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Paper  
 
Introduction 
 
This paper describes an evaluation of a pre-service teacher education program in the State of 
Victoria, Australia during 2008.  The program, which we will call ITEP (Innovative Teacher 
Education Program), was worthy of analysis because it represented a quantum leap in the design 
of graduate education programs for trainee teachers in Australia.  In an evaluative sense the study 
was designed to inform decision making about the future of ITEP, and to address questions such 
as: should the program be retained, how could it be improved, and should it be expanded to 
other institutions?  
 
While some commentators view evaluation work as atheoretical, others see evaluation studies as 
contributing, where possible, to the relevant funded knowledge base.  This paper is consistent 
with this position, in that the findings can be seen as a contribution to the already existing 
literature about effective graduate education.  For example, Boud and Solomon identify three 
desired outcomes of graduate education: a learning to learn attribute, a professional attribute and 
a personal attribute.  In this paper we are particularly concerned with the professional attribute, 
                                                
1 A draft of this contribution will be presented and discussed at the Decowe Conference: Ljubljana, Slovenia, 24-25 
September 2009.  
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the ability for a graduate to operate effectively with the body of knowledge that underpins 
professional practice.   Such a graduate would be expected to: understand and apply a body or 
bodies of professional knowledge, engage in social and communicative relationships with 
colleagues about this knowledge and relate this knowledge to specific organisational contexts and 
directions2.   
 
Effective program evaluations attempt to link intervention processes that contribute to 
outcomes. In this study, we were concerned about those aspects of ITEP that contributed to the 
attainment of professional practice skills of trainee teachers.  This is also a subject that has been 
on the agenda iof theorists with an interest in pre-service education. For example, and in the 
Australian context, it was said in 2001 that  
 

beginning teachers face a future that will be very different, in unimagined ways from the 
present.  They will need to be flexible and cope easily with diversity and ambiguity.  They 
may be asked to function in both local and global communities, arriving at curricula, 
pedagogical and policy decisions after due considerations of evidence and possibilities.  
They will be expected to work in innovative ways as members of professional learning 
teams, actively researching their practice and contributing to the growth of these teams.  
They will engage in the development of the curriculum, the formation of policy, the 
improvement of the schools within which they are located, and the enhancement of the 
teaching profession… The problems that they will encounter in schools and in other 
learning contexts will require cross-disciplinary thinking and complex problem defining and 
resolving skills.  These skills are at the heart of teachers’ work.3 

 
 
Nature of Pre-Service Teacher Education in Australia 
 
While academics have been sending messages about the need to reform pre-service teacher 
education, there have been few attempts to try new approaches to pre-service teacher education 
in Australia.  We can suggest several reasons for this, among which has been a marked reduction 
in Government funding for higher education.  This has affected the ability of educational 
faculties in universities to resource innovations relating to the professional preparation of 
teachers. 
 
Despite funding issues, conventional pre-service teacher education in Australia has managed to 
maintain partnerships between teacher training institutions and schools.  The partnership 
assumes that professional preparation involves a linked combination of practical and theoretical 
inputs about teaching, schooling and education, and that the partners will act to produce 
synergistic outcomes for participants. 
 
A simple cause and effect portrayal of conventional beginning teacher preparation is summarised 
in Figure 1. This implies that school supervision is a major influence in teacher preparation, and 
that academics from university education faculties provide both direct and indirect influences on 
the development of beginning teachers. 

                                                
2 Boud, D and Solomon, K. (2006). Workplace Learning, Graduate Attributes and Lifelong Learning.  In Hager, P 
and Holland, S. (Eds.).  Graduate Attributes, Learning and Employability.  Springer; Dordrecht, The Netherlands, 
p214. 
3 Hildebrand, G, Mulcahy, D and Wilks, S (2001). Learning to Teach through PBL: Process and Progress.  Paper 
presented at the Australian Teacher Education Association Conference, Teacher Education, Change of Heart, Mind 
and Action.  Melbourne, 24-26 September 2001. 
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Beginning teacher competency [1] 
 

 
In-school supervision [2] 

 
 

Support from university education faculties. [5] 
 

 
Figure 1: Conventional Beginning Teacher Preparation Model 

 
A particular importance element of competency is the need to master basic pedagogical skills. 
Pedagogy can be thought of as the interaction between curriculum and teaching, or the 
juxtaposition of content knowledge and learning theories to provide rich experiences for students 
in classrooms and other environments.  It is this area of pedagogical knowledge and skills about 
teaching and learning, where in-school supervision is of fundamental importance. 
 
Recent research on trainee teacher experiences indicates that the model has deficiencies in 
practice.  There have been concerns that education academics are out of touch with the realities 
of schools, and so their contributions to training are irrelevant and out of date.  At the same time, 
teachers involved in supervision have had little training to undertake their roles as supervisors.  
There has been a notable lack of innovative interventions involving co-operative links between 
education faculties and schools in Australia.  All told, pre-service training gained a reputation for 
being stuck in a groove, and non-responsive to challenges that teachers will face early in the 
twentieth century.  
 
The ITEP Program.   
 
ITEP was conceived as intervention that would overcome some of these concerns.  A similar 
causal diagram to describe what ITEP hoped to achieve in the cluster program is depicted in 
Figure 2.  
 

 
 

Beginning teacher competency [1] 
 

 
In school supervision [2] 

 
 

Mentor (Cluster Leader) strategies [3]        Evidence based support [4] 
 
 

Support from education faculties and AISV [5] 
 

 

 
Figure 2: The ITEP Model of Beginning Teacher Preparation 
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This model differs from that in Figure 1 in that it allows for: the influence of a mentor to act as a 
bridge between teacher-education institutions and supervisors [3], and evidence-based knowledge 
to support the work of the mentor [4].  This version of the model was developed by the auspicers 
of the program, the Association of Independent Schools of Victoria (AISV) who also acted as a 
coordinating body with the involved universities [5]. 
 
A key aspect of ITEP was that the locus of action was more embedded in the day-to-day work of 
a school than was the case for conventional models of teacher preparation.  It was expected that 
the more conceptual aspects of teacher education would inform what students encountered in 
the schools.  This was in effect a ‘theory informing practice’ approach.  
 
Given these features we will refer to the ITEP intervention as the Practicum. 
 
During 2008, the ITEP model was trialled in three locations across the State of Victoria (which 
we will call X, Y and Z). Each location consisted of four or five schools working as a cluster to 
provide a base for approximately 25 pre-service students, so that students could meet together on 
a regular basis (usually in one of the schools in the cluster). Operation of the model involved: (1) 
appointment of a mentor who was subsequently defined as a cluster leader, (2) support for these 
leaders during the year from the AISV through a series of meetings and administrative backup 
from key AISV staff, and (3) the appointment of a consultant who provided evidence-based 
support for the cluster leaders on a need-to-know basis.  Cluster leaders were experienced 
teachers who had personal and professional attributes that made them acceptable to other parties 
in the program.  Of particular importance was that they be accepted by supervising teachers due 
to their recent school experiences. 
 
Purpose of the Evaluation 
 
A major purpose for this evaluation was to determine how key parties ‘made sense’ of the 
initiative, with a view to informing further adoption of this model in the future.  This was a 
primary concern for AISV policy makers, teacher educators and others with interests in 
promoting effective practice.  An additional reason for the study was to provide indications to 
funders about the potential worth of the model. A key question for these stakeholders was 
whether the model added value to the conventional model, and to what extent. 
 
The study sought to respond to the following policy related issues: 
 

1. To what extent did the ITEP practicum model make an impact on pre-service teachers? 
2. What is the nature of an effective mentor supported practicum?  That there were three 

ITEP clusters enabled variations in implementation to be monitored and contrasted. 
3. What advice can be provided about the future implementation of the model if it is shown 

to add value to conventional approaches? 
Due to limitations on space and time, we concentrate on questions 1 and 2 in this paper and on 
information that was collected from the student teachers participating in the program.  A full report can 
be obtained from the author.4 
 
 

                                                
4 Owen, JM. (2008).  New Approaches to the Practicum in Beginning Teacher Education.  Report to the Association 
of Independent Schools of Victoria.  Melbourne, Australia. 
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Findings 
 
Program Impact.   
 
By impact we mean ways in which the program influenced student teachers, and how these 
influences led to the achievement of desirable teaching skills expected of a competent beginning 
teacher. As indicated, evaluators speak of this as a process-outcome design that links what has 
happened in the intervention to what has been achieved5. 
 
Student teachers were asked to provide information about their perceived professional growth by 
completing an instrument at the end of their year in ITEP.  For the purposes of comparison, 
similar data were collected from a group of final year teacher education student teachers that 
were not in the ITEP program (a control group).  Items related to the skills of beginning teachers 
on the instrument took into account Victorian Institute of Education competencies expected of 
competent teachers6. An additional feature of the instrument was an attempt to discover the 
nature of influences that cluster leaders had on students.  Such information was also sought 
regarding supervisors and university based education academics during the program. 
 
Results from the Student Teacher Data 
 
Skills in Teaching 
 
The instrument (A Study of Readiness to Teach) used a 10-point scale to capture student 
teachers’ ratings of a range of important teaching skills.  Points on the scale ranged from 1 still a 
novice, to 5-6 at a developing level, to 10 feel competent.  Mean scores for all ITEP students 
(designated by I) and the control group (C) are shown in Table 1.  
 
Table 1 shows that the mean scores for the ITEP students are mostly in the ‘intermediate’ levels, 
in the range 6.5 to 8 [the high end of the scale is not shown].  The highest ratings were given to 
‘maintaining appropriate professional relations with students’ (item N) and ‘managing a lesson 
involving direct instruction’ (A), while the lowest was for ‘building effective relations with 
parents’ (K).  Other scores at the lower end are on items about the use of technologies and for 
‘creating challenges for the individual learner in the classroom’.  
 
Comments from students inform these patterns and possible deficiencies in the teacher education 
program, for example:  
 

In regards to relationships with parents, I have had limited opportunity and the same goes for using technology.  I have 
had limited experience. 
 
I believe that I am ready to teach and have high confidence. However, with issues such as working with parents, using 
technology and a range of questioning, I feel these take more time to develop. 
 
I feel that I could start teaching tomorrow. I would, however, struggle with some aspects of my job like finding 
resources and using ICT, but these are things I feel I would learn over time and with experience being a teacher in 
charge of my own class. 

   
 
 
                                                
5 For a discussion on impact evaluation, see Owen, JM. (2006).  Program Evaluation: Forms and 
Approaches.  Allen and Unwin and Guildford Press; Sydney and New York, Chapter 13. Pp252-291 
6 The Victorian Institute for Education sets standards for teaching and teachers in the State of Victoria, 
Australia 
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Table 1.  Dealing with Aspects of Teaching 
 
Imagine that you are about to about to begin your work in a school today. How well 
would you be able to deal with each of these aspects of teaching? 
 
      Novice    basic  developing      intermediate 

1 2 3 4 5 6 7 8 
------------------------------------------------------------------------------------------------------------- 
A. managing a lesson involving direct instruction to a whole class  

�� �� �� �� �� �����������������&�������������������������������������������������� �, 
 
B. establishing clear rules for student behaviour in classrooms  
          �&-------------------------------�,��
      
C. planning learning sequences/units consistent with curriculum frameworks 
                        �& -----------------------�,��
D. modelling curiosity and enthusiasm for learning 
                  �&--------------�, 
E. monitoring and assessing students’ work 
              �&-----------------------�, 
F. making use of technologies in the classroom (such as interactive whiteboards) 
 
                     �&------------------�, 
G. creating challenges for the individual learner in the classroom 
                �& ---------------- �, 
H. managing a lesson involving cooperative learning by groups of students 
     �&------------------�, 
J. working collaboratively with colleagues in classrooms and other learning settings  
              �& ------------------�, 
K. building effective working relationships with parents 
              �&���,��
L. managing a learning sequence based on student use of the internet and other web-based resources 
                   �& ----------------------�, 
M. handling one-on-one coaching sessions with students 
                �&----------------�, 
N. maintaining appropriate professional relations with students 
                 �& -----------------------�, 
O. managing a lesson sequence involving students engaged in open-ended work (such as a research 
project) 
     �&-------------------�, 
P.  using a range of questioning techniques to involve students with varying abilities 
                   �&----------------------�, 
 
 
 
Table 1 also shows the mean scores for the control group [C], which, except for the item K; 
‘building relationships with parents’, were significantly lower than the ITEP group (at the 0.05 
level).  There are clearly differences in the two groups; the length of the dotted line shows the 
extent of difference for each item. 
 
Readiness to Teach 
 
We also asked students to give us their estimation of their readiness to teach, again using a 10-
point scale; 1 not at all ready to 10 totally ready.  The mean scores of the ITEP (I) and control 
group (C) are shown in Table 2, this difference is also significant at the .05 level. 
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Table 2.  Readiness to Teacher 
 
 
As of today, how would you rate your readiness to become a teacher? 
 
not at all ready  partly totally 
1 2 3 4 5 6 7 8 9 10 
      C ------------- ----I  
 
 
 
 
The ITEP students thus believed that they were more ready to teach than the control group 
students.  Students were also asked to comment on their ratings.  A picture emerges of young 
people who feel confident and keen to enter their professional field, but are aware that they have 
more to learn to become a competent teacher. Typical responses included: 
 

Generally speaking I feel prepared to be in a classroom, obviously there are a couple of nerves, more especially in the 
realm of assessing and reporting, as well as developing units from curriculum documents that are effective. 
 
While I feel that I am confident in my abilities, I acknowledge that as teachers we are constantly learning; this is an 
ongoing situation that will never cease, whether they be in relation to standards, technology or even my field of 
expertise. 
 
At this point I feel that I have had excellent preparation from an academic perspective and good practical experience.  I 
have a lot still to learn, but fell self-sufficient enough to move on to the next stage of teaching. 

 
 
Influences of Key Parties in the ITEP Approach 
 
As a means of determining the effects of the ITEP program, we asked student teachers a series 
of questions about key groups who were responsible for their teacher education program.  These 
included; school supervisors of practice teaching, staff from education faculties responsible for 
university-based elements of their practicum, and the cluster leader(s).  The results are shown in 
Table 3. 
 
These results show that the ITEP group reported high influence from supervisors, and rather less 
influence from education faculty staff and their cluster mentors.  This might be expected in that 
the supervisors are on the ‘front line’ in working with trainee teachers in the classroom element 
of the practicum, which receives priority during the school experience.  Nevertheless, both 
education faculty staff and the mentor could be regarded as being directly influential on the basis 
of the scores on the items.  Table 3 also shows that the ITEP group rated their supervisors more 
highly than the control group (significant at .05).  However, on the matter of support from 
education faculty staff, there was effectively no difference in reported influence.  There was, of 
course, no mentor role in the control group. 
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Table 3. Influence on Teacher Preparation 
 
 
Keeping in mind your responses (in Table 1), please indicate the contribution that each of 
the following has made to your development as a beginning teacher during 2008. 
 
little/no influence            very high influence 
1 2 3 4 5 6 7 8 9 10 
--------------------------------------------------------------------------------------------------------------
- 
(i) your subject supervisors in the schools 
                C ------------------------------I  
 
(ii) staff of the education faculty from your university (including your methods lecturers) 
          C---I    
 
(iii) mentor(s) who worked within your teaching cluster 
                      I 
 
 
 
Meanings of Influence 
 
Supervision.  Most ITEP students valued the work of their supervisors.  Typical comments about 
supervisors with high influence ratings included: 
 

My supervisor influenced me by giving feedback about my lesson plans as well as how the lesson went. This was very 
helpful because it made me think about things that I may have overlooked or not even considered. 
 
Essentially I believe that influence which supervisory teachers have had/should have, lies in assessing the effectiveness 
of pedagogy, as well as helping to build one's confidence in one's own abilities. 
 
The major influence was in the modelling of good teaching practice, and the use of classroom strategies in order to 
show their value. Feedback was a key factor in helping me to identify areas of strength and weakness, and this was most 
effective when it was a combination of formal written feedback and informal verbal. 

 
Less helpful supervision is encapsulated by the following comments: 
 

While my supervising teacher did give me advice and feedback I found the structure and content of the lessons was 
purely left up to me. Basically he informed me what had been covered and needed to be, and then it was up to me. 
 
I have not had an adequate supervision especially in my first two rounds. [In the] first [round] the teacher broke [a] foot 
and wasn't there for first week and a half and only really gave feedback in the report. Second group round our 
supervisor didn't supervise, and the last round has been more constructive. But I feel I am only learning what I'm doing 
wrong now, which is a bit too late. 

 
Education Faculty Staff.  As indicated above, ratings for education faculty staff were generally 
lower than for the supervisors.  There was a tendency for ‘methods’ staff to be rated higher than 
others, indicating a within-faculty variation rather than a common view of influence7.  Typical 
comments about faculty staff included: 
 

                                                
7 ‘methods’ faculty staff concentrate on teaching specific content areas, eg mathematics or drama.  
Trainee teachers also take subjects of a more generic nature related to teaching and learning theory and 
practice. 
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All my education method lecturers in my subject areas were very passionate about their topics which encouraged us.  
However the topics covered at Uni in these methods had direct relevance in the classroom.  This was not the same case 
as much for subjects such as Assessment and Learning and Teaching. 
 
3 x method lecturers 10/10, enthusiasm for subject; makes me want to teach only that method; ways to approach all 
components/elements; resources. * Most other education faculty staff 2/10, relevance to classroom work or teaching 
life was rarely clear. * Professional practice staff; 8/10 excellent linkage of theory to classroom, facilitate 'collegiate' 
feelings amongst TCs. 
 
Some staff have been excellent, full of helpful advice and setting relevant assignments that have allowed us to learn 
about different aspects of becoming a teacher.  While many of the staff are excellent at what they do, the assignments 
set are often fairly irrelevant and time-consuming. 
 
University staff have provided useful background info to prepare for teaching however some of their methods are very 
difficult to implement into a classroom environment. 

 
Mentors (Cluster Leaders).  As this is the major element of the ITEP program we provide more 
extensive responses about the influence of cluster leaders on students.  From the quantitative 
ratings it was clear that there was difference in the influence of mentors across the three clusters. 
This is illustrated by the breakdown in scores on mentor influence between clusters, shown in 
Table 4.    

 
Table 4.  Influence of Mentors by Cluster 

 
 
Keeping in mind your responses (in Table 1), please indicate the contribution that each of the 
following has made to your development as a beginning teacher during 2008. 
 
little/no influence                     very high  
-------------------------------------------- 
1 2 3 4 5 6 7 8 9 10 
(iii) mentor(s) who worked within your teaching cluster 
                Y                                                    Z  X                    
 
 
 
This marked difference between one cluster and the others provided us with an opportunity to 
contrast what could be termed successful and not so successful roles of cluster staff.  We were 
interested in the nature of these differences, as seen by students   
 
For what could be termed the less successful cluster (Y), students reported the following: 
 

The mentoring program is a good idea which has been poorly implemented. Very little mentoring has occurred. The 
meetings have been quite useful to touch base though. 
I found myself becoming frustrated with my mentor. To me yyyy seemed very unorganised and difficult to communicate 
with.  By this I mean yyyy didn't return phone calls or respond to emails, which was difficult considering I had no idea 
where I had been placed 3 days prior to rounds. 
While the idea of the mentoring system works well I believe that it is vital to have a mentor who has time to organise 
proper placements.  We were asked to submit preferences for our top 3 schools but these seemed to fall by the wayside. 
Mentor has been very difficult to contact. 
There has not been much interaction in the school environment between the mentor and myself or my teacher.  The 
weekly meetings have helped slightly in that we have heard from other students how their practicum has gone. 

 
For the more successful clusters (X and Z), students provided the following comments. 
 

[We were provided with the] ability to listen and enhance learning and reflective nature of self learning, able to show 
empathy and ability to ask and develop essential questions for use in analytical development of understanding. 
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The mentor worked very closely with me by supporting my needs, concerns and any difficulties I faced. A high level of 
expertise and professionalism was shown. 
The mentor for this AISV project has been very influential in supporting me as a student teacher and encouraging my 
ability and competency to try new things - an essential attribute for me. 
Extremely positive and enthusiastic. I found having a mentor a very positive experience as zzzz was able to share …. 
experiences and discuss possible strategies to use within the classroom. 
zzzz was always willing, helpful and supportive.  The feedback provided was always practical and has helped me develop 
as a teacher. In addition the activities which were available for us to partake were beneficial. 
This influence was similar to my school supervisor in that they bought up ideas and issues that I may have overlooked 
and by having regular meetings gave me a chance to discuss these or think more about certain issues. 
Having candidates from other study areas always gave good opportunities for different views and advice. Always good to 
get some different perspectives. 
Mentors - influence has been supportive, helpful and informative. Influence in handling classroom situations from their 
experience has been very beneficial. 
The teaching cohort was an incredible source of support and gave the ability to bounce ideas off each other to see what 
worked. 
I felt it was great to have support of someone who was not part of the school or the University who was there to offer 
support and feedback on classroom/lesson planning and delivery. 
Very good feedback from supervisors and teaching fellows - this was the most valuable aspect - eg confirming teaching 
was good to fine tuning what I was doing. 
Semester 1 teaching fellow was highly influential in terms of global issues concerning teaching philosophy, emotional and 
professional development and reflection. 
Helped me to reflect on myself as a beginning teacher. Without the seminars, I probably wouldn't have taken the time to 
reflect on my teaching practices. 

 
In summary, the cluster became a basis for action, discussion, reflection and support for trainee 
teachers assisting significantly in the preparation of trainee teachers8.  Cluster leaders provided 
complementary support to that of supervisors, providing avenues for students to work as a 
coherent group to share ideas both from their own practices in schools, from the experience of 
the cluster leader, and from policy and curriculum directions that might not be covered by busy 
supervisors.  Notions of being available when needed, provision of support and bolstering 
confidence are features of the comments.  Good mentor practice involved cluster leaders being 
                                                
8 A multiple regression analysis was undertaken to determine the extent to which the key predictor 
variables made a difference to the outcome variables.  Use of this analysis assumed that the populations of 
the two groups were similar in terms of non-intervention related variables, such as prior educational 
achievement and educational experiences.  We did not have the resources or opportunity to check these 
factors, however we were aware there were students from the same university in one cluster, and that 
there were students in one-year teacher education programs in both the ITEP and control groups.  So, on 
the assumption that these prior education backgrounds were equivalent, we went ahead with the analyses. 
 
The between student multiple regression tested for correlations between outcomes, and the three 
influence variables.  The two outcome variables are: 

1. Aspects of Teaching (AT); the sum of all items A to P as outlined in Table 18; and 
2. Ready to Teach (RT); the single indicator as outline on Table2. 

 
The three predictor variables are: 

1. influence of supervisors; 
2. Influence of faculty staff; and 
3. Influence of mentors, as outlined in Table 3.  (An alternative question not subject to the analyses 

was included for the control group) 
 
The analyses show that the combined effects of these three variables explains about 25 percent of variations between 
both the AT and the RT outcome variables.  This, combined with the simple tests of outcome differences between 
groups and the qualitative findings, suggests that the ITEP practicum model is more effective than conventional 
teacher education programs, and that the cluster leader (or staff) played a significant part in making this so.  
Nevertheless, this is a tentative conclusion. It could be that there are other explanations for the differences in 
outcomes that we have found between the ITEP model and the control, but no obvious one is evident. 
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continuously available, on call for individual advice to students during teaching rounds.  This was 
clearly not the case for the mentor in Cluster Y.   
 
We have mentioned the need to document how cluster leaders and others associated with the 
Practicum made sense of the ITEP program.  In terms of the context of the initiation of the 
ITEP, there were few guidelines for cluster leaders to guide their operations.  These guidelines 
needed to be documented for the future implementation of ITEP like practice in other settings.  
The evaluation suggested that ITEP provided benefits that conventional programs did not, even 
in the least successful cluster students said that the notion of cluster support was a good idea in 
principle. 
 
Implications of the ITEP Model for Transition from Higher Education to Work  
 
This paper has described key process features of the ITEP model, and its effects on student 
teachers.  At the heart of the ITEP model was the cluster, a community of practice for beginning 
teachers.  While the major concern for the community was with mastering appropriate 
pedagogical practices, other concerns were rooted in personal issues.  These findings remind us 
of some long ago research which showed that beginning teachers move through ‘stages of 
growth; which can described in terms of concerns for self, task and impact. When a beginning 
teacher moves to the third level, impact of her work on students, it can be said that she has 
moved to the required level of professional maturity.  In any group of teacher trainees, there will 
be some who require assistance to do so. 
 
These findings suggest that cluster leaders’ were best placed to provide this assistance; on the 
student teachers personally, and on their professional practices.   
 
Roles of the cluster leader included dealing with issues as basic, but nevertheless critical, as 
finding accommodation and placements with suitable schools and supervisors.  Getting the 
processes associated with addressing student teachers’ immediate concerns right allowed them to 
approach their time in schools and in classrooms more confidently.  As a consequence, this then 
allowed supervisors to build on a platform from which classroom teaching could be approached 
with more chance of success.  The fact that cluster leaders could be accessed on any matter 
during teaching rounds was reassuring for student teachers, as many supervisors were often too 
busy or not equipped to deal with immediate student concerns.   
 
Effective cluster leaders played an important brokering role, working with other key parties 
involved in the Practicum.  That cluster leaders could convey student concerns back to 
supervisors in a diplomatic way ensured that supervisors had additional understanding of how 
students were handling their classroom performance.  That cluster leaders have the potential to 
inform university staff of similar concerns about factors such as the relevance and extent formal 
assignment work added further potential to their brokering role.   
 
The ITEP model also had the capacity to allow student discussions that allowed relevant theory 
to be linked to the practices they had undertaken in classrooms.  We saw these sessions as highly 
desirable as they offered an opportunity to link students’ practice with theory.  The model also 
included a contribution from evidence-based practice as a way of informing cluster leaders about 
research on teacher education.  Cluster leaders were supported through discussions of relevant 
research on matters such as effective supervision.  These aspects highlight the contribution that 
timely injections of relevant research can make to the pre-service education if there is adequate 
planning and resources. 
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Conclusion: Towards an Ideal Pre-Service Teacher Education Model  
 
The findings of this evaluation provide a basis for the development of a more refined or ideal 
model for improving the current transition of students intending to become teachers. The use of 
this evaluation to clarify the model is consistent with the observation that current discourses 
about the employability of graduates has been too much focussed on describing outcomes 
without being concerned with analyses of the processes that lead to them9. 
 
This clarification can be understood with reference to Figure 4 below. Building on the findings 
presented earlier, this diagram suggests that the ITEP model rests on the direct and indirect 
influences of the cluster leader on the development of students. 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 

Figure 4. Ideal Causal influences of a Cluster Leader in the ITEPC Model 
 
The model suggests that, in a fully specified ITEP model a cluster leader (or cluster staff) should 
play a central role in the Practicum and have  
 

�x direct influence on students in the variety of ways discussed in this paper.  This would be 
along path #1 in Figure 4.  We believe that this was in place or well on the way in two of 
the clusters examined in this study during 2008. 

�x direct influences on schools and supervisors along path#2, and on  
�x on the contributions of involved university based staff, along path #3.   

 
Effective cluster leaders made some progress on strategies consistent with path #2 during 2008.  
However, strategies by which the cluster leader can and should work in ways along path #3 are 
still in the formative stage, and require further attention, both in conception and in 
implementation. 
 

                                                
9 See for example, Beckett, D and Mulcahy, D (2001).  Generic Attributes and the First Job: Graduates’ Perceptions 
and Experiences.  In Hager, P and Holland, S.  Graduate Attributes, Learning and Employability.  Springer, 
Dordrecht, The Netherlands, Chapter 13, pp207-220. 
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Paths #4 and #5 can be thought of the mechanism by which cluster leaders exert indirect, yet 
important secondary influences on the preparation of teachers. These are mediated through 
decisions about supervision, the conduct of methods classes, setting of assignments etc that are 
made by other key players.  
 
The findings of this evaluation show that a model consistent with the diagram in Figure 4 can 
make a difference to the professional attributes of graduates training to be teachers and to their 
confidence and other personal attributes.  The insertion of an appropriate individual as cluster 
leader makes a significant difference.  This difference is rooted in the roles that the leader can 
play in brokering the requirements that are placed on them by university and the schools.  As we 
have seen, not all individuals seem capable of playing this brokering role. At a minimum, the 
cluster leader needs to be acceptable to both of these partner groups. But in addition, cluster 
leaders need to have interpersonal skills that enable them to connect directly with students about 
a range of concerns that they have during their practicum studies.  The evaluation suggests that a 
cluster leader should play a pivotal role in pre-service education.  It is now up to those designing 
teacher education programs to plan accordingly. 
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