

also emphasized that collaborationðincreasingly done through digital mediaðand a critical 

ability to filter rapidly massive amounts of incoming data and extract information valuable for 

decision-making and problem-solving (described as a ñcontextualò capability) are important 

aspects of twenty-first century skills. 

To make stronger connections with twenty-first century competencies (Erstad & Voogt, 

2018), opportunities to develop these competencies within core subjects need to be identified      
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as well as interdisciplinary themes within and across subjects. The alignment between 

interdisciplinary themes and design thinking reflects contemporary societal issues and can foster 

learning in ways that are responsive to the needs of the current society. The main competencies 

across different twenty-first century competency frameworks are collaboration, communication, 

ICT literacy, and social and/or cultural competencies including citizenship, as well as creativity, 

critical thinking, and problem-solving (Erstad & Voogt, 2018), all of which align with design 

thinking. A basic tension is the relation between twenty-first century competencies and core 

knowledge domains, often related to the discussion whether ñknow-howò is nowadays more 

important than ñknow-what.ò The argument put forward is that most knowledge that has to be 

learned at schoolðas prescribed in the curriculumðis likely to become outdated very quickly in 

todayôs world (Williamson, 2013). 

Intentional and contemporary program designs that prepare new teachers as designers of 

learning who create meaningful, relevant, and challenging learning opportunities for their 

students is core to the work of teacher educators (Brown et al., 2020). Ongoing professional 

development for practicing teachers to become designers of learning who can create the 

conditions for learners to engage in design is also core to teacher education (Friesen & Jacobsen, 

2015). Graduate education and design-based research on teacher designs that sponsor and study 

change and innovation in K-12 schools (Becker, 2019; Jacobsen, 2014; Lambert, 2016; Roberts, 

2019) is also core to teacher education. The editors were curious about the ways in which 

researchers in teacher education across Canada were addressing the important challenge of 

preparing teachers as curriculum designers. We were fascinated and encouraged by the range of 

research contributed by authors whose scholarship delves into many different questions and 
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issues related to design processes, design thinking, and teachers as curriculum designers in the 

diverse and multifaceted field of teacher education.  

An Overview of the Book Chapters 

 As this brief review of background literature demonstrates, there are numerous 

interpretations of the term design in education and not surprisingly, each of our authors took up 

the term design in slightly different ways.  

The first section of the book includes chapters focused on the broad design of a teacher 

education program. Ott and Hibbert were curious about how assessment designs teachers and 

how a programmatic shift to pass/fail assessments could create more space for professional 

inquiry and agency amongst their teacher candidates. The chapter spotlights a Research and 

Assessment course in which teacher candidates documented their learning in a Professional 

Practice Record and Annual Learning Plan. All teacher candidates were assigned to small groups 

where, with the support of Master Teacher Mentors (experienced educators who were associate 

teachers, graduate students, and instructors), they were inducted into the habits of professional 

learning. This course and forthcoming changes to assessment in the program aim to foster 

professional agency in teacher candidates.  

Broad, Sidani, and Richards sought student voice to renew the design of their graduate 

entry-to-practice teacher education program. Beginning with faculty-driven curriculum mapping 

data, they identified challenges in the program structure and were then able to seek deeper 

consideration from candidates on issues of curriculum, pedagogy, and program structure. The 

program was built on Wiggins & McTigheôs (2005) backward design model to align with the 

Ontario curriculum and to provide program coherence. Using a hiking metaphor to illustrate the 

iterative and recursive path they travelled, the authors demonstrate the complexity of program 

renewal.  
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Applying the Stanford Design Thinking model, MacMath, Sivia, and Britton generated an 

intentional programmatic approach to develop more socially just educators. They began by 

empathizing with the needs of the community where their graduates were likely to teach, 

defining the problem from a variety of perspectives including those of their teacher candidates, 

ideating to reflect on existing challenges related to social justice in the program, prototyping a 

variety of program innovations, and testing by analyzing candidatesô responses to questions that 

assessed the impact of their program innovations. Their protoype details an extensive series of 

learning experiences throughout the ten-month program designed to create a stronger social 

justice orientation in teacher candidates. The teacher candidatesô responses suggest that the 

program innovations were impactful and provided strong coherence with social justice as a 

continuous thread throughout the program.  

The last chapter of the section, contributed by Brown and Jacobsen, relates to the design 

of teacher education programs and assesses the potential for a micropracticum embedded in a 

teacher education program prior to a formal practicum. A micropracticum is defined as ña short-

term scaffolded practice teaching experience in an authentic classroom setting.ò The authors 

incorporated design-based research to provide cyclical evaluations of the micropracticum as a 

source of usable knowledge to inform teacher education. Student participants were responsible 

for collaborating on the design of a month-long unit enabled by technology, enacting that design 

with high school students, and subsequently reflecting upon their learning. Their narratives 

provide a strong rationale for the inclusion of micropracticum in teacher education programs to 

help teacher candidates to use learning technology, develop classroom management approaches, 

apply theory to practice, and experience the complexities of teaching. 

The second section of the book describes a variety of unique collaborations that helped to 

prepare teachers as curriculum designers. Thanks to the Rideau Hall Foundation and a set of 
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resources entitled Education for Innovation, Black, Jarvis, and Cantalini-Williams were able to 

engage their teacher candidates and others in designing curriculum for an authentic audience. 

Teacher candidates were invited to create educational resources to align with two publications: 

Innovation Nation: How Canadian Innovators Made the World Smarter, Smaller, Kinder, Safer, 

Healthier, Wealthier, and Happier (Johnston & Jenkins, 2017) for emergent readers; and 

Ingenious: How Canadian Innovators Made the World Smarter, Smaller, Kinder, Safer, 

Healthier, Wealthier, and Happier (Johnston & Jenkins, 2017) for older readers. All resources 

included an innovation cycle with comparable components to other design models: Inquire, 

Ideate, Incubate, Implement, and Impact. Teacher candidates benefitted from the opportunity to 

apply the design cycle, plan for an authentic audience (future teachers and students), create 

shared synergy through collaborative planning, and see the direct connection between their work 

and teaching practice.  

The following chapter, by Holden et al., is written by university teacher educators and 

school board representatives who together collaborated to create professional learning 

communities that support preservice and inservice teachers in instructional design through 

design-based thinking. All preservice teachers at the University of Calgary Werklund School of 

Education participate in a mandatory course on design-based thinking. Preservice teachers in this 

project had the opportunity to be paired with a partner teacher who was interested in student-

centred design; together they attended workshops and collaborated to apply these principles in 

the classroom during a practicum experience. The collaboration provided in-depth professional 

learning for preservice and inservice teachers. 

Ayer and Badley and a group of preservice and inservice teachers together offer a unique 

perspective on design thinking by applying Alexanderôs (1979) architectural design principles to 

the design of learning experiences. The authors argue that just as buildings must have centres, 
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boundaries, coherence, variety, and repetition, these and other principles have relevance for the 

design of classroom learning experiences. The co-authors participated in workshops applying 

architectural principles to planning; they then considered how instructional design differs from 

instructional planning and how design might precede instruction. For most of these teachers, 

applying architectural design principles helped to simplify and enrich the depth of their planning. 

While many chapters in this book focus on preservice teachers, Smithôs research 

followed a team of inservice teachers who volunteered to be facilitators of professional learning 

for their colleagues throughout the province of Manitoba. Interviews with team members were 

analyzed using a phenomenological approach to explore their lived experience as designers and 

facilitators of learning experiences for their colleagues. The analysis discusses how professional 

learning strengthened the agency of these teacher leaders, the practices of their highly effective 

teams, and how their professional practice was continuously improved.   

The final chapter in section II focuses on Universal Design for Learning, a well-known 

framework for designing accessible curriculum for students with diverse abilities (CAST, 2018). 

Harkins and colleagues include the narratives of two teachers during their final practicum and 

their first year of teaching to understand their experiences of implementing a UDL framework in 

their teaching. Both teachers identified the increased level of student engagement when they 

applied UDL principles in their teaching; further, when all students were offered choices in their 

learning, differences were celebrated as normal. The authors caution that school leaders need to 

provide sufficient time for planning, collaboration, and professional learning if they expect 

teachers to successfully apply UDL in their classrooms.  

Finally, section III includes chapters where the authors explore the development of 

teachers as curriculum designers in academic disciplines. Based on a previous study of science 

educators, Link and Falkenberg propose a ñcapabilities-development-with-nature pedagogyòð     
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an approach to teaching science that focuses upon the development of studentsô capabilities for 

well-being. Integrating outdoor education and a Reggio Emilia model, the curriculum is based on 

studentsô curiosity about the natural world and provides opportunities for creative work and 

student-led research. They present recommendations for reframing science teacher education to 

promote well-being education.  

Straub and Maynes consider how preservice teachersô conceptions of citizenship can be 

deepened through the use of concept maps to develop conceptual understanding in Social 

Studies. Situated in constructivist learning theory and phenomenographic research, their study 

aims to demonstrate how teachers can build upon studentsô prior conceptions to develop more 

complex understandings. They argue that concept maps vary in sophistication and that teachers 

can enrich studentsô conceptual understanding by modelling these various types of concept 

mapping. Straub and Maynes argue that teacher educators who cultivate a rich conception of 

citizenship in their teacher candidates are more likely to produce teachers who can cultivate rich 

understandings of citizenship in their own students.   

The final chapter in the volume, authored by Becker and Jacobsen, employs design-based 

research to examine the experiences of one grade six teacher as she, together with Becker,      

explored the potential of maker spaces and making for envisioning new ways of teaching and 

learning across the curriculum. Maker spaces and making are described as promising learning 

environments for enacting inquiry-based approaches to learning. They found that making helped 

the teacher to think about disciplines and disciplinary ways of being, to explore curriculum in 

diverse and interesting ways, to engage in creative pedagogy, and to consider her teaching 

practice differently. However, teachers require support and robust technology to engage in the 

risk-taking necessary to integrate making in their teaching and to respond to constraints, such as 

provincial exams and skeptical colleagues. 
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 This volume examines a variety of ways in which Canadian teacher educators are 

preparing teachers as curriculum designers. The working conference dialogue and this 

publication aim to enhance and extend communication, collaboration, and critical analysis 

among Canadian teacher educators; it also seeks to contribute to research and practice that will 

inspire teachers and teacher educators to design learning that ñengages students intellectually and 

academically é[and that] is worthy of their time and attention, is personally relevant, and deeply 

connected to the world in which they liveò (Friesen, 2009, p. 4).  
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Designing Assessment for Professional Agency in Teacher Education 

 

Mary Ott & Kathryn Hibbert  

Western University, London, Ontario 

 

Abstract 

How does assessment design teachers? This question signals a theoretical engagement with 

sociomaterial and complexity orientations to practice in teacher education. We draw on these 

perspectives as part of a programmatic shift to a pass/fail formative assessment system designed 

to make space for professional inquiry. Within this framework of assessment as learning, an 

innovative course, ñResearch and Assessment,ò creates an inquiry space for learning with and 

from teacher candidates and mentor teachers about professional learning and program 

improvement. This chapter outlines the rationale and the methods for these shifts to assemble our 

teacher education program for the emergence of professional agency. 

 

Résumé 

Comment l'évaluation conçoit-elle les enseignants? Cette question signale un engagement 

théorique conformément aux concepts de sociomatérialité et de complexité dans la formation des 

enseignants. Nous nous inspirons de ces perspectives dans le cadre du passage au système 

d'évaluation formative réussite/échec conçu pour stimuler la recherche professionnelle. Cette 

conception de l'évaluation comme forme dôapprentissage a donné naissance à un cours novateur, 

« la recherche et l'évaluation », qui crée une aire dôinvestigation o½ les candidats enseignants et 

les enseignants mentors échangent leurs connaissance sur l'apprentissage professionnel et 

l'amélioration des programmes. Ce chapitre discute de la pertinence et des méthodes de ces 
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changements pour arrimer le programme de formation des enseignants avec lôessor de 

l'agentivité professionnelle. 
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 At a workshop on assessing teaching innovations held at Western Universityôs Centre for 

Teaching and Learning in 2019, I (Mary) sat at a table with a diverse group of instructors from 

the humanities, social sciences, medical, and general sciences. As a representative of the Faculty 

of Education, I shared that our initial teacher education program (ITE) was beginning a process 

of shifting to a pass/fail approach. Looks of surprise flickered across faces and someone burst out 

in disbelief: ñBut how will you know if they are qualified?ò I stammered out something about 

how measurements materialize effects. If we wanted teacher candidates to perform as 

professionals, then we needed to stop measuring them as students. Only the physics professor 

understood me. I wasnôt prepared for this question because it seemed self-evident that it doesnôt 

matter if we know. It matters if they know.   

 This chapter engages with the question: How does assessment design teachers? ñWeò are 

participants in a Teacher Education Design team working to review and re-vision Westernôs ITE 

program to better prepare teachers as curriculum designers in the 21st century. Mary, writing in 

first person ñI,ò is the coordinator of a central actor in this story, a course on Research and 

Assessment re-designed as a mentoring program for professional inquiry and growth. My co-

author, Kathy, is the Associate Dean of Western Universityôs teacher education program. The 

chapter has a pivot point. Looking back, we describe the rationale and method for the re-design 

of assessment practices in this program. Looking forward, I analyze some key data points 

coming out of the mentor program through sociomaterial and complexity theories to consider 

how these practices might foster the emergence of professional agency in teacher candidates.   

Looking Back: Disassembling Practice 

 

In Canada, as elsewhere, there is a sense of urgency to prepare highly qualified, effective 

teachers who can educate students for the complexities of learning in the 21st century (Campbell 

et al., 2018). To this end, in 2015 the province of Ontario extended the initial teacher preparation 
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program from one to two years. As faculties of education in Ontario adapted to this change, at 

the same time they were reeling from two other changes. Operating funding for teacher 

education was cut by 30%, while enrollment in graduate education was increased without the 

hiring of additional faculty. Within these demands and constraints of institutional requirements 

and budget cutbacks, faculties of education developed programs to address accreditation 

standards set by the Ontario College of Teachers (OCT, 2020) with the Ministry of Education, 

alongside the university outcomes required by the Higher Education Quality Council of Ontario 

(HEQCO, 2020). In our teacher education program, this led to a burgeoning of 83 courses taught 

by over 100 instructors, most of them hired part-time on year-to-year contracts according to 

university human resources policy. It also led to over 700 teacher candidates converging for 

weeks at a time in a building that was already bursting at the seams due to expanded enrollment 

in other programs. Our two-year program is highly competitive, attracting top candidates on the 

basis of our employment record, innovations in alternative field experiences, and teaching 

specialties. However, both student and instructor feedback on the new program raised strong 

concerns about curriculum gaps, overlaps, and a general lack of cohesion.  

Program Mapping 

 

Our role as teacher educators is to help teacher candidates develop a sophisticated 

understanding (Kennedy, 2016) of the relationship between richly designed educational 

environments, teacher agency (Priestley et al., 2012; Sherman, 2013), and student learning. 

Westernôs ITE program intends to offer an integrated curriculum that:  

(a) is defined in term of bodies of knowledge so that it fits in a university context,  

(b) explicitly addresses the persistent challenges of teaching so that it can overcome 

novicesô naµve conceptions of teaching, and  
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(c) relies heavily on representations of teaching practice that enable novices to discover 

the relationships between means and ends. (Kennedy, 2016, p. 15). 

Following Kennedy (2016), program staff mapped the curriculum across the courses in our 

program according to institutional knowledge requirements (HEQCO outcomes), OCT 

professional competencies, 21st century learning practices (Canadians for 21st century learning, 

2012), and the ability to move beyond the school and into the community.   

Backward Mapping 

Using principles of backward mapping for reform initiatives (Elmore, 1980; Fiorini, 

1997), we also reviewed all elements of the program in terms of stakeholders and critical 

problem sites. A Teacher Education Design (TED) group was formed which included full time 

faculty, part-time instructors, and program staff who work closely with students and school 

boards. Fiorini (1997) suggests that the advantages of designing reform with stakeholders is the 

ability to proceed incrementally and iteratively, affording responses with discretion and 

flexibility at sites of change. Elmore (1980) advises that a backward map should identify ñthe 

one or two critical points in a complex organization that have the closest proximity to the 

problem and [describe] what needs to happen at those points to solve the problemò (p. 607). In 

our findings, we consider what complexity theories can contribute to understanding how 

complex forms of practice emerge in teacher education (Davis & Sumara, 2012; 2006). But we 

donôt just consider people at critical points in complex organizations. We draw on sociomaterial 

theories of practice such as Latourôs (2005) and Suchmanôs (2007) approaches to actor-network 

theory (ANT) to understand how space, time, and materials are also stakeholders in our program. 

These perspectives on emergence and practice will be fleshed out in the section on 

ñReassembling Agency.ò To prime readers for our usage of these terms, ñemergenceò refers to a 
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dynamic process of growth and change; ñpractice,ò to the notion that a practice is a dynamic 

assemblage of social and material actors.  

Knowing that cohesion is a critical actor in effective ITE (Darling-Hammond et al., 

2013), the TED group reviewed the program maps looking for points of disconnect and rupture. 

The instructors in the group repeatedly drew our attention to gaps between the curriculum as 

intended in course syllabi and as practiced through the availabilities of rooms, timetables, and 

resources. We also saw many overlaps in multiple assignments tracking the same outcomes 

rather than building on each other. As we considered relations between these gaps and overlaps 

that might constellate as critical points for change, it seemed that some discontinuities between 

the profession as presented through our curriculum and as enacted in practice were 

disassembling our efforts to provide an integrated, cohesive ITE program. One such disconnect 

was related to our teacher candidates positioning ñmore as students going through assessment 

hoops than as professionals engaging in self-assessment to direct their learningò (Hibbert et al., 

in press).  

Assessment in Teacher Education  

 

  Surely the key function of a teacher education program is to help teacher candidates make 

the transition from students to teachers. However, the mapping of our ITE program revealed a 

stark disconnect: While teachers in Ontario engage in assessment as learning (Earl, 2013; 

Ontario, 2010a; 2010b) to improve their practice, the institutional structures of the ITE looked a 

lot like undergraduate assessment of learning to our teacher candidates. We could see they were 

being drivenðsometimes crazyðto achieve high grades rather than taking risks to stimulate 

growth (Hargreaves et al., 2002). Assessment expressed through the dominant grades discourse 

ñconstructs learners as passive subjects é [as] students are seen to have no role other than to 
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subject themselves to the assessment acts of othersò (Boud, 2007, p. 17). We could see that 

grades were a critical actor in disassembling agency for teacher candidates in our program. 

We believe that assessment practices should prepare candidates for the system they are 

moving into rather than the one they are coming out of. Once in practice, teacher performance 

appraisal (TPA) in Ontario is designed to provide ñteachers with meaningful appraisals that 

encourage professional learning and growthò (Ontario, 2012, n.p.). The TPA process affords 

teachers professional judgement in self-directing their learning by reflecting on documentation 

and feedback to develop Annual Learning Plans (ALPs). Agency in professional judgement is 

the heartbeat of teacher professionalism. 

Looking Forward: Reassembling Agency 

The result of the TED review is to shift to a pass/fail approach in our ITE program, which 

has since passed university senate approval and will be implemented with the incoming cohort in 

2020. We propose that a pass/fail assessment framework will enable both instructors and teacher 

candidates to focus their efforts on developing the professional competencies needed for a more 

seamless transition into practice (Hibbert et al., in press). Following the initial teacher education 

that teacher candidates receive through our Bachelor of Education, the Ontario Ministry of 

Education provides a New Teacher Induction Program (NTIP) as the ñsecond job-embedded step 

along a continuum of professional learningò (Ontario, 2019, n.p.). Evaluation of their success in 

the NTIP program is governed by the TPA system. Upon successful completion of the NTIP 

program, annual learning plans (ALP) are required. In the next sections of the chapter, we 

describe why and how we are re-designing an existing course on research and assessment as the 

basis for inducting teacher candidates into these habits of assessment as learning, and as a 

research and development site for learning in our program.  
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Re-Designing EDUC 5013 ñResearch & Assessmentò 

The research and assessment course was initially developed to meet OCT accreditation 

standards and added as a second year course taught in lecture format to 250 primary-

junior/junior-intermediate (PJ/JI) candidates and 120 intermediate-senior (IS) candidates in our 

auditorium space as an 18 hour, one-term .25 credit course. The program design review helped 

us understand that the space/time/matter of the course did not afford opportunities to deeply 

engage with the questions new teachers have about assessment.     

First of all, feedback from students indicated that they wished they had the course in their 

first year so they could apply it to their first three practica instead of the final one. Their 

assignments demonstrated that they understood basic principles, such as the purpose of 

assessment for, as, and of learning. But what they wanted to know was the how: how to give 

feedback, how to differentiate assessment, how to weigh different kinds of evidence to determine 

a grade. We could not do more than a surface treatment of assessment practicalities in the large 

lecture format.  

We also noticed the teacher candidatesô questions tended to focus on feedback and 

evaluation concerns directed to improving student work, rather than seeing student work as 

feedback for improving instruction (Black & Wiliam, 2009; Earl, 2013). Assessment as learning 

was a missing piece. Another concern, following Bennett (2011), is that the generic discourse on 

principles of formative assessment overlooks the fact that assessment is a complex set of 

practices related to different subjects, different learning situations, and different learners. For 

example, a curriculum designed to emerge in response to the interests and inquiries of learners 

requires different assessment practices than assessment in a prescribed curriculum (Stooke, 

2015). Or take the issue of subject-specific assessment: Assessing mathematical thinking 

requires a different skill set than doing a diagnostic reading assessment or evaluating a form of 
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writing. Our teacher candidates are introduced to evaluation criteria and assessment practices in 

their curriculum and pedagogy courses in first year, but in the second year the course work 

centres on specialization topics (for example, international education) which are not always 

linked closely enough with curriculum courses to make extensions to that learning. We also 

know that despite the assumption that they will learn the ñhow-toò of assessment and evaluation 

on practicum, not all experiences afford the same quality of opportunity (DeLuca et al., 2019), 

especially if teacher candidates donôt know what they donôt know enough to seek it out.  

Sometimes it takes a lot of working through problems to come to obvious conclusions. 

We realized that based on their practicum and course experiences, teacher candidates would have 

different questions about assessment, not to mention other professional competencies. We re-

designed the course as a small group format spread over the two-year program led by Master 

Teacher Mentors (MTM). Mentors are working or retired teachers or principals from K-12 

contexts in local school boards who are paid a stipend to facilitate their group(s). Through the 

mentor groups, teacher candidates learn to document their practice in a Professional Practice 

Record (PPR ï Lowenberg-Ball & Cohen, 2014), identify questions and issues for further 

learning, and develop annual learning plans to focus the practicum experiences which come at 

the end of year one and two. The development and review of the practice record and learning 

plan through this process is intended to scaffold teacher candidates into the professional 

framework for evaluation in Ontarioôs new teacher induction and teacher performance appraisal 

policies. Re-designed as a mentoring program, the research and assessment course is rooted in 

the premise that teacher professional practice is a practice of research and assessment. The 

course calendar description remains the same: 

Teacher Candidates learn how to gather information about their own students to serve in 

planning and assessment. They learn to use the iterative process of inquiry and data-based 
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decision making to facilitate student learning and to use research in reflecting on their 

own practice. (.25 credit) 

The mentors follow small groups of 12 teacher candidates during the two-year program through 

16 two-hour meetings, which roughly happen on a bi-weekly basis, while teacher candidates are 

in the faculty. Each group is a convenient, yet purposeful mix of candidates with similar 

schedules across cohorts (PJ/JI/IS) and specialities (such as international education, mathematics 

through the arts, early childhood education, and more). The goal for this mix is to learn with and 

through difference. The MTM program is designed to facilitate four key experiences through 

four organizing structures of the course syllabus, the Ontario College of Teachers competencies, 

the practice record, and the annual learning plan. The key experiences are: 

1. Participation in a caring professional learning community; 

2. Documenting practicum and course work in the PPR and mapping onto competencies; 

3. Researching practice by engaging in collaborative reflection and feedback; and, 

4. Integrating practice by articulating new learning goals for the annual learning plan based 

on evidence from documentation, reflection, and feedback. 
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Figure 1 

Mentor Program Structure

 

 

Over 40 mentors model and facilitate professional inquiry (Timperley, 2015). As such, 

they coach their mentees on ways to: document their learning in course work and practica; map 

the learning onto the OCT competencies; set goals for further professional learning; draw on 

opportunities for reflection and incorporation of feedback from instructors, associate teachers, 

mentors, and peers; and experience appraisal as guest principals review their plans at the end of 

term two and four. 

We believe this coaching and appraisal model fosters professional agency for our teacher 

candidates by shifting the focus from evaluation to validation through the justification of their 

growth plans with other colleagues. In the next section, we describe our methods and findings for 

making this claim. 
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Design-Based Research in the MTM Program 

The MTM program is designed for the emergence of professional practice, which is a 

complex phenomenon. Complexity theories describe a range of phenomena studied in physical, 

biological, cognitive, and computational sciences which can grow, change, and reproduce in both 

patterned and unpredictable waysðthe emergence occurs dynamically as the system reiterates 

and not mechanically as a set of inputs with predictable outputs (Osberg et al., 2008). A 

complexity is a non-hierarchical relation of multiple agents, such as a network, an organization, 

an ecosystem, or a lifeform. Complexity thinking also has many resonances and overlaps with 

theories of organizational change and innovation (Damschroder et al., 2009). The study of 

complex phenomena therefore has many implications for the study of learning and curriculum 

development (Davis & Sumara, 2006; Doll, 2008). Complexity theories also have affinities with 

sociomaterial theories of practice, which take a similar view of the dynamism in practice making 

(Law, 1999; Suchman, 2007). What a sociomaterial perspective, such as actor network theory 

(ANT), adds is attention to the agencies of more than human actors in a complex practice. As the 

coordinator of the MTM program, I was responsible for developing a syllabus for the course and 

formats for the PPR and ALP. In order for the course requirements to become a vehicle for 

emergent professionalism, rather than a set of mechanical tasks to be checked off a list of 

outcome statements, I needed to share a vision for the mentors and teacher candidates which 

afforded both guidance and agency, and I needed to plan myself out of the program for it to 

become self-sustaining. 

Data Collection 

To develop an emergent space for professional growth, I researched the program in 

development, following the actors (Latour, 2005) of the course syllabus, the PPR, and the ALP, 

as I/they participated in making and reiterating the program through: 
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¶ a summer orientation session with the mentors 

¶ meetings and phone conversations with 15 mentors who could not attend the orientation 

¶ a slideshow orientation to the program 

¶ meetings with program staff about the technology and format for the PPR 

¶ the creation of a screen-capture video about using the PPR 

¶ over 100 emails or responses to emails of various stakeholders from August 2019ð

present 

¶ announcements on the course website 

¶ dinner and coffee conversations with four groups of mentors to invite their feedback and 

answer questions 

¶ visits to more than 10 groups to answer questions about the PPR and ALP 

¶ two workshops for teacher candidates on how to use the digital platform (Microsoft 

OneNote) provided for the PPR 

¶ five individual meetings with students to answer questions  

¶ filling in for mentors on six occasions, including for the final ALP reviews  

I also used my notes, answers to frequently asked questions, and responses to feedback from 

mentors, teacher candidates, teacher education program staff, and external reviewers as data for 

design-based research (DBR, Jacobsen, 2014), which, in turn, designs products and experiences 

iteratively through cycles of trial, error, and refinement. In all this, I found the concept of vitality 

(Davis & Sumara, 2006) useful in my planning and research.  

Findings: The DNA of the Mentor Program 

In what follows I reflect on frequently asked questions and answers to show that the 

organizational structures, or DNA, of the program are vitalities which participate in professional 

agency for the long-term. The understanding of DNA as an organizing structure for replication 
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with variation is a commonplace in discussions of living systems. But it might be less common 

in education settings to be accepting of variation and change, which is essential to ongoing 

viability (Davis & Sumara, 2006).  

Frequently Asked Questions 

The most commonly asked questions by mentors and teacher candidates alike were at 

heart about one concern: Am I doing this right? Seeking to provide space for different 

possibilities to flourish within the organizational DNA of these structures, my answers fleshed 

out the features and expectations of the syllabus, the practice record, the annual learning plan, 

and the group meetings. 

As a Mentor, What is My Responsibility for the Course Syllabus? 

The course syllabus was designed in blocks to highlight milestones: understanding the OCT 

competencies and ethical standards; setting up the PPR; preparation for the first practicum; de-

briefing after each practicum; preparation of the annual learning plan; and, a final meeting to 

discuss the plans as a group with external reviewers. Mentors had many questions about what 

they should do in each session with their mentees. My answers centered on two principles: 

Mentors use their expertise and judgment to respond to the needs of their mentees, but also make 

room for the experience of learning through discussion with other group members to be a co-

teacher. Their primary responsibility was to facilitate a safe space for thinking differently: 

  EDUC 5013 Research and Assessment is based on the principle that assessment is for 

learning when teachers and students are co-learners with strong relationships. Mentors 

will develop norms for group meetings and criteria for participation with TCs. Building 

trusting relationships and a safe, confidential space for sharing and risk-taking is 

paramount. 
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Creating space for mentors to experiment and offer suggestions was also important. Many of the 

mentors who had professional connections outside of the program made their own decisions to 

co-plan. For example, two mentors invited a group of principals to a shared meeting to provide 

even more individualized support, as the teacher candidates in their group were in the 

development stage of their ALPs. I also worked to connect mentors virtually by visiting groups 

and sharing ideas in an online forum: 

Thanks to year 1 mentors who offered these great suggestions based on their meetings last 

week!  

¶ Snowball reflections: Write a lingering question or something you would do differently 

about your practicum. Crumple into a ball and snowball them into a circle. Everyone 

takes a different snowball to read and as a group discuss possible next steps, 

¶ Organizing practicum experiences by common headings into a group doc, 

¶ Think/pair/share highs and lows from practicum while mentor documents on whiteboard, 

then mapping the highs and lows onto the competencies as both evidence of growth and 

next steps, 

¶ Telling competency stories: Pick one from the list and tell a story from your practicum 

that demonstrates it in actionðusing documentation to illustrate, 

¶ Using group time to work on ALPs together, 

¶ Mentor modeling creating their own ALP based on the group meetings. 

Finally, I sent out suggestions as milestones were approaching: 

Year 1 TCs had their first four weeks of practicum in November/December! Now that the 

rubber has hit the road, they need time to debrief and the mixed cohort nature of the 

MTM group gives them a wonderful opportunity to learn from each other. I suggest 

documenting their experiences in some way (perhaps asking them for ideas on how to do 
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this!) and using it as data to guide your further group meetings. If they have documented 

examples of student work from their practicum, you have a rich source of data for 

inquiries such as moderated marking, bumping up strategies, etc. They will also have 

many sources of evidence of growth towards the professional competencies by now, so 

the January meetings are the time to help them start sorting them out in preparation for 

thinking about next steps. 

What is the Difference Between the PPR and ALP? 

At first, I had many meetings with mentors to untangle these acronyms, and then more 

workshops and visits to groups to explain the purpose of the practice record to the teacher 

candidates. I had to disrupt the notion that the PPR was an end in itself, that there was one right 

way to organize it. As one mentor commented after a meeting, it is not about the form, it is about 

the habits. The purpose of the PPR is to provide a field for coaching teacher candidates to 

develop good habits of record keeping. 
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Figure 2 

Professional Practice Record 

 

 

The PPR is a platform for keeping examples of documentation, reflection, and feedback 

needed for the framework of the TPA process. Our university platform for secure, privacy-

protected data storage is Microsoft Office 365. We decided to use the Office application Onenote 

(www.onenote.com) because it functions as a digital binder, replacing the requirement in our ITE 

program for teacher candidates to keep a practicum binder for their observations and lessons 

plans. The cloud-based and collaborative design will allow more seamless sharing of work 

between TCs, associate teachers, course instructors, and practicum consultants in the future. We 

created group notebooks with sections for organizing documentation, keeping records of 

reflection and feedback, and resource materials and templates for the annual learning plans. 

However, we found that some teacher candidates preferred using other methods of record 

keeping, and that mentors also had some constraints on their access to the group notebooks, 

dependent on their connection to the university and their personal familiarity with the platform. 

http://www.onenote.com/
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We also expect that the PPR will become a living document for many teacher candidates to carry 

into the profession. To provide both structure and variation, I made it clear in further 

communications about the PPR that: 

  TCs must archive/share digital documentation of students in their PPR for data privacy 

protection. [University] does not have arrangements with Google to protect from data 

mining, as many school boards do. TCs are welcome to bring in actual artefacts from 

coursework and practicum to discuss in their groups as well, and many times this makes 

for a better conversation. TCs should also keep backup copies of digital documentation. 

Mentors can help TCs appreciate the ethical implications of sharing examples of 

student work. However, it is NOT essential that mentors use OneNote. There are many 

ways for TCs to share documentation, and you are also welcome to use other online 

platforms for group discussions without sharing visual images, such as Twitter and 

Google Docs. The notebooks do however have a ñCollaborationò space that functions 

like a Google Doc. If you want to use your notebook, let me know and I can meet with 

you to show you how very quickly.  

In summary, I posted in an email announcement to all the mentors: ñWe want the technology to 

serve the process, not drive it.ò  

What Does a Good ALP Look Like? 

At the outset of the program, mentors were given this guidance:  

The Mentor and Mentor Group can help teacher candidates develop their ALPs by: 

Discussing/sharing examples of ways a competency can be documented in practice. 

The Mentor will offer guidance on which competencies to focus on, taking depth, 

exposure, year in the program, and individual learning needs into account. It is not 

necessary to work towards all eight of the competencies required of new teachers, 
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particularly in year one. It is more important that TCs get experience with tracking their 

professional growth, participating in a professional learning community, using feedback 

productively, and learning to value going deeper rather than wider in their learning by re-

visiting and re-visioning earlier work. 

And yet, this question about the quality of an ALP was the most pressing and ongoing concern 

by far. There were many variants, such as: How many competencies should I/they be working 

on? What is the correct format for the ALP? How many examples of documentation should I 

include? Should I be focussing on competencies I havenôt been exposed to yet, or things I know I 

can do better? The next email excerpt responding to one of the mentors highlights these 

concerns: 

Yes, they can choose any competency. The green ones are highlighted for NTIP, but I 

don't want them to feel overwhelmed or limited. Low floor, high ceiling. ñIs the next step 

in regard to the competency they focused on in the ALP or is it a brand-new competency 

and how they plan to tackle that one?ò It really dependsðmy first question to a TC 

would be, do you really think at this stage you have mastered a competency to the point 

where there is no next step? Obviously, all of us should still be working on every aspect 

of our practice. On the other hand, at this point exposure is an issue, so a next step could 

well be trying something new. There isn't a right or wrong answer, as long as their next 

step(s) is based in some form of evidence and has some actionable quality to it. ñIf they 

choose to report on 1ï3 competencies does that mean they have to do the ALP three 

separate times for each one?ò The presentation would cover all aspects of their ALP, but 

the way the form is set up, it would make sense to do one for each. The form is just a 

graphic organizer for them. 
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I found the overall concern with doing ALPs correctly somewhat surprising since the course was 

self-evaluated; as both a pilot project in shifting to the pass-fail system in our ITE program, and 

on principle that in order to develop the capacity for self-regulated learning in students, teacher 

candidates needed to develop that capacity in themselves. I saw this anxiety in large part as an 

artifact of the performance-driven mindset of the grades discourse we have all been steeped in as 

students and teachers. There was also, as I said to one mentor who was dealing with challenges 

in her group: ñThe anxiety of not knowing what you donôt know, until you get the chance to 

articulate what you do know and then make a plan.ò In each group that invited me to speak about 

the ALP, there would come a moment when I saw faces and shoulders visibly relax:  

The ALP is your plan. You have professional discretion, but your mentor is here to help. 

If it is based in evidence, if it is actionable in your next practicum, and if it matters to 

you, then it is a good plan.  

But the format of the plan also has material agency. The first template we provided was a copy 

of the ALP in the TPA document (Figure 3). It provides structure in the column headings, with 

much room for variation. The feedback I got from some of the mentors and teacher candidates 

was that for a first-time experience, they needed a higher degree of structure. The second 

template (Figure 4) added two bullet points each for documentation, reflection, and feedback, 

and broke the action plan into more defined considerations. I emphasized that the more 

structured template was intended to be ñlow floor, high ceiling,ò so that it would set a baseline 

expectation, but not a limitation. Most importantly, we want teacher candidates and mentors to 

realize that like the PPR, the ALP is not a form to be completed correctly. We see the ALP as a 

formative space, a graphic organizer for having a professional conversation. Teacher candidates 

were encouraged to present their ALPs visually, using examples from their documentation. The 

answer to the question about what to include was also constrained by having five minutes to 
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present followed by discussion, another ñenabling constraintò (Davis & Sumara, 2006) which 

participates in focussing the plans. 

Figure 3 

ALP Templates 1

 

  



 

42 

 

Figure 4 

Annual Learning Plan, Template 2 

 

 

Why Does My Group Have Different Expectations Than Other Groups? 

I have found in my own experience as a teacher that as inclusive as educators strive to be in 

accommodating different learners, we struggle to be accepting of different learning situations. 

Students, teachers, principals, and parents alike, we compare and we judge. Along with concerns 

about creating the ñrightò ALP, there was some apprehension about having an external reviewer 

participate in the discussions of the plans. This was another affective sticking point in the MTM 

program that I needed to work hard to defuse and reframe in responses to questions by some 

mentors, teacher candidates, and reviewers. On a visit to one of the groups, I said, ñeach group is 
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its own ecosystem,ò a message which the mentor later told me resonated. The following quotes 

from emails to teacher candidates encapsulates the reframing: 

The purpose of the external ñreviewò is to have a principal who hasn't been part of the 

process take part in the group discussion of the plans as a set of fresh eyes. It also gives 

you an added edge to be able to articulate your ideas to an interested, but uninformed 

professional. Your presentation sounds good as is. Feedback from external reviewers so 

far is that they really want to help the conversations go deeper, and that requires 

vulnerability. 

There is some purposeful variation in specific expectations of the mentors. It's 

important for you to understand this is normal. Each group will vary based on the needs 

and prior experiences of the mentees and the experience of the mentor. Some teacher 

candidates, especially towards the end of the program when they've had a number of 

different placements, are quite capable of developing a plan that addresses multiple 

competencies. If some mentors expect more, it is because they feel confident in their 

mentees and in themselves as coaches to support them to do more. It's not about having 

different expectations or higher expectations but supported expectations.  

 

Although the reviewers were messaged in advance that their role was not to evaluate individual 

plans but to participate in a conversation about learning from the plans, a few wondered 

afterwards why plans between the groups varied, and what the criteria for the plans should be. 

Reviewers also need multiple exposures to become full participants in the ALP process. In 

preparation for the next round of reviews, we sent a message with a higher degree of structure: 

Please note that we are not asking you to evaluate their individual plans. We find the 

opportunity to justify these learning plans to another professional is a helpful step for the 
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TCs in focussing the plan and identifying resources. Our goal is also to facilitate deeper 

discussions about learning across the plans. These year 1 TCs have had one practicum 

plus course work and their task is to use examples of documentation, reflection, and 

feedback to identify learning goal(s) they can work toward in their next two placements. 

We use the format for annual learning plans in the TPA/NTIP process as a baseline and 

the mentors provide guidance through their areas of expertise, which means the plans 

group to group will vary somewhat if you are participating in more than one group. The 

mentor groups are also mixed cohorts so that IS and PJ can learn from each other. When 

they return in the fall, the TCs will be reflecting on these plans and further refining them 

with their mentors. We ask that you provide suggestions as applicable and help to make 

connections from their individual plans to the kinds of school growth planning and 

professional learning you engage with your staff. Our hope is that you will also learn 

about the kinds of professional learning opportunities new teachers are seeking. 

 

Adoption of a design innovation is never one and done (Rogers, 2003). The MTM innovation in 

our Research and Assessment course is designed to assemble the conditions for the emergence of 

professional agency. We know that leadership, trialability, and consistent and persistent 

messaging are some of the keys to organizational change (Damschroder et al., 2009). It is not 

surprising that sharing the vision for this change takes multiple iterations to diffuse, although it 

may be helpful to other teacher educators to see it documented. The participation of material in 

assembling practice has also been well-theorized, particularly in the literature on science and 

technology studies (Latour, 2005). This expanded notion of participation is explored further in 

the discussion. However, it is less common to weave understandings of complexity and 

materiality together in education literature (Fenwick et al., 2011), which is a generative area for 
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research in curriculum making. I began this section with two design problems. The first was 

assembling a vision, but the second has long-term implications. How does an assemblage for 

professional agency become self-sustaining?  

Discussion: Nurturing Agency 

Understanding the MTM program as an ecosystem designed to reproduce itself through 

structure and variation nurtures professional agency. Nurture is vital. In order to facilitate 

professional growth, we must care for its complexity. Our findings in disassembling and 

reassembling teacher candidate agency illustrate three kinds of caring for agency: disruption, 

resonance, and participation. 

Disruption 

Disruption lays the groundwork for growth. There are many assumptions about grades 

and performance designed into education systems. Dis-entangling learning from grades by 

shifting to a pass/fail assessment framework in our teacher education program is a shovel in the 

ground for producing professionals rather than reproducing students. But to echo Wenger (1998), 

learning cannot be designed, it can only be facilitated or frustrated. Challenging mentor/mentee 

assumptions about enacting the syllabus, the practice record, and the annual learning plan the 

correct way is a necessary disruption to facilitate variation. However, we also found, not 

surprisingly, that some learners were frustrated by less direction. Within the enabling structures 

of the PPR and ALP, we needed to design in some scaffolded constraints in the form of baseline 

templates. Although notions of disruption and constraint seem unfavourable to growth and 

innovation, Davis and Sumara (2006, p. 149) argue that enabling constraints are proscriptive for 

emergence: ñThey stipulate what one must not do in order to remain viable é This affords an 

unexplored space of possibility.ò  
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The review process for the ALPs is also an enabling constraint. There are two things we 

ask teacher candidates not to do with the design of their learning plans: making a plan without 

drawing on documentation, reflection, and feedback; and submitting their ALP forms for 

evaluation. In this way, the plans can be iterated through conversation and validation. We ask 

them to see their plans as ñliving documentsò (Mentor) which change with them through 

practice. Agency is exploration and expansion of the space of possibility.  

Resonance  

From an actor-network standpoint, a resonant practice is a set of relations which begin 

from a central point and expand outward, attuned to the centre, but not dependent on it 

(Sørensen, 2009). In complexity theories, the notion of de-centralized networks offers a related 

concept: Networks are more robust and have long-term viability, that is, they demonstrate 

complexity when ñagents are able to affect and be affected by their nearest neighbours (Davis & 

Sumara, 2006, p. 105). In the MTM program, mentors who were co-located by previous work 

associations (faculty instructors, principals who had worked together on other projects, teachers 

who knew each other) were more likely to work together to co-plan their mentor group meetings. 

These designs drew on background experience which inevitably created variation on the pattern 

of the program. Sometimes groups of mentors wanted to connect with me as the coordinator to 

test out their ideas, to make sure they were resonating with the structure of the program. But 

caring for this resonant space meant sometimes having to step back from the centre. Nurturing 

resonance paradoxically means encouraging some noise. When I initially heard the concerns 

from some mentors and teacher candidates about variations on the criteria for the ALPs, I have to 

confess my first instinct was to call a group meeting. Were we veering from vibrancy into chaos? 

I decided to intervene individually with the message about the group ecosystems, because I felt a 

central message might stop the flow of plan development in the groups at that point. Noiseð 
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random events or contextual exchanges of information and energy in and around neighbouring 

agents in a complexityðis vital for triggering possibilities (Davis & Sumara, 2006).  

But who is my neighbour? ñAlthough undeniably important, personal and group 

interactions for their own sake may not be as vital as is commonly assumed é the neighbours 

that must interact with one another are ideas, hunches, queries, and other manners of 

representationò (Davis & Sumara, 2006, p. 142). In the next section, we attune to ways that 

ñother manners of representationòðthe forms used for the ALP and PPRðalso participate as 

actors in the MTM program. 

Participation  

The MTM program can be likened in many respects to a community of practice model 

(CoP, Wenger, 1998). Theories of CoP inform the OCT standard that teachers participate in 

professional learning communities of disciplined inquiry to advance school improvement goals 

(Ontario, 2010b, p. 20). However, a limitation to the CoP model is that it does not adequately 

account for power relations that voice or silence particular knowledges and practices (Clarke, 

2015), or attend to the ways that materials not only position us in practice, but configure practice 

(Suchman, 2007).  

According to Fenwick and colleagues, a sociomaterial perspective on encouraging human 

participation in communities of practice ñbecomes far more a matter of attunement to things seen 

and unseen ... than a brute assertion of human intention and controlò (Fenwick et al., 2012, p. 7). 

Mentors varied in the ways they participated with the human and material participants in their 

groups. The forms of the syllabus, the OCT competency statements, the PPR, and the ALP were 

reiterations, not reproductions. Suchman (2007) discusses product forms as ñplan and situated 

action.ò There is always a contingency to design. Notice also that form is both plan and actor. 

The digital notebook sections of the PPR and the boxes and bullet points in the ALP template 
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voice particular knowledges and practices. The design of the group experience around 

collaborative reflection on different questions of practice is also an actor in staging conditions for 

multiple voices. The norms of community practice designed into these space/time/matters of the 

MTM program are the forms which reiterate as variations on a theme. Although such noise is 

necessary, we also need to care for the silences. Mentors work to support their menteesô 

professional growth, but to what extent? What else might participate in the formation of 

professional agency? What is being over, under, and not supported in the mentor groups, and in 

our ITE program, writ large (Smith, 2010)? The research described through the mentor program 

approach to research and assessment in this chapter is part of an ongoing design-based study to 

understand and nurture the emergence of professional agency across the teacher education 

program. Theories of complex collective action continue to support these efforts. 

Davis and Sumara (2006) discuss the importance of repertoire and improvisation in an 

intelligent collective, which might be a better way to characterize the MTM program than a 

community of practice: ñThe intelligent unity is one that generates a diversity of possibilities and 

that has a mechanism [repertoire] for critically debating the merits of those possibilitiesò (Davis 

& Sumara, 2006, p. 86). At different scales thenðteacher candidate, mentor group, MTM 

program, ITE programðwe seek to attune ourselves to agency. How might we continue to 

explore and expand the space of possibility in our profession as educators? Going forward, we 

now have ethics consent to do pedagogical documentation in the mentor groups as data for our 

teacher education program, so that we can continue our care for this work through ñvisible 

listeningò (Rinaldi, 2012).  

Conclusion: Complicities 

This chapter tells the story of two related design problems: assembling and sustaining a 

vision for professional agency through Westernôs ITE program. In assembling this vision, we 
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began with Darling-Hammond and colleaguesô (2013) claim that one of the most difficult 

challenges in university-based teacher education programs is achieving coherence and 

integration. We recognized that we must make a shift away from a world of ñcoursesò and begin 

to think about all courses as they relate to practice (Boud, 2007). We realized our assessment of 

teacher candidates was complicit in their practice.  

If we do not foster teacher agency, we rob our teacher candidates of the opportunity to 

fully develop as agentive professionals. If we do not foster teacher agency capabilities, we risk 

graduating teachers who are merely ñdocile bodiesò (Foucault, in Dwyer, 1995) performing in a 

system that they ought to understand to use in critical and sophisticated ways. If we do not foster 

teacher agency, we relinquish an opportunity to prepare capable professionals ready for a 

complex system of practice. Shifting to pass/fail and assessment as learning frameworks is 

explicitly tied to how these will sustainably affect TCs in their professional practice well beyond 

our program. It matters if they know. 

Considering the sustainability of making space for assessment as learning, we re-

designed our required research and assessment course as an innovative mentor program which 

inducts teacher candidates into habits of professional learning. Mentor programs attempting to 

integrate theory with practice come and go in teacher education (Martin, 2017, Kiggins & 

Cambourne, 2007). The key, as Suchman (2007) summarizes, is reiteration of responsibility:  

Reiteration or reconfiguration is the cultural and political project of design in which we 

are all continuously implicated. Responsibility in this view is met neither through control 

nor abdication but in ongoing practical, critical, and generative acts of engagement (p. 

286). 

But it also matters if we know. A sustained approach to professional learning must outlast initial 

contributions by program designers. Professional agency is an emergent phenomenon which 
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grows and changes over time. We used ideas from complexity theories about structure, variation, 

and vitality to provide the enabling constraints for ongoing, generative engagement. Using 

examples of forms in our MTM program, we showed how sociomaterial perspectives can 

promote more critical thinking and practical tinkering with the ways that materials also 

participate in making space for agency.  

We must care for the emergence of agency, even and especially when it acts 

unpredictably (Latour, 2011), because a complexity is a complicity: ñImplication, complicity, 

and complexity are all derived from the Indo-European óplekôðto weave, plait, fold, entwine é 

we are woven into what we research, just as it is woven into usò (Davis & Sumara, 2006, p. 16). 

Professional agency is a complicated unity of multiple agencies that we participate in 

disconnecting and re-assembling in our teacher education program. 
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Abstract 

 

In this chapter, the authors describe how student voice and other sources of data informed the 

renewal of a graduate entry-to-practice teacher education program. The chapter is an account of 

an evaluative case study examining how student data aligned with, and diverged from, other data 

to shed light on the program and inform our interpretations and analyses of the curriculum. 

Studentsô development as researchers was a particular area of focus in the renewal process, and it 

is used in this chapter as an illustrative example of how student data informed curriculum 

renewal and program development. Preliminary analysis indicates that drawing on faculty-driven 

curriculum mapping data along with candidate feedback allows deeper consideration of 

curriculum, pedagogy, and program structure. The chapter concludes with initial insights from 

engaging with multiple sources of evidence throughout the iterative curriculum renewal process. 

 

Résumé 

Dans ce chapitre, les auteurs expliquent comment la voix des étudiants, alliée à dôautres sources 

de données, ont influenc® le renouvellement dôun programme de formation des enseignants au 

niveau des études graduées. Une étude de cas évaluative leur permet de comprendre comment les 

r®sultats dôune enqu°te men®e aupr¯s dôétudiants se rapprochent ou sô®loignent dôautres donn®es, 

afin dôapporter certains ®claircissements sur le programme de formation et dôen guider les 
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interprétations et les analyses. Cible particulière de la refonte du programme, la formation des 

étudiants comme chercheurs r®side au cîur de lô®tude et les donn®es tir®es de lôenqu°te 

démontrent leur influence dans le renouvellement du curriculum et lô®laboration du programme 

dô®tudes. Une analyse sommaire indique que la schématisation par les enseignants des données 

du programme d'enseignement, accompagnée des commentaires des candidats, invite à un 

examen plus approfondi du programme d'études, de sa pédagogie et de sa structure. Le chapitre 

se termine par une réflexion préliminaire sur lôinteraction de multiples sources de données tout 

au long du processus itératif de la refonte du programme de formation.  
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Curriculum design in teacher education is complex. There are multiple demands and 

perspectives from regulatory bodies, stakeholders, and teacher candidates, and there are also 

multiple ways in which understanding of the profession is applied in the design of a program 

(Flores, 2016). In Accord on Teacher Education, the Association of Canadian Deans of 

Education (ACDE, 2017) states that ñprofessional educational practice involves an evolving 

constellation of knowledge, skills, and attitudesò (p. 3), emphasizing the dynamic and responsive 

nature of learning to teach. To add to the complexity, teacher candidates engage with the 

programôs designed curriculum as learners while, at the same time, they learn to be critics and 

experts in curriculum design. Within programs, they are learning how to design and implement 

curricula as educators. The teacher education program curriculum is required to integrate 

professional, theoretical, and disciplinary knowledge bases, along with research and the 

scholarship of higher education (Bransford et al., 2005; Darling-Hammond et al., 2005). As our 

students learn to become curriculum designers, the program designers also learn from our 

students about the development of the teacher education program curriculum (Klette & 

Hammerness, 2016).  

The Master of Teaching (MT) program at the University of Toronto, a graduate entry-to-

practice teacher education program, embarked on a process of curriculum renewal in 2017. This 

chapter describes the journey of learning through the analysis of student voice in relation to 

program data, and we offer some insights about curriculum development and renewal that have 

been gained along the way. We liken the experience to hiking our way through a challenging 

terrain; as we will describe throughout the chapter, the trail was rarely clear or linear, but 

iterative and recursive, with many stops and even stumbles along the way. To investigate the 

ways in which teacher candidates inform the development and design of a teacher education 

program curriculum, we pursue the question: How does student voice inform, interact with, and 
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illuminate a curriculum renewal process? To respond to this question, we describe our navigation 

of the early stages of curriculum renewal. The curriculum renewal process is necessarily 

comprised of iterative cycles of institutional inquiry: These require the collection and analysis of 

data at each stage of the review process in order to assess and inform current program elements, 

and plan the next steps (Arafeh, 2016; Jacobsen et al., 2018). Drawing from our evaluative case 

study, we provide an account of our process to demonstrate how data and input gathered from 

teacher candidates have been critical in shedding light on, and informing our interpretations and 

analyses of the curriculum. We focus on the preparation of teaching candidates as researchers as 

a specific example of how student voice interacts with other program data to support discussions 

on curricular change. 

Our History: Surveying the Head of the Trail  

The MT program has been in existence at the University of Toronto since 2000, one of 

the only two graduate entry-to-practice programs in Ontario. Program graduates are 

recommended to the Ontario College of Teachers for certification and also receive a Master of 

Teaching degree. The program began as a pathway for K-6 elementary teachers and over time 

expanded to include two additional teaching divisions, Junior/Intermediate (Grades 4ï10) and 

Intermediate Senior (Grades 7ï12). In 2013ï2014, the program had an enrolment of about 150 

candidates in a two-year, four-semester program.   

As a result of provincial regulatory changes in 2014, all teacher education programs in 

Ontario were required to double the program length to four semesters, increase to 80 days of 

practicum in settings using the provincial curricula, and, for the first time, incorporate mandatory 

core content in Curriculum, Pedagogical and Instructional Practices, and Knowledge of the 

Teaching Context (O. Reg. 347/02, 2014). The new content emphasized coherence, the explicit 

integration of theory and practice, the use of research in teaching and learning, and centering 
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equity (Ontario College of Teachers [OCT], 2017; O. Reg. 347/02, 2014; Petrarca & Kitchen, 

2017).    

As the enhanced teacher education program was legislated to begin by September 2015, 

rapid and significant change occurred at every Ontario faculty of education (Petrarca & Kitchen, 

2017). The new policy requirements necessarily affected programs differently. While every 

program was required to address knowledge construction, particularly with greater emphasis on 

equity in respect of research and teaching, unique challenges emerged for the MT program. The 

program already fulfilled the four-semester and 80-day practicum length requirements and much 

of the specified content. The MT was also required to ensure that courses address graduate-level 

learning expectations. The Degree Level Expectations for all graduate programs, in Ontario, 

include: Depth and Breadth of Knowledge, Research and Scholarship, Application of 

Knowledge, Professional Capacity and Autonomy, Communication Skills, and Limits of 

Knowledge with specified levels of complexity in each domain (Ontario Council of Academic 

Vice-Presidents [OCAV] , 2010).    

In response to the above considerations, particularly as part of the universityôs Strategic 

Mandate Agreement emphasizing research intensity, it was determined that the two large 

consecutive and concurrent Bachelor of Education programs would be retired, and teacher 

education would be offered only at the graduate level. Absorbing some of the allocated 

enrolment of the Bachelor of Education programs, the Master of Teaching program enrolment 

more than tripled in size. This growth added to the complexity of addressing required changes, 

particularly scaling up while maintaining graduate-level research requirements. 

 In 2015, the MT program added a fifth semester to become a 20-month graduate teacher 

education program serving approximately 800 candidates in 27 cohorts. The increased number of 

students put pressure on the curriculum, particularly where preparation as researchers was 



 

61 

 

concerned. To adapt to the increased scale of the program, the Master of Teaching Research 

Paper that spanned the two years with a more traditional supervisory relationship was moved to 

two course-based research papers. In order to adapt to program requirements of both OCT and 

OCAV, two elective courses were added to the curriculum to allow deeper exploration of an area 

of research interest, while the existing research courses were altered in organization and 

supervision. The number of courses offered necessarily increased and, at the same time, the 

sequence of courses became more varied to respond to larger numbers. The practicum structure 

remained largely unchanged; however, the substantial increase in placements intensified demand 

and pressure on partnerships and the infrastructure within a graduate department (McDougall et 

al., 2017). 

A few examples of the program structure for different cohorts are outlined in Figure 1 

below for each of the three divisionsðPrimary/Junior (PJ), Junior/Intermediate (JI), and 

Intermediate/Senior (IS). Each colour in the model represents a unique course. The only 

segments of time shared by all candidates are the placements (blue) and breaks (grey); all other 

courses are offered in a variety of patterns to each of the 27 cohorts. The complexity of offering 

a wide range of required courses to such a substantial number of students necessitated that 

certain courses were offered at different points in the program and for varied lengths of time (for 

example, some courses are offered in a compressed six-week format in the summer, some in a 

12-week format, and some across two terms in a 24-week format). The program structure, as we 

would discover, is one of the most challenging issues for students and faculty alike. 
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Figure 1  

Model of the MT Cohort Structure 

 

 

Self-Study and External Review Response: The Impetus for the Hike 

Self-studies prepared for the Ontario College of Teachersô accreditation and an intensive 

institutional academic planning process pointed to a need to review the programôs swift 

transition and expansion in scope and scale. Focus groups (including students, faculty, and 

community) held with reviewers identified concerns about the changes, and the 2016 exit survey 

of candidates pointed to issues related to the growing pains. The concerns were relayed by the 

reviewers in their recommendations and were heard by the leadership team. Here are two of the 

recommendations in the OISE External Review (2016) linked to the student concerns: 

¶ The MT needs a complete curriculum review, including a clear set of graduate 

capabilities, strong contributions from appropriate faculty, and clarity regarding its 

relationship to the M.Ed. 

¶ A clear engagement strategy needs to be developed with alumni, schools, governments, 

and other leading institutes to strengthen research, teaching, and the student experience, 

and to enhance national and international collaboration, and impact on policy. 
















































































































































































































































































































































































































































































































































































































































