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Introduction

This volume is the product of the collaboration of participants at the Tenth Working
Conference of the Canadian AssociationTeacher Education that was held at Wilfrid Laurier
University from October 226, 2019 Following the format of previous working conferences,
authors submitted in advance a thpsge summary of their current research on the theme
Preparing Teachers asi@iculum DesignersAuthors were asked to consider how their research
related to one of the following questions:

Student Engagementin what ways does your teacher education program prepare

graduates to design engaging learning experiences? What ineopetiagogies and

assessment strategies have been found to be especially effective in promoting deep
learning and design approaches that translate into practicum?

Instructional Design: ConsiderBackward Design, Inquiry Based Learning, Universal

Design for Learning, Conceftased Curriculum, etc. In what ways do thesether

particular instructional design approachgss i de t eacher candi dates?o

experiences in your teagheducation 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 fnApedagogies appropriate to

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

scientific thinking in STEM, and so oh)

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

influence planning in your teacherwstion program? In what ways are collaborations

between your teacher education program and area school divisions supporting research

and practice in schools?



Participants whose chapter proposals were accepted were divided into three working groups of
autlors whose research was relaged summaries of the research were shared by the editors
with the authors in each group. At the confer
work, pose questions, and offer suggestions and recommendations odiegpar strengthening
thar 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 Cuiculum 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, competenciasad diverse literacies gaired for navigatingffectivelya
complex and changing world. However, while social, technologacal political transformations
and change in society are rapid, many educational processes, including curriculum development,
can take much longeBroadly defined and used, curriculum describes the values, content, and
aims that bound an education systemd 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 cultivatmgadioe
competencies asciated with knowledge woind 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 beguweo th

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,
Scheetrt al, 2012). Broadly speaking, design thinking in edigrais an approach to inquiry
that combines instruction and construction (Scle¢at, 2012); teachers seek to engage learners

in analyzing and evaluating reldle problems and scenarios in order to generate solutions by



thinking and acting like a deggner. A creative approach to assessing and addressing problems,
design thinking offers an agile and responsive approach to endegingrs in understanding
the problems, peopland products in challenging situations or scenarios to create aegaehi
preferred alternat i v éforekaBple by dxamining howstudentk e a de
experience aspects of school, much as a professional designer might use products, physical
spaces, or other artifaétdeachers might better understand aragles and identify ways to
move forwardo (Henriksen et al ., 2018, p . 210
acknowledges multiple representations, various forms of engagement and expasssielihas
the possibility of diverse solutions and coiines, which can lead to tension within standardized
programs of study in KL.2 andpreset pathways in pesecondary education.

To make design thinking accessible for educators outside of design fields of study, such
as architecture, business, and mawctifring, some organizations have developedisyegtep
guides and linear descriptions of robust design processes (JohaShsddiverg et al., 2013).
For example, the Hasso Platthestitute of Design at Stanfofd.school) (2020) and IDEO
(2012) have pvided frameworks that are often applied to educational challenges. According to
the Stanford Design Thinking model, these steps and key actinitiesle:

Empathy:gain an empathic understandioigthe 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 cléeslyribethe

problem

Ideate: generate possible solutions to the problem

Prototype: develop scaled down versions of the solutiooar&fullyinvestigate

solutions

Test: assess and further refine the best solutions to the problem



IDEO uses a similar set of steps and demonstrates how their framewdr& gaed 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 empatley understanding what the end user nesas$ designing solutions to meet

those needs. The extensive field of usemtered or humaecentered design also prioritizes the

user and their needshese methods also have a common framework along with an iterative
cycle of investigation, observationdeation, rapid prototyping, and testing (Norman & Draper,
2014). Each iteration in humarentred 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.

Despgn frameworks can provide scaffolds for educators to incorporate design thinking
processes and goals into curriculum across disciplines. Howevendtrsmplification of the
design process and design thinking processes as lineabysstgp paths to fow in business
and education has raised concerns that these design models are not based on substantive research
(Christensen et al2016; Johannsse®koldberg et al., 2013).

Henriksen et al. (2020) present some distinct applications of design thinledgcation.
First,designbased researclg signature research methodology from the Learning Sciences, is
the empirical study of educational problems and interventions as design solutions during iterative
implementationsLearning by designefers to ways people learn or construct subject matter
knowledge as they engage in design processes, often through-pegedtlearningleachers as
designergMishra & Koehler, 2006) is a phratieat referso how teachers come to see
themselves as digners 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. €@20) the

teacher as designer i de a-basedprafessioma learningy whiclo n o f



involves continuous cycles of teachers designing learning tasks and analyzing evidence

based work with peers during and between sesSiobesignbased apmpaches to

professional learning seek to create spaces where collaborative, dynamic, and iterative
learning cycles can unfold in contemth environments, and teachers can engage
critically with both their colleagues and experts in the field to desigrisos to the

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

The impetus for the working conference thefieparing Teachers as Curriculum
Designersemerged initially from th@eaching Effectiveness Framewd@Fkiesen, 2009vhich
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 deeply connected to the world in which they live. (p. 4)

Theseideaa | i gn wel | wi tdepthPerieveofttveentfirs derdudy skills imwhich
key competency areas are defined, including twéirgy century content, learning and thinking
skills, ICT literacy, and life skills. Dede emphasized that core subjects and knowledge
orientation are very important, particularly in téda to the need for deep learnindpwever, he
also emphasized that collaboratiomcreasingly done through digital mediand a critical
ability to filter rapidly massive amounts of incoming data and extract information valuable for
decisioamaking and pgblems ol vi ng (descri bed as a ficontextu
aspects of twentfirst century skills
To make stronger connections with tweffitgt century competencies (Erstad & Voogt,

2018),0pportunities to develofhesecompetencies withinore 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 f@snsive to the needs of the current society. The main competencies
across different twentfirst centurycompetencyrameworks are collaboration, communication,

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

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

thinking. A basic tension is the relation between twdingt century competencies and core

knowl edge domains, often knevhatweditso ntolwea ddiysc um
i mportant-whlaanonkKhewar gument put forward is t
learned at schodl as prescribed in the curriculdnis likely to become outdated very quickly in
todaydés world (Williamson, 2013).

Intentional and contemporary program designsphepare 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 (Betvah, 2020). Ongotnprofessional
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 dedigised research a@acher designs that sponsor and study
change and innovation in-K2 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 educaticroas Canada were addressing the important challenge of
preparing teachers as curriculai@signers. 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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issuegelatedto design processes, design thinking, and teachers as curriculum desighers
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 Hiéth 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 spotRglstaach and
Assessmerurse 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 waegeasso
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, an®ichards sought student voice to renew the design of their graduate
entry-to-practice teacher education program. Beginning with faalrityen 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 Wi ggins & McTighebds (200
Ontario curriculum and to provide program coherence. Using a hiking metapHostrate 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 developergwcially just educators. They began by
empathizingvith the needs of the community where their graduates were likely to teach,
definingthe problem from a variety of perspectives including those of their teacher candidates,
ideatingto reflect on existig challenges related to social justice in the prog@otptypinga
variety of program innovations, atestingpy anal yzi ng candi datesod r es
assessed the impact of their program innovations. Their protoype details an exteresvef seri
learning experiences throughout the-teanth program designed to create a stronger social
justice orientation in teacher candidates. Th
program innovations were impactful and provided strong cohereititsocial justice as a
continuous thread throughout the program.

The last chapter of the section, contributed by Brown and Jacobkdasto the design
of teacher education programs and assaheepotential for a micropracticum embedded in a
ttacher education program prior to a for-mal pr e
term scaffolded practice teachi ngheaxhorer i ence
incorporated desighased research to provide cyclical evaluationi@imicropracticum as a
source of usable knowledge to inform teacher educabitudent participants were responsible
for collaborating on the design of a moihdimg unit enabled by technology, enacting that design
with high school students, and subsedlyereflecting 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 theoryto 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 entad Education for InnovationBlack, Jarvis, and Cantaliilliams were able to
engage their teacher candidates and others in designing curriculum for an authentic audience.
Teacher candidates were invited to create educational resoustgmtwith two publications:
Innovation Nation: How Canadian Innovators Made the World Smarter, Smaller, Kinder, Safer,
Healthier, Wealthier, and Happi€dohnston & Jenkin2017) for emergent readers; and
Ingenious: How Canadian Innovators Made the World Smarter, |8mKinder, Safer,

Healthier, Wealthier, and Happi€dohnston & Jenkin£017) for older readers. All resources
included an innovation cycle with comparable components to other design models: Inquire,
Ideate, Incubate, Implement, and Impact. Teacheridates$ 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 followingchapter, 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 instalictesign through
designbased thinking. All preservice teachers at the University of Calgary Werklund School of
Education participate in a mandatory course on ddsaged thinking. Preservice teachers in this
project had the opportunity to be paired vatbartner 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 providegtin professional
learning for preswice and inservice teachers.

Ayer and Badley and a group of preservice and inservice teachers together offer a unique
perspective on design thinking by applying Al

the design of learning experiences. Hughors 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. Thautbors participated in workshops applying
architectwal 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 enrichejbih f their planning.

Whil e many chapters in this book focus on
followed a team of inservice teachers who volunteered to be facilitators of professional learning
for their colleagues throughout the province of Manitoba. Interviews with teambers 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 tedeaders, the practices of their highly effective
teams, and how their professional practice was continuously improved.

The final chapter in section Il focuses on Universal Design for Learning, d&maiin
framework for designing accessible curriculurn $tudents 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 teachingBoth 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 thaleatierd need to
provide sufficient time for planning, collaboration, and professional learning if they expect
teachers tsuccessfullyapply UDL in their classrooms.

Finally, section Il includes chapters where the authors explore the development of
teachers as curriculum designers in academic disciplines. Based on a previous study of science

educator s, Link and Faldevelopmentvith-n pt opespedadogp
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an approach to teaching science that focuses upon the developmert® udent s 6 capabi
well-being. Integrating outdoor educatianda Reggio Emiliamode| the curriculum is based on
students6é curiosity about the natural world a
studentled research. They preseetommendations for reframing science teacher education to
promote weHbeing education.

Straub and Maynes consider how preservice
deepened through the use of concept maps to develop conceptual understanding in Social
Studies. Situated in constructivist learning theory and phenomenographic regearctyudy
aims to demonstrate how teachers can build up
complex understandings. They argue that concept maps vary in sophistication and that teachers
can enrich studentsd c on dhesevanaudtypesmftcenceptt andi ng
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 ineir own students.

The final chapter in the volume, authored by Becker and Jacarseloys desigibased
research to examine the experiences of one grade six teachertagstier wittBecker,
explored the potential of maker spaces andingafor envisioning new ways of teaching and
learning across the curriculum. Maker spaces and making are described as promising learning
environments for enacting inquityased approaches to learning. They found that making helped
the teacher to think abbdisciplines and disciplinary ways of beirig,explore curriculum in
diverse and interesting ways, to engage in creative pedagogy @msider her teaching
practice differently. However, teachers require support and robust technology to ertpage in
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 curidiecon 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
inspireteacar s and teacher educ angagesstudents intdlleduallgand | e ar
academi cal |Iiywoéhy af their timhehaadtaftention, is personally relevant, and deeply

connected to the world ind.which they I|Iiveo (F
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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 tea¢h&hgs question signals a theoretical engagement with
sociomaterial and complexity orientationgpt@acticein teacher education. Wiraw on these
perspectives as part of a programmatic shift to a pass/fail formative assessment system designed
to make spaefor professional inquiry. Within this framework of assessrasfgarning, an
innovative course, fAResearch and Assessment, 0
from teacher candidates and mentor teachers about professional learning and program
improvement. This chapter outlines the rationale and the metbiotiese shiftso assembleur

teacher education prograior the emergence of professional agency.

Résumé
Comment I'évaluation concedlle les enseignants? Cette question signale un engagement
théoriqueconformément aux concepds sociomatélité etde complexité dans la formation des
enseignants. Nousous inspionsdeces perspectives dans le cadugdssage asysteme
d'évaluation formativeeussite/écheconcu poustimuler la rechercherofessionnelleCette
conceptiorde I'évaluatiocomme forne agpdentissaga donné naissanceua cours novaur,
«la recherche et I'évaluationquicrée ure airedd i nv e st i gantidats ense@mpAants e¢ s
les enseignants mentarshangent leurs connaissamsce I'apprentissage professionnel et

lamélioration des programmes. Ce chapitigcdte dda pertinenceetdes méthodes de ces
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changements poarrimer leprogramme de formation des enseignantse ¢ Hedbes s or

l'agertivité professionnelle.
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At a workshop on assessing teaching innova
Teaching and Learning in 2019, | (Mary) sat at a table with a diverse group of instructors from
the humanities, social sciences, medical, and general sciences. Assamégtive of the Faculty
of Education, | 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: noBut fhowewi lalreygqwak i fied?0 | st
how measurements materialize effectswé wanted teacher candidates to perform as
professionals, then we needed to stop measuring them as students. Only the physics professor
understood me.Ilvan 6t prepared for t hi sevqgudeesntti otnh abte ciatu
matter ifweknow. It matters itheyknow.

This chapter engages with the question: Ho
participants in a Teacher Education Desrgm working to review and«ei si on Wester no
program to better prepare teachers as curriculum designers irftber2dry.Mary, writing in
first person Al, 0 is the coordinator of a cen
Assessment rdesigned as a mentoring program for professional inquiry and growth. My co
author, Kathy, is the Associate Dean of Weste
chapter has a pivot point. Looking back, we describe the rationale and method fedésegnre
of assessment practices in this program. Looking forward, | 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 professionalyageeacher 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 irf'ttenfiry (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 timéhey were reeling from twotherchanges. Operating funding for teacher
education was cut by 30%, while enroliment in graduate education was increased tivéhout
hiring of additional faculty. Within these demands and constraints of institutional requirements
and budget cutbacks,dalties of education developed programs to address accreditation
standards set by the Ontario College of Teachers (QQJAQ with the Ministry of Education,
alongside the university outcomes required by the Higher Education Quality Council of Ontario
(HEQCO, 202Q. In our teacher education program, this led to a burgeoning of 83 courses taught
by over 100 instructors, most of them hired fisme on yeaito-year contractaccording to
university human resources policy. It also led to over 700 teachedesesliconverging for
weeks at a time in a building that was already bursting at the seams due to expanded enrollment
in other programsOur two-year program is highly competitivattracting top candidates on the
basis of our employment record, innovatiamalternative field experiences, and teaching
specialties. Howevehoth 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 edators 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.
We s t er n 6 mmihtdnésto pfierargintegrated curriculurthat:

(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

novicesoO napveachigoandcepti ons of t e
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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 ou
program according to institutional knowledge requirements (HEQCO outcomes), OCT
professional competencies,s2dentury learning practices (Canadians fot 2éntury learning,
2012), and the ability to move beyond the school and into the community.
Backward Mapping
Using principles of backward mapping for refoimtiatives (Elmore, 1980fiorini,
1997) we also reviewed all elements of the progranerms of stakeholders and critical
problem sites. A Teacher Education Design (TED) group was formed which included full time
faculty, parttime instructors, and program stafho work closely with students and school
boards Fiorini (1997) suggests thatetladvantages of designing reform with stakeholdeteeis t
ability to proceed incrementally and iteratively, affording responses with discretion and
flexibility at sites of change. ElImore (1980) advisek at a backwar d map sho
one or two atical points in a complex organization that have the closest proximity to the
problem and [describe] what needs to happen
our findings, we consider what complexity theories can contribute to understasing
complex forms of practice emerge in teacher education (Davis & Sumara, 2012; 2006). But we
dondt just consider people at cr i sociematerialpoi nt
theories opracticesuch as Lator§ 20 05) and 3)uapploachen t0 actogtvizolk O
theory (ANT) to understand how space, time, and materials are also stakeholders in our program.
These perspectives on emergence and practiceavileshed out in the section on

AReassembling Agencyr ouSageroimet hesadetr sar mo
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dynamic process of growth and change; #Apractd.i
assemblage of social and material actors.

Knowing that cohesion is a critical actor in effective ITE (Daritgmnondet 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 tadahilities 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 critigadints forchange, 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 prograrsuchdisconnect
wasrelatedto ur t eacher candidates positioning Amor ¢
hoops than as professionals engaging inasedffs e s s ment to dir eettl, t heir
in press).
Assessment in Teacher Education

Surelythe key function of a teacher education progmito help teacher candidatesmke
thetransition from studesto teachersHowever, the mapping of our ITE program revealed a
stark disconnect: While teachers in Ontario engage in assesashestning (Ed, 2013;
Ontario, 2010a; 2010b) to improve their practice, the institutional structures of the ITE looked a
lot like undergraduate assessmefiearning to our teacher candidates. We could see they were
being drive® sometimes crazy to achieve high gradeather than taking risks to stimulate
growth (Hargreaves et al., 200ssessment expressed through the dominant grades discourse

Aconstructs | ear n ¢as]students ar@ seen soihave no sole btheeticah to  é
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subject themselvestothesae s s ment acts of otWeeouldseettaBoud, 20
grades were a critical actor in disassembling agency for teacher candidates in our program.

We believe thaassessment practiceBouldprepare candidates for the system they are
movinginto rather than the one they are comig of Once in practiceeacher performance
appraisal (TPA) in Ontario designedtp r ovi de @At eachers with meani:r
encourage prof essi dOn@ro, 2012rapr) Mhe MRA praceshfforgls o wt h O
teachers professional judgement in-skitecting 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 tgpass/fail approacim 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 assesd frameworkwvill enable both instructors and teacher
candidates to focus their efforts on developing the professional competencies needed for a more
seamless transition into practigéibbert et al., in pressfollowing the initial teacher education
that teacher candidates receive through our Bachelor of Education, the Ontario Ministry of
Education provides Blew Teacher Induction PrografNTIP)as t h e fiesnbeddedcstep j o b
along a conti nuum @htarip, 2019, e s E/aluatimaf theilr sec@assin n g 0
the NTIP program is governed by thBA systemUpon successful completion of the NTIP
program,annual learning plans (ALRe requiredin the next sections of the chapter, we
describe why and how we aredesigning arexisting couseon research and assessnasithe
basisfor inducting teacher candidates into these habits of assessment as learning, and as a

research and development site for learning in our program.

27



ReDesigning EDUC 5013 fiResearch & Ass:

The research amassessment 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 intermedene@r (IS) candidates in our
auditoium space as an 18 hour, eteem .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 dl, 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, suchuapdile pf
assessment for, as, and of learning. But what they wanted to know viesvthew 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 treatmasse$sment practicalities in the large
lecture format.

We al so noticed t he terdaecthfecusn eadiadkiandat es 6 qu
evaluation concerns directéalimprovingstudent work, rather than seeing student work as
feedbackor improvinginstruction (Black & Wiliam, 2009; Earl, 2013)ssessmerdslearning
was a missing piece. Another concern, following Bennett (2011), is that the generic discourse on
principles of femative 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 andsiofjleaeners
requires different assessment practices than assessment in a prescribed curriculum (Stooke,
2015). Or take the issue of subjspiecific assessment: Assessing mathematical thinking

requires a different skill set than doing a diagnostic rgga#sessment 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 top (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 asstumptiodn atstseets stmeenyt vain
on piacticum, not all experiences afford the same quality of opportunity (DelLuca et al., 2019),
especially i f teacher candidates dondt know w

Sometimes it takes a lot of working through problems to come to obviousisions.
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 owerclyear program led by Master
Teacher Mentors (MTM). Mentors are working or retired teachers or principals frbgh K
contexts in local school boards who are paid a stipend to facilitate their group(s). Through the
mentor groups, teacher candidates léamocument their practice in a Professional Practice
Record (PPR LowenbergBall & 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 driwo. The development and review of the practice record and learning
plan through thigrocess is intended to scaffold teacher candidates into the professional
framewor k f or e vnaw teaaheriinduction and t€achér parforrnadce appraisal
policies.Re-designed as a mentoring prograhe research and assessment counsmiedin
the premise thakeacher pofessionapracticeis a practice ofesearch and assessm@ifte
course calendar description remains the same:

Teacher Candidates lednow to gather information about their own students to serve in

planning and assessment. They learn to use the iterative process of inquiry drasddta
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decision making to facilitate student learning and to use research in reflecting on their
own practie. (.25 credit)
The mentorgollow small groups ofl2 teacher candidatekiringthe twaeyear progranthrough
16 two-hour meetings, which roughly happen on-avieekly basis, while teacher candidates are
in the faculty. Each group is a convenient, yet psgha 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. ie 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. Participationin 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 ndaarning goals for the annual learning plan based

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

Mentor Program Structure

Participating in a Caring .
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earning Plans
) g
Integrating
Practice Researching Practice

Over 40 mentorsnodeland facilitateprofessionalnquiry (Timperley, 2015). Asuch,
they coach thir mentees on ways: document their learning in course work and pragticap
the learning onto the OCT competencies; set goals for further professional learning; draw on
opportunities for reflection andcorporaion of feedback from instructors, assme teachers,
mentors, and peerand experience appraisal@sestprincipals reviewtheir 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 focusin evaluation tvalidaton 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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DesignBased Research in the MTM Program
The MTM program is designed fdr¢ emergence of professional practice, which is a
complex phenomenon. Complexity theories describe a range of phenomena studied in physical,
biological, cognitiveand computational sciences which can gromangeand reproduce in both
patterned and unpdectable way8 the emergence occurs dynamically as the system reiterates
andnot mechanically as a set of inputs with predictable out@gbérg et al., 2008A
complexity is anon-hierarchicarelation of multiple agents, such asetwork, a organizatn,
an ecosystemyr a lifeform. Complexity thinking also has many resonances and overlaps with
theories of organizational change and innovation (Damschroder et al., 2086%tudy of
complex phenomena therefore has many implications for the studymmhigand curriculum
development (Davis & Sumara, 2006; Doll, 2008). Complexity theatgehave affinities with
sociomaterial theories of practjaghich take a similar view of the dynamism in practice making
(Law, 1999; Suchman, 2007). What a sociomaterial perspestich asactor network theory
(ANT), adds is attention to the agencies of more than human actors in a complex practice. As the
coordnator of the MTM program, | 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 professionalismather than a set of mechanical tasks to be chewfkedlist of
outcome statements, | needed to share a vision for the mentors and teacher candidates which
afforded both guidance and agency, and | needed to plan myself out of the program for it to
become seifustaining.
Data Collection
To develop an entgent space for professional growtiesearched the program in
development, following the actors (Latour, 2005) of the course syllabus, the PPR, and the ALP

as l/they participated in makirand reiteratinghe program through:
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1 asummer orientation sessi with the mentors
1 meetings and phone conversations with 15 mentors who could not attend the orientation
1 aslideshow orientation to the program
1 meetings with program staff about the technology and format for the PPR
1 the creation of a screerapture vide@bout using the PPR
1 over 100 emails or responses to emails of various stakeholders from Augudt 2019
present
1 announcements on the course website
1 dinner and coffee conversations withur groups of mentors to invite their feedback and
answer questions
1 visits to more than 10 groups to answer questions about the PPR and ALP
1 two workshops for teacher candidates on how to use the digital platform (Microsoft
OneNote) provided for the PPR
1 five individual meetings with students to answer questions
1 filling in for mentors orsix occasions, including for the final ALP reviews
| alsoused my notes, answers to frequently asked questions, and responses to feedback from
mentors, teacher candidates cteex education program staff, and external reviewers as data for
designbased researd®BR, Jacobsen, 20)4vhich, in turn,designs products and experiences
iterativelythrough cycles of trial, error, and refinement. In all this, | found the concepality
(Davis& Sumara2006) useful in my planning and research.
Findings: The DNA of the Mentor Program
In what follows Ireflect onfrequently asked questions and answers to show that the
organizational structures, or DNAf the program are vitaliteewvhich participate in professional

agency for the longerm. Theunderstandingf DNA as an organizing structure for replication
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with variationis a commonplace in discussions of living systems. But it might be less common
in education setting® be accepting of variation and change, whioksisential to ongoing
viability (Davis & Sumara, 2006).
Frequently Asked Questions
The most comminly asked questions by mentors and teacher candidates alike were at
heart about one concern: Am | doing this rigi&gking to provide space for different
possibilities to flourish within the organizational DNA of these structures, my answers fleshed
outthe 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 milestondsrstanding the OCT
competencies and ethical standas#sting up the PPRreparation for the first practicyrde-
briefing after each practicumpreparation of the annual learning pland a final meeting to
discuss the plans as a group with exteraalewers. 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 experigceof learning through discussion with other group memtelse 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 assesement is
learnirg when teachers and students aréeeoners 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 artekisg is

pammount.
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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 prinsipaa shared meeting to provide

even more individualized supppéis tre teacher candidates in their growpre in the

development stage of their ALPs. | 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!

T

T
T

Snowball reflectionsWrite a lingering question or something you would do differently
about your practicum. Crumple into a ball and snowball them into a dinabeyone

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 mappindhe highs and lows onto the competencies as both evidence of growth and
next steps

Telling competency storie®ick one from the list and tell a story from your practicum

that demonstrates it in actid®rusing documentation to illustrate

Using group timeo work on ALPs together

Mentor modeling creating their own ALP based on the group meetings

Finally, | sent out suggestions as milestones were approaching:

Year 1 TCshad their firsfour weeks of practicum in November/December! Now that the
rubber has hit the road, thaged time to debrief and the mixed cohort nature of the
MTM group gives them a wonderful opportunity to learn from each other. | suggest

documenting their experiences imnse 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 miagk 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, | 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. | had to disrupt thetion 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

Professional Practice Record
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Purpose of the PPR
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* Links to OCT professional standards and competencies

* Digital notebook for TCs to document their learning, feedback, and reflection through
course work, practicum, and alternative field placements

*  Accessible to Mentors, Instructors, and Associate Teachers

* (Collaborative space for Mentor Groups

* The Professional Practice Record provides evidence for the Annual Learning Plan

The PPR is a platform for keeping examples of documentation, reflection, and feedback
needed for the framework of the TPA process. Our university platforsetmre, privacy
protected data storage is Microsoft Office 365. We decided to use the Office application Onenote

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

programfor teacher candidates to keep a practicum binder for their observations and lessons
plans. The cloudbased and collaborative desigill allow more seamless sharing of work
between TCs, associate teachers, course instruatwpracticum consultantstine future. We
created group noteboolsth 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 candidateferred 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.
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We also expect that the RRvill become a living document for many teacher candidates to carry
into the profession. To provide both structure and variation, | made it clear in further
communications about the PPR that:
TCs mustarchive/shareligital documentation of studenits their PPR for data privacy
protection[University] does not have arrangements with Google to protect from data
mining, as many school boards d&s are welcome to bring in actual artefacts from
coursewok and practicunto 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 wok. 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. Thaotebooks do however havéi@ollaboratiom space that functions
like a Google Doc. If you want to use your notebook, let me know and | can meet with
you to show you how very quickly.
|l n summary, |l posted i n an e maantthedenhnatogyrioc e me nt
serve the process, not drive it.o
WhatDoes aGood ALPLook Like?
At the outset of the program, mentors were given this guidance:
The Mentor and Mentor Group can héacheicandidates develop their ALPs by:
Discussing/sharing exates 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 alght of the competencies required of nwachers,
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particularly in year one. It is more important ti&sget experience with tracking their
professional growth, participating in a professional learning community, using feedback
productively, and learning tealue going deeper rather than wider in their learning by re
visiting and revisioning 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 compesestwould I/they be working
on? What is the correct format for the ALP? How many examples of documentation should |
include? Should | be focussing on competenci e
can do betterThe next email excerpt respding to one of the mentors highlights these
concerns:
Yes, they can choose any competency. The green ones are highlighted for NTIP, but |
don't want them to feel overwhelmed or limited. Low floor, high ceiliitgjthe next step
in regard to the competeynthey focused on in the ALP or is it a bramelv competency
and how they plan to tackle that onédt’really dependd my 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 noext 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 qualiilf tbet
choose to report ori B competencies does that mean they have to do the ALP three
separate times for each oodhe presentation would cover all aspects of their ALR, b
the way the form is set yj would make sense to do one for each. The form is just a

graphic organizer for them.
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| found the overall concern with doing ALPs correctly somewhat surprising since the course was
self-evaluated; as both a pilot projectshifting to the pasfail system in our ITE program, and
on principle that in order to develop the capacity for-ssulated learning in studentsacher
candidates needed to develop that capacity in themselves. | saw this anxiety in large part as an
artifact of the performanecdriven mindset of the grades discourse we have all been steeped in as
students and teachers. There was also, as | said to one mentor who was dealing with challenges
in her group: AThe anxi ety dlfyougeatheckanceteoi ng wha
articulate what you do know and then make a p
the ALP, there would come a moment when | saw faces and shoulders visibly relax:

The ALP is your plan. You have professional disomtbut 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 | got from some of the mentors and teacher candidates
was that for a firstime experience, they needed a higher degreewdtate. The second
template (Figure 4) added two bullet points each for documentation, reflection, and feedback,
and broke the action plan into more defined considerations. | emphasized that the more
structured templ ate was eiintienrgd edd stoo ththea tfili dw wfo
expectationbut 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 goaiic 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
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present followed by discussion, anotfienabling constraigt(Davis & Sumara, 2006) which
participates in focussing the plans.

Figure 3
ALP Templated

Work samples from course work or
practice teaching (possible
examples: lesson plans, unit plans,
learning materials you created or re-
designed, teaching videos):

Reflections (possible examples:
changes made to lesson plans after
teaching, reflective journals, notes
after mentor group discussions):

Feedback (possible sources:

Associate Teachers, Instructors,
Mentors, Peers):
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Figure 4

Annual Learning Plan, Template 2
DOMAIN: COMPETENCY:

DOCUMENTATION WORK SAMPLES from course work or practice teaching (possible examples: lesson plans, unit plans,
learning materials you created or re-designed, student work samples, assessment methods,
teaching videos)

*»  ITEM/DATE/WHY THIS?

REFLECTIONS (possible examples: changes made to lesson plans after teaching, reflective journals,
nates after mentor group discussions)

& SOURCE/DATE/WHY THIS?

L
FEEDBACK [possible sources: Associate Teachers, Instructors, Mentors, Peers)

»  SOURCE/DATE/WHY THIS?

NEXT STEPS PLAN INSIGHT TIMELINE
« WHAT AND WHY? «  HOW WILL | SELF- .
ASSESS MY GROWTH?

# WHO ELSE CAN
PROVIDE FEEDBACKT

Why Does My Group Have DiffereriExpectations Than Other Groups?

| 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, principadsd parents alikewe compare and we judge. Along with concerns
about creating thérightdo 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 | needed to work hard to defuse and reframe in responses to questions by some

mentor s, teacher candi dat es, and reviewers.
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its own ecosystem, 0 a mess agted Thafollowing tubtes ment o
from emails to teacher candidates encapsulates the reframing:

The purpose of the externmakviewo 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 freshagegives

you an added edge to be able to articulate your ideas to an intebestedinformed

professionalYour presentation sounds good as is. Feedback from external reviewers so

far is that they really want to help the conversations go deepethanequires

vulnerability.

There is someurposeful variatiomn 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 experiétite 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 becaustetiepnfident in their
mentees and in themselves as coaches to support them to do more. It's not about having

different expectations or higher expectationsdugportecexpectations.

Although the reviewers were messaged in advance that their roleoasevaluate 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 toobee full participants in the ALProcessIn

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 theskearning 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 pléhese year 1 TCs have had one practicum

plus course wik 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 mentos 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 reurn in the fall the TCs will be reflecting on these plans and further refining them
with their mentorsWe 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 desigminovationis never one and done (Roge2603. The MTM innovatia in

our Research and Assessment course is desigmasgemblehe conditions for the emergence of
professional agency. We know that leadership, trialability, and consistepeesistent

messaging are some of the keys to organizational change ¢baades et al., 2009). It is not
surprisingthat sharing the vision for this change takes multiple iterations to diffuse, although it
may be helpful tmther teacher educatorsdee it documentedhe participation of material in
assembling practice has also been atfetbrized, particularly in the literature on science and
technology studies (Latour, 2005). This expanded notion of participation is explored further in
the discussion. However, itlsss 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 makingbegan this section with two design problems. The first was
assembling vision but the second has lofigrm implications. How doesn assemblage for
professional agency becorself-sustaining?
Discussion: Nurturing Agency

Understanding the MTM program as an ecosystem designed to reproduce itself through
structure and vaaition 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 agencyodisrupti
resonance, and participation.
Disruption

Disruption lays the groundwork for growth. There are many assumptions about grades
and performance designed into education systemsem#ngling learning from grades by
shifting to a pass/fail assessment fraraek 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 frustr@teadlenging mentor/mentee
assumfions about enacting the syllabus, the practice record, and the annual learning plan the
correct way is a necessary disruption to facilitate variation. However, we alsq famtind
surprisingly, that some learners were frustrated by less direction. Whthentbling structures
of the PPR and ALP, we needed to design in some scaffalonstrainté the form ofbaseline
templates. Although notions of disruption and constraint seem unfavourable to gravth
innovation DavisandSumara 2006, p.149 arguethat enabling constraints are proscriptioe
emergencefiThey stipulate what one must not do in order to remainviableT hi s af f or ds

unexplored space of possibility. o
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The review process for the ALPs is also an enabling constfdiatearetwo things we
ask teacher candidatestto do with the design of their learning plans: inglka plan without
drawing on documentation, reflection, and feedback; and stigrtiieir ALP forms for

evaluationln this way, the plans can be iterated through conversation and valid&cask

=1}

them to see their plans as l iving document so
practice. Agency is exploratiand expansionf the space of possibility.
Resonance
From an actenetwork 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
(Sarensen2009). In complexity theories, the notion ofantralizel networks offers a related
concept: Networks are more robust and have-teng viability, that is, they demonstrate
complexity when fiagents are able to affect an
Sumara, 2006, p. 105). In the MTM progranentors who were elmcated 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 tplaa their mentor group meetings.
These designs dreon 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 tlaenpiBgt
caring for this resonant space meant sometimes having to step back from the centre. Nurturing
resonance paradoxically means encouraging some noise. When | initially heard the concerns
from some mentors and teacher candidates about variations amtéhie for the ALPs, | have to
confess my first instinct was to call a group meeting. Were we veering from vibrancy into chaos?
| decided to intervene individually with the message about the group ecosystems, because | felt a

central message might sttpe flow of plan development in the groups at that point. Noise
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random events or contextual exchanges of information and energy in and around neighbouring
agents in a complexidy is vital for triggering possibilities (Davis & Sumara, 2006).

Butwhoismynei ghbour ? AAlthough undeniably i mpo
interactions for their own sake may not be as vital as is commonly assumédh e nei ghbour
that must interact with one another are ideas, hunches, queries, and other manners of
repr es dbavisa&t Suroara02006, p. 142 the next section, we attune to ways that
Aot her manner sod tefforms asedfa heALP and P&P&Isodarticipate as
actors in the MTM program.

Participation

The MTM program can be likenad many respect® a community of practice model
(CoP, Wenger1998. Theories of CoP inforrthe OCT standard that teachers participate in
professional learning communities of disciplined inquiry to advance school improvement goals
(Ontario,201(, p. 20).However, dimitation 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
(Suchma, 2007).

According to Fenwicland colleaguesa sociomaterial perspective on encouraging human
participation in communities of practice fnbec
and unseen. than a brute assertion of human intention antrolo (Fenwicket 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 reproductionSuchman (2007) discusses product formdpéesn and situated

actiono 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/8pee/matters of the

MTM program are the forms which reiterate as variations on a th&iheugh such noise is
necessary, we also need to care for the silences. Mentors work to support theirdmentees
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 programwrit large (Smith, 20107 The research described thghuthe mentor program
approach to research and assessment in this chapter is part of an ongoirgate=igstudy to
understand and nurture the emergence of professional agency across the teacher education
program. Theories of complex collective actiomtioue 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 practicei Th e i nt e lsbne tha geheratesai diveysityiof possibilities and
that has a mechanism [repertoire] for critica
& Sumara, 2006, p. 86). At different scales thdracher candidate, mentor group, MTM
program, ITE prgran® we seek to attune ourselves to agency. How might we continue to
explore and expand the space of possibility in our profession as edu&dargZorward, we
now haveethics consent to do pedagogical documentation in the mentor groups fas data
teacher education prograsp thatve can continue our care for this watkoughfisible
listeningd (Rinaldi, 2012).

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

vision for professiona agency through Westernds | TE progr :
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began wittDaringHa mmond and col |l eaguesd (2013) claim
challenges in universithased teacher education programs is achieving coherence and
integraton.\¢° r ecogni zed that we must make a shift
to think about all courses as they relate to practice (Boud, 2007). We realized our assgfissment
teacher candidates was complicit in their practice.

If we do not foster tea@n 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 Adocile bo
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 practic8hifting to pass/fail and assessmaslkearning frameworks is
explicitly tied to how these will sustainably affect TCs in their professional practice well beyond
our program. It matters theyknow.

Considering the sustainability of making space for assessment as learning, we re
designed ourequired 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, 201ihK8gg
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 nether through control

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

286).
But it also matters itveknow. A sustained approach to professional learning must outlast initial

contributions by program designersofeéssional agency is an emergent phenomenon which
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growsandchanges over time. We used ideas from complexity theories about structure, variation,
and vitality to provide the enabling constraints for ongoing, generative engagérsiegt.
examples of forms& 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 espedtiaftyit acts
unpredictably (Latour, 2011), because a complexity is a complitmplication, complicity,
and complexity are all derived from the InBou r 0 p e adnto weavé, pl&tdold, entwiné
we are woven into what we research, justasitiswove nt o us o6 (Davis & Sumze
Professional agency is a complicated unity of multiple agencies that we participate in

disconnecting and rassembling in our teacher education program.
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Curriculum Renewal and Teacher Candidate Voice:
Creating a Trail While Climbing It

Kathy Broad, Jessie Richards &Said Sidani
Ontario Institute forStudies irEducation

University of TorontpToronto, Ontario

Abstract
In this chapter, the authors describe how student voice and other sources of data informed the
renewal of a graduate entty-practice teacher education program. The chapter is an account of
an evaluative case study examining how student data alignecawithliverged fronother data
to shed light on the program and inform our interpretations and analyses of the curriculum.
Student sé devel op mpanitularaarea of fecasdhe recetvad praxcessy and it
is used in this chapter as an illustrative exampleoo¥ student data informed curriculum
renewal and program development. Preliminary analysis indicates that drawing ondaelty
curriculum mapping data along with candidate feedback allows deeper consideration of
curriculum, pedagogy, and progratnucture. 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 expliguent comment lades>étudiantalliécead 6 aut r es sour
dedonnéeont influenc® | e renouvell ement dbéun pro
niveaudes études graduéésne étudele cas évaluativieur permet de comprendcemment les
rsul tats doéune détmdgnisSetaegp pmerc®e na u péua st6r®Rd,s0 | Ggnrem

afin dbéapporter csertepragramse deforimationcb ess gmedes | es
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interprétations et les analys€ble particuliere de la refonte du programme, la formalies
étudiantc o mme chercheurs r@®si tesadooh®esdeéei Fr ®@sUud
démontrent leur influencedahse r enouvel |l ement du curricul um e
d 6 ®t. Und engalyssommaire indique qued schématisation par les enseignales données

du programme d'enseignemeatcompagnée desmmentaires des candidatsvite aun

examen plus approfondi du programme d'étudesage€dagogie et dmstructure. Le chape

se termine par waréflexion préliminaire sur 6 i n t e rmaltptes souncesdie données tout

au long du processus itératif derefonte du programme de formation.
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Curriculum design in teacher education is complex. There are multiple demands an
perspectives from regulatory bodies, stakeholderd teacher candidates, and there are also
multiple ways in which understanding of the profession is applied in the design of a program
(Flores, 2016). Imccord on Teacher Educatipthe Association o€anadian Deans of
Education (ACDE2017) statet hat fdApr of essi onal educational p
constellation of knowledge, skills, and attit
nature of learning to teach. To add to the comxipleteacher candidates engage with the
programbs desi gned c,atthe samaitimgheylearsto de eriicsand r s  wh i
experts in curriculum design. Within programs, they are learning how to design and implement
curricula asducators. The teacher education program curriculum is required to integrate
professional, theoreticadnd disciplinary knowledge bases, along with research and the
scholarship of higher education (Bransford et al., 2005; DaHiagmond et al., 2005). Asur
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 Universitff ofonto, a graduate enttyg-
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 insgghbout curriculum development and renewal that have
been gained along the way. We liken the experience to hiking our way trachghenging
terrain; as we will describe throughout the chapter, the trail was rarely clear or linear, but
iterative and reursive, with many stops and even stumbles along the way. To investigate the
waysin which teacher candidates inform the development and design of a teacher education

program curriculumwe pursue the questioRlow does student voice inform, interact wiémd
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illuminate a curriculum renewal procesB@ respond to this question, we describe our navigation
of the early stages of curriculum renewtthe curriculum renewal process is necessarily
comprised of iterative cycles of institutional inquifheserecuire the collection and analysis of
dataat each stage of the review proceserderto assess and inform current program elements
and plarthenext steps (Arafeh, 2016; Jacobsen et al., 2018). Drawing from our evaluative case
study, we provide an accaunf our processo demonstrahow data and input gathered from
teacher candidates have been critical in sheddingdigfand informing our interpretations and
analyses of the curriculum. We focustbe preparation of teaching candidates as researelsers
a specific example of how student voice interacts with other program data to support discussions
on curricular change.

Our History: Surveying the Head of theTrail

The MT program has been in existence at the University of Toronto since 2000, one of
the only two graduate enttg-practice programs in Ontario. Program graduates are
recommendetb the Ontario College of Teachds certificationand also receive a Master of
Teaching degree. The program began as a pathway-@oel&mentary teachers aoder time
expanded to include two additional teaching divisions, Junior/Intermediate (Giddysand
Intermediate Senior (Gradet12). In 20132014, the program had an enrolment of about 150
candidates in a twgear, foursemester program.

As a resulof provincial regulatory changes in 2014, all teacher education programs in
Ontario were required to doubtlee program length téour semesters, increase to 80 days of
practicum in settings using the provincial curricula,,dadthe first time incorporate mandatory
core content in Curriculum, Pedagogical and Instructional PractindsKnowledge of the
Teaching Contextd@. Reg. 347/02, 20)4The new content emphasized coheretlemexplicit

integration of theory and practice, the use of researtgaching and learning, and centering
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equity (OntarioCollege ofTeachers [OCT]2017; O. Reg. 347/02, 2G1Betrarca & Kitchen,
2017).

As the enhanced teacher education program was legislated to begin by September 2015,
rapid and significant change agced 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, partiowldrlgreater emphasis on
equityin respect ofesearch and teachingnique challenges emerged for the MT program. The
program already fulfilled theour-semester and 8@ay practicum length requirements and much
of the specified content. The MT walsorequired to ensurihatcourses ddress graduatievel
learning expectations. The Degree Level Expectations for all graduate progr&nsariq
include: Depth and Breadth of Knowledge, Research and Scholarship, Application of
Knowledge, Professional Capacity and Autonomy, Communic&iaolts, and Limits of
Knowledge with specified levels of complexity in each domain (Ontario Council of Academic
Vice-President$OCAV], 2010).

I n response to the above considerations, p
MandateAgreement 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
errolment 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 gradusgeel research requingents.

In 2015, the MT program added a fifth semester to becomenaoth graduate teacher
education program servirgpproximately 800 candidates in 27 cohorts. The increased number of

students put pressure on the curriculum, particularly where prepeaestiresearchers was
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concernedTo 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 coursebased research papers order to adpt to program requirements of both OCT and
OCAV, two elective courses were addedhe curriculum to allow deeper exploration of an area
of research interesihile the existing research courses were altered in organization and
supervision. The number oburses offered necessarily increased ahthe same timehe
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
ard pressuren partnerships and the infrastructure within a graduate department (McDougall et
al., 2017).

A few examples of the program structure for different cohorts are outlirfeigune 1
below for each of the three divisiagh$’rimary/Junior (PJ), Junibntermediate (J|)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 pattemedch 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, sme courses are offered in a compressraveek format in the summer, some in a
12-week format, and some across two terms in-av8ék format). The program structure, as we

would discover, is one of the most challenging issues for students and facwty alik
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Figure 1
Model of the MT Cohort Structure

SelfStudy and External Review Response: The Impetus for the Hike
Selfst udi es prepared for the Ontario Coll ege
institutional academic planning procgssinted to a need to reviewh e pr ogr amdés s wi f
transition and expansion in scope and scale. Focus groups (including stizaerits,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 heattidoleadership team. Here are two of the
recommendations in the OISE External Review (2016) linked to the student concerns:
1 The MT needs a complete curriculum review, including a clear set of graduate
capabilities, strong contributions from appropriateufey, and clarity regarding its
relationship to the M.Ed.
1 A clear engagement strategy needs to be developed with alumni, schools, governments
and other leading institutes to strengthen research, teaahnithghe student experience

andto enhance national and international collaboratssm impact on policy.
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