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Abstract

This essay is designed to provide a shapshot of teacher education practices in Australia
compared to other western countries such as the UK, USA, Germany and France. The data for
this work was obtained by document analysis. This type of study is important in order to
provide the comparative perspective that is so important when evaluating the development of
innovative approaches to teacher education.

Keywords: Teacher education, Comparative

105


mailto:David.Palmer@newcastle.edu.au

H Global Journal of Educational Studies
A\\Mac.rOtthl,;'k ISSN 2377-3936
Institute 2017, Vol. 3, No. 2

1. Introduction

The quality of teacher education is an important issue worldwide. Korthagen (2004)
highlighted the process of reflection that is essential to the development of an effective
framework for teacher education. Furthermore, he argued that questions such as “What are the
essential qualities of a good teacher?” and “How can we help young people to become good
teachers?” are questions that are not easy to answer in a definitive way. In these times when
societies are increasingly becoming more complex, high quality teacher education is seen as an
essential building block towards a well-educated population. The purpose of this paper is to
provide an opportunity for teacher educators to reflect on some different approaches to teacher
education.

Of particular note is that significant reforms of teacher education have occurred in many
countries in the 1990s, following a period of reasonable stability, often lasting for decades.
That initial teacher education has been swept up in the wider reforms of education was
inevitable, but this has not limited the uncertainty and controversy associated with change. Of
changes in countries such as France and England, it is the increased role of schools in teacher
education and a deeper emphasis on the practice of teaching that is notable (Asher & Malet
1999). The paper will begin by reviewing teacher education approaches in Australia, and will
then provide a snapshot of teacher education in the UK, USA, Germany and France at the turn
of the twenty-first century.

2. Teacher Education in Australia

In an increasingly corporate tertiary education world, training in education is big business.
Today, approximately one in nine of university students are enrolled in a degree in education,
with the effective full-time student unit load (EFTSU) accounting for approximately one
twelfth of all national enrolments.

One consequence of the number of education students is that almost all universities are
currently participating in the training of teachers in some fashion. Given the number of students
involved, it is not surprising from a purely corporate viewpoint that the large majority of
universities in Australia offer degrees in education; it is a group of students that is too large to
dismiss when building a university profile and footprint. At the same time, of course, there are
state and regional issues involved in offering training.

The size of education schools or departments varies greatly between universities. In initial
teacher training, total number of students at individual universities range from approximately
90 to 2700 (DETYA, 2001), with a mean size of 965 (standard deviation 707). There are many
substantial schools. However, the operation over a number of campuses and the range of
degrees offered mean that relatively small cohorts of students may be involved in a particular
program at any one site in some cases. For science, mathematics and technology specialists
particularly, where enrolments represent around 15% of total enrolments, the number of
candidates at any particular campus may be small.

The character and geographical reach of universities varies considerably, from multi-state
through multi-campus to single campus in character. The focus of universities from broad

106



H Global Journal of Educational Studies
A\\Mac.rOtthl,;'k ISSN 2377-3936
Institute 2017, Vol. 3, No. 2

teaching and research through broad teaching and selected research to restricted teaching and
research institutes is also variable. This is related, in part, to their origins; for example, as pre-
or post-unified system in establishment. In education, teaching may be restricted to a single
campus of multi-campus universities or else may be broadly based. Whereas most operate
separate education, science and technology faculties, this is by no means exclusive, with a
small minority presenting a less divided system; for some, education and science faculties do
not even operate on the same campus. Thus there is a diversity in character which acts as a
background to the way universities approach their teacher education programs.

Usually, teacher training programs require from four to five years of full-time equivalent study.
This may occur in a single four-year bachelors degree; in a four-year double degree program; in
a one-year postgraduate diploma following prior completion of a three year non-education
degree; or, in a postgraduate education component of from one to two years following a first
non-education and leading to a second degree or masters in teaching.

The fields of specialization offered in each type of degree differ with degree type and with
institution. It is apparent that institutions with overlapping regional footprints may feature
different program specializations compared with their academic neighbors, as part of both
competitive reality and a desire to create a distinctive character for their institutions. However,
overall specializations offered are designed to match the requirements of employers, in
particularly the relevant state education department. Some programs have a broad common
character across the nation. For example, the vast majority of teachers training as pre-school
teachers will be doing so in a single four-year degree program. This is also the case, but less so,
in primary teacher training, whereas secondary teacher training exhibits the broadest variety of
training modes. Of course, this is a broad generalization, which does not recognize the diversity
of educational philosophies that drive what appear at first sight to be similar courses. What is
apparent is that a combination of state-based education priorities, market forces, overarching
university corporate policy and the dominant local educational philosophy contribute to a
diversity of teaching approaches that are not immediately apparent. This is reflected in this
project.

Teacher education in Australia has traditionally been a tertiary college or university based
activity. These institutes have enjoyed a monopoly in teacher training essentially throughout
the 20™ century. Whether this continues to be the case in the 21% century is an issue that
remains to be resolved (Jones, 2001). There are some who see value in school-based or even
private provider-based training. Concerns that current initial teacher training may lag behind
international developments, with teacher educators slow to adopt new teaching and learning
strategies, are extant in the community. The validity of this view can be challenged. Faculties
of Education in Australia are clearly productive in terms of their research output, ranking fifth
in the world. Moreover, the recent DETYA report on The Impact of Educational Research
(2000) concluded that a good deal of the research had practical application for teaching and
policy development. The inference is that university-based educational research in Australia is
of international standard, is aligned with debate and developments across the world, and
contributes to the evolution of teacher training programs in Australia.
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What is evident from the above is the high level of participation by universities in initial
teacher education, and the range of degree and diploma programs which have been developed
to prepare teachers for our nation’s schools. That a number of new degree programs are listed
compared with 2001 is indicative of continuing change in the teacher education system. We
presume these changes reflect contemporary philosophy and on-going research in teacher
education.

Another concern for current teacher education programs is their capacity to attract
academically gifted students. It is relevant to examine the University Admission Index (UAI)
scores for various degree programs, although they represent only the lower limits and do not
inform on spread of entering student scores. The average UAI entry requirements for all
education programs are reasonably consistent and on only one occasion was a minimum over
80 applied. Secondly, these entry scores compare favorably with generalist degrees in arts and
science.

However, specialist degrees, with the exception of nursing, had UAI cut-off scores above or
even well above teaching, and ranging up to UAIs of greater than 90. Since these UAI scores
reflect in part student demand, the inference is that teaching is not a high demand specialization.
The academic abilities of students entering teacher education programs as measured by higher
school certificate examination results, while not necessarily indicative of performance in
university courses or practical teaching ability, are likely nevertheless to have some impact on
the character of the programs and curricula that are offered.

With current initial teacher training supplied by universities or tertiary colleges, and with
reasonably common legislative and department of education expectations across states, there is
a reasonable expectation of sameness in curricula across the nation. This is only partly true.
First, current initial teacher training employs a number of pathways to the achievement of
teacher accreditation. Second, there are different educational philosophies extant, which are
reflected in variations within teaching programs. Third, physical aspects such as the size of a
particular student cohort, student-staff ratios, staff profile, available infrastructure and the type
of partner schools involved in teaching practice play a role in influencing programs. These, in
combination, lead to a level of diversity within a general framework, which may not be obvious
at a superficial level.

Initial teacher training is involved with the preparation of teachers for a number of defined
areas. Students may choose to train as pre-school, primary school, middle school or secondary
school teachers, as well as in areas like special, adult and vocational education. This choice
defines in what area they will receive registration to practice. Each field of study operates
separate curricula, although there are invariably some common subjects in all universities
where students from different areas may come together. The range of discipline areas taught
within any degree program varies depending on universities, but all are seeking to satisfy the
requirements of the major employers in the particular state in which they operate.

Some background to the range of teacher education programs across universities is provided
below, gleaned from website and other published information.
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Double (or combined) degree programs are the predominant mode of preparation of secondary
school teachers entering university without any prior degree, particularly those having
completed a higher school certificate or its equivalent. The use of the double degree for
educating primary school teachers is also increasing. Both science education and mathematics
education are common areas of specialization, whereas technology education is less commonly
offered. In the design and technology area, this is in part related to the lack of facilities for
teaching the program, although the reasons are complex. That the great majority of universities
offer degree studies in science and mathematics also contributes to parallel education courses
including the specializations.

The typical double degree, for example Bachelor of Science/Bachelor of Teaching, takes four
years of full-time study and assigns approximately half of formal credit to education subjects
and half to science or other discipline subjects. Discipline subjects are generally taught by the
relevant discipline, with education students usually joining classes along with students taking
other degrees. Required subjects typically include professional knowledge such as basic
psychology, information technology and communication skills. Most students complete an
approved level of training in two science disciplines and in some cases three. The theoretical
basis of child development, learning theories, educational philosophy, curriculum theory,
evaluation of learning, pedagogy and educational practice form a significant part (around 25 to
30%) of training, whereas practicum occupies much less than half of that in credit terms.

2.2 Single Degree Programs

Single degree programs are offered across a range of specializations and are at present the
predominant mode of preparation of preschool and primary teachers, as well as vocational and
adult education teachers. However, some secondary school teachers are prepared by this type
of program. These programs involve four years of educational training in all but two cases
where a three-year program operates as well as four-year programs.

Typically, the science, mathematics and technology content for each primary education
program is presented in courses specifically designed for these students. These reflect the
different requirements for teaching at this level compared with secondary school. Generally,
these courses are compulsory in the teacher education curriculum. Other required subjects
typically include areas such as basic psychology, information technology and communication
skills. Education-focused courses in child development, learning theories, educational
philosophy, curriculum theory, evaluation of learning, pedagogy and educational practice form
a significant part of training. Practicum in primary school classrooms occupies a small
component of the overall course. Teaching practice in this degree occupies effectively the same
credit and the same period of time is allocated as in the double degree programs.

The science, mathematics and technology component of primary teacher single degree
education programs is smaller than that found in double degree programs, unless the key
learning area elected by the student is in one of these fields. The minimum amount of science,
mathematics and technology topics a student teacher must take is only around 10% of most
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programs.

2.3 Second Degree or Postgraduate Coursework Masters Degree Programs

For graduates who have already completed an applicable first degree and are seeking training
as a teacher, the alternative to the diploma of education is to complete a second undergraduate
degree in education or else a postgraduate coursework masters degree in education. These
de-emphasize content knowledge and focus on education studies, curriculum method and
practicum. This is because of assumptions about relevant discipline knowledge having been
achieved in the prior degree. However, where insufficient appropriate subjects (i.e. relevant to
disciplines taught in the school environment) have been studied in the prior degree, students
may be required to take additional science, mathematics or technology subjects to satisfy the
relevant state education department.

These programs run for from one to two years full-time or equivalent. Two-year full-time
programs are dominant, and lead to a coursework masters degree or a bachelor of education or
teaching degree qualification. For eight universities, one-and-a-half or even one-year bachelor
of education or teaching programs exist. Typically the amount of practicum usually equates
with that operated in the four-year single or double degree programs, but represents a higher
percentage of the second degree programs simply because they run for a lesser total period of
time. Some programs offer exit after one and a half years with a bachelors degree, or
participation in an additional internship in a school to complete the masters. The latter option
provides for, obviously, a much higher amount of practical in-class teaching experience.
Semester- or term-long internships are popular in two-year programs.

2.4 The Demand for Science Mathematics and Technology Teachers

That there is a shortage of teachers nationally in science, mathematics and technology has been
widely reported recently. There are two consequences for schools: experienced, highly
qualified teachers in these disciplines are in demand and may tend to move to selective state
and private schools; and, classes may be taught by teachers without strong formal training in
the discipline subject they are required to teach. One response to the teacher shortfall has been
the introduction of programs of teacher training which draw on mature people with appropriate
workplace experiences or else apply retraining of qualified teachers from other fields, where
significant over-supply exists, in the sciences and mathematics.

These are reasonable concerns, but do not (and, of course, were not intended to) offer a solution.
The problem for the government is, of course, complex; put simply, is any teacher better than
no teacher? An even deeper problem with teacher training is that, even when a student chooses
to study education, participants in the program also have fixed perceptions about what type of
teacher they wish to become. It is clear that science and technology are not popular even
amongst teacher trainees. Presumably, this reflects, dominantly, views about science amidst
teacher trainees more than it does career prospects, given that they would eventually work in
the same system with a common remuneration structure. In fact, despite obvious over-supply in
some key learning areas, students still choose such areas.

If traditional or standard entry routes are not supplying sufficient number of science,

110



Institute ™ 2017, Vol. 3, No. 2

mathematics and technology teachers, alternative entry schemes may deliver suitably trained
teachers. However, the demand amidst the public for retraining as teachers is still not large, and
is unlikely to grow much without special scholarship support for students who likely have
existing financial and family commitments, which impinge significantly on their ability to
study.

H Global Journal of Educational Studies
A\ MacrOthI“k ISSN 2377-3936

In the recent Australian Council of Deans of Science commissioned national study of
employment outcomes for science graduates between 1990-2000, What Did You Do With Your
Science Degree? (Mclnnes, Hartley, & Anderson 2001), it was noted that a basic pass degree
provided an effective entry into employment for the large majority of graduates. Of
respondents in their first job, 89% said it was either a desired career position or a stepping stone
to the same. Moreover, the employment of science graduates overall did not feature science
education highly. In fact, graduates who listed science education as their field of employment
were effectively zero for computer science, only approximately 2% for mathematics graduates,
and from 4-7% for life and physical science graduates. Further study of those in the workforce
was most likely to be taken in business or information technology. Education as a career for
science graduates did not feature highly in the last decade.

Retraining programs, which focus on non-science graduates and persons without a degree but
with some relevant experience, offer an alternative approach to meeting demand for teachers in
the sciences and technology. The University of Newcastle is the biggest retrainer for the
teaching service in New South Wales, through their ‘Newcastle Program’, directed towards
curriculum areas with acute teacher shortages. This uses the principle of industry recognition
of prior learning to give applicants advanced standing for the content side of their teacher
qualification when placing them into a mainstream teacher education program. It requires:

- aminimum attainment of the level of Certificate 3 trade qualification;
- extensive expertise in industry which is relevant to their prospective teaching area
- acapacity and continued ability for life-long learning.

3. Teacher Education Methods in Other Countries

3.1 The United Kingdom

In England and Wales, the overwhelming majority of secondary school teachers are graduates
who are trained via the Postgraduate Certificate of Education (PGCE), a one-year full-time
course. This course is dominated by time spent in schools; 24 of the 36 weeks of the course are
spent in schools, and only the remainder in a higher education institute. The government
agency, the Teacher Training Agency (TTA) funds initial teacher training and is responsible
for recruitment to the teaching profession. Provided trainee teachers meet the standards set by
the TTA, they can attain Qualified Teacher Status (QTS). This is a challenging exercise, which
requires them to attain appropriate standards in teaching and classroom management,
assessment, planning, recording, reporting, accounting, and professional responsibilities. The
pressures created by the government’s skills tests have been implicated with the loss of good
student teachers from the system in a recent press report (Thornton, 2001). Training institutes
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are subject to regular outcomes-based external evaluation by the Office for Standards in
Education. These training providers are under great pressure in terms of meeting enrolment
targets and compliance, since failure in these areas severely influences funding.

A\ Macrothll'lk Global Journal of Educational Studies

Despite, or perhaps because of, the rigorous professional program, recruitment has proved
difficult in science, mathematics and design and technology in England and Wales. Some
critics have suggested that there is a crisis in teacher recruitment. Further, there is evidence that
trainee students may withdraw from teacher training because of financial problems or the
perceived poor image of the profession (Chambers & Roper, 2000). Certainly, the number of
entrants to initial teacher training was 24% below target in 1998-99, with shortfalls in design
and technology (46%), mathematics (47%) and information technology (44%) particularly
severe. Several schemes, lately the Secondary Shortage Subject Scheme, have been used to
address these problems over the years. It has been suggested that financial incentives alone are
insufficient (Whitehead & Postlethwaite, 2000).

Teacher training in England and Wales has become homogeneous in the wake of a National
Curriculum. The role of teachers in the partner schools working with higher education
institutes in postgraduate initial teacher training has increased in importance. In fact, schools in
England are permitted to form consortia to fully provide initial teacher training, challenging the
traditional role of tertiary colleges. Both the School Centered Initial Teacher Training and
Graduate Teacher Scheme do not require higher education institute involvement in the training
program. The existence of a continuing valid role for higher education institutes in training has
been probed (Williams & Soares, 2000). They concluded that the expertise of higher education
institutes in research and their associated broad overview of latest thinking in education
represent the most important contribution they bring to the training partnership. Earlier studies
have pointed to a stronger and critically important role for higher education, particularly with
regard to elevating the status of teachers (Edwards, 1992).

Concern about the consistency and standard of school-based mentor training, including the rate
of mentor turnover and high costs, exists. There is a view that, since the main purpose of
schools is not initial teacher training, their priorities may not be conducive to teacher training.
Learning how to teach is not simply copying a role model, and some preparatory work is
necessary, which best resides with a tertiary institute. Support for a partnership between
schools and tertiary institutes in initial teacher training attracts strong support from most
interested parties, since there is recognition of their capacity to make effective complementary
contributions. That papers by those in higher education institutes point to a crucial role for their
institutes in teacher training could be cynically dismissed as self-serving. However, this not
only reflects unfairly on the integrity of the researchers, but ignores parallel opinion beyond the
tertiary environment.

3.2 USA

Education in the USA is state or district based. However, both school and teacher education
programs are influenced by some overarching national policies and organizations. One such
body is the National Board for Professional Teaching Standards.
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Most teacher education is via four-year degrees offered at state universities or four-year
colleges. Teacher education institutions usually obtain program accreditation from the state in
which they reside. Local two-year community and technical colleges may offer shorter
certificate or associate degree programs in education, although the field of education represents
only ~1% of the total curriculum delivered through these colleges across the nation. Credit
transfer from these shorter programs towards a four-year degree in a university or four-year
college can usually be arranged.
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Teacher education graduates usually require certification as a teacher from their state authority.
Their registration requires that they have completed an approved teacher education program at
an accredited four-year institution. Classroom practice teaching forms a part of the curriculum
in all university programs, but is typically for a total of from only eight to twelve weeks.

As an example, the Western Washington University offers two programs leading to teacher
certification in the state of Washington, the higher of which is a Masters in Teaching.
Endorsable major areas of study are approved by the state, with certain minimum requirements
of credit, knowledge and skills set. The program of study includes a full semester internship in
a school. In Georgia, certification of graduates who complete approved programs at
universities is governed by the Georgia Professional Standards Commission (Hart, 1997).
Despite these quality control measures, a significant number of teachers are working without
full credentials; this is estimated to be as high as ~14% in California, mostly in urban areas.

There are concerns in the USA about a growing shortage of qualified elementary and
secondary school teachers, as expressed by Secretary of Education, Richard Riley (1999).
Further, the preparedness of new teachers for teaching, with over 60% of graduates in one
survey feeling they were not well prepared to implement state or district curricula. Partly, this
relates to high percentages not having academic majors appropriate to their teaching tasks.
These issues appear in a report from the National Center for Education Statistics, Teacher
Quality: A Report on the Preparation and Qualifications of Public School Teachers,
summarized by Barlow (1999). One proposed solution has been a call for an expanded role for
community colleges in teacher training and recruitment (Gerdeman, 2001), through better
articulation agreements and partnerships with four-year institutions. State authorities now
encourage articulation arrangements. One example of current developments is the University of
Illinois at Chicago — Community College Collaborative for Excellence in Teacher Preparation.
This interaction of UIC with six local community colleges is funded under a National Science
Foundation grant, with its purpose being to increase mathematics and science teacher
candidates.

Changes to the education of teachers in the universities are also starting to appear
(Darling-Hammond, 1999). Over three hundred have created new programs that extend beyond
the traditional four-year degree. These new programs also include stronger partnerships with
local schools. Some of these new programs are graduate entry programs for those with a prior
discipline degree, and offer one or two years of teacher education. Others are five-year
undergraduate entry programs that allow for a year-long school-based internship at the end of
the program. Professional development programs devoted to formalizing and monitoring the
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classroom work of novice teachers, established with the assistance of local school districts,
have also gained a foothold.

3.3 Germany

Each state in the German Federation has a large measure of autonomy in terms of arranging its
school system and teacher education programs. There are over-arching directives from the
federal department of education (Kultusministerium), and an assembly of state ministers of
education and cultural affairs (Standige Konferenz der Kultusminister der Lander) serves to
assure a reasonable degree of commonality while permitting a level of diversity.

Schools, both public and private, are under state supervision. At secondary level, there are
three distinctive levels of schooling: Hauptschule (with a practical vocational orientation),
Realschule (technical vocational orientation), and the Gymnasium (academic orientation). The
latter provides the major route for university entrance. This tripartite system naturally involves
a high level of stranding of students, and some states provide additional comprehensive schools
as an option. However, the belief in differentiation and specialization in secondary education is
dominant, and this is reflected in a parallel segregation of teacher training.

In the tripartite system, each type of school is staffed with teachers trained especially for that
school (Jones, 2000). Teachers undertake university education followed by a period of
practical training (up to two years) and assessment in a teacher training college
(Lehrerseminar), or else take their full training program at the college over a longer period. The
period of education is longer for Realschule and Gymnasium teachers (4—6 years) compared to
Hauptschule teachers (3—4 years). The distinctive training and qualifications for the different
programs is reflected in different salaries, teaching hours and status. Trainee teachers receive a
salary, and when they become teachers are usually appointed as civil servants.

The teacher training institutes in Germany operate practically and administratively separate
from the general university system, under the control of the state department of education. The
Kultusministerium is responsible for establishing the centralised curriculum framework, while
the Lehrerseminar are responsible for program delivery and assessment. Training occurs in
partnership with schools (Seminarschulen), in which full-time teachers act as mentors.

All three streams of teacher education involve an induction and orientation stage initially,
followed by broader professional development. Trainee teachers are selected for training on the
basis of their subject knowledge, and teacher training concentrates on teaching methodology
and practice. Approximately half their time is spent in classrooms in the early stages, extending
to up to four days a week. Trainee teachers usually spend their time in just one host school. The
partnership between school and college is well developed.

Despite a growing public unease with the school system and growing criticism of teachers,
graduates are still opting to become teachers. Germany is one of very few countries where there
is at present a surplus of science teachers.

3.4 France

There has been a profound change in teacher education in France, as in England. However, the
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direction of the change has differed substantially. Major reform commenced in France in 1991.
It was directed first towards degree-level training for both primary and secondary teachers,
closing an existing gap. Secondly, it sought to strengthen links between theory and practice in
initial teacher training (Bonnet, 1996). To lead these changes, old-style training institutes were
replaced with new institutes known as Institut Universitaire de Formation des Maitres (IUFM),
public institutes under the control of the Minister for Higher Education, with a clearer and
stronger focus on classroom practice.

Teacher education in France is at postgraduate level. Entry requires a degree or three years of
equivalent study subsequent to the baccalaureat, and is achieved through application to the
IUFM for a place. For secondary teachers, it is a two-year program of full-time study. The first
year is dominantly academic study, with a single week of classroom observation. If successful,
students more to the second year, which comprises classroom placement for six hours per week,
with associated coursework in pedagogy and teaching methodology. Classroom practice
involves a school-based mentor and some observation by an institute-based tutor. There is a
greater emphasis on academic training over professional training in France compared with
England (Foster, 2000). Qualified teacher status (titularisation) involves assessment by a
committee including national inspectors, school teachers and university academics. All
qualified teachers are civil servants and state employees.

France is facing a severe teaching shortage, which has produced efforts to attract new graduates
to the profession (Marshall, 2000). Teacher education in France faces further reform (Marshall,
2001), relating to an effort to enhance subject knowledge and provide for more classroom
experience before teachers enter their profession. Most students in the present system have
been pointing to insufficient development of classroom skills. Further, the need for ongoing
professional skills training of teachers new to teaching is being recognized. These changes
were introduced in the last quarter of 2001.

4. Conclusion

Teacher training in most countries falls into two broad categories, being either centralized in a
national system or decentralized into state or regional systems. The state-based system in
Australia has close parallels in countries such as the USA and Germany. Centralized systems
are found, not surprisingly, in most small countries such as New Zealand (Bell et al., 1995), but
also in larger countries such as the UK and France. Further, the mechanisms of teacher training
varies from country to country, from being based in special tertiary education colleges, in
broad-spectrum universities, to being potentially entirely school-based. There is no clear
ownership of wisdom in initial teacher training, although in almost all developed countries
teaching is now a graduate profession. Further, there has been an increasing emphasis on
assessment of teacher competency and quality assessment.
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