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Scope of the submission

The submission of the Faculty of Education addresses the content and practice of the two pre-service teacher education programs, the Bachelor of Education (B.Ed) and the Bachelor of Teaching (B.Teach) taught at the University of Tasmania. 

The Faculty of Education is a singe cross-campus school with three locations - Burnie, (North West) Launceston (North) and Hobart (South). Broadly the submission highlights how our pre-service teachers are prepared to provide an education for all students, ensuring that barriers to learning and particpation are understood and acted upon in professional practice. Children described as having gifts and talents are considered to have diverse needs as do other targeted groups of students. Competent teachers have the requisite skills and understandings to meet these needs. 

The submission provides a brief overview of our preservice programs and objectives, raises the issues of what contributes to teaching and school effectiveness and ways that our preservice teachers are encouraged to understand student diversity as part of the cultural fabric of the contemporary classroom and school. The particular contribution of each program in providing the knowledge, skills and understandings for beginning teachers is briefly outlined.

 The submission concludes with reference to the research and practice of transformative agenda reported in the recent literature of the field of inclusive education. Over the past decade the field of inclusive education has challenged many of the practices of ‘special needs ‘education and by implication suggests that an emphasis on targeted groups alone is insufficient to reduce barriers to learning and participation.    

Our programs

The Faculty of Education delivers programs in the Bachelor of Education, Bachelor of Education – In Service (B.Ed Ins), the Bachelor of Teaching (B.Teach), the Bachelor of Adult and Vocational Education (BAVE), the Bachelor of Human Movement (BHM), Master of Education (Coursework), Master of Education (Research) and an Education Doctorate and a Phd program. Most of our graduating students will teach in Tasmania, however numbers of students will teach in other states of Australia and internationally. Two programs, the B.Ed and the B.Teach prepare the largest number of teachers for professional roles in schools. The B.Ed is a four-year first degree for pre-service teachers who wish to teach Kindergarten to Grade 6. The program is taught on the Launceston and Burnie campuses and in 2001 totals 513 EFTSU. The B.Teach is a two- year postgraduate program for students who have a first degree. Pre-service teachers select from one of the four strands K-6 (Launceston campus), Primary (Hobart campus), Middle School (Hobart campus), Secondary School (Hobart and Launceston, according to subject specialization). The current EFTSU load for the B.Teach is 210 students. 

Program objectives

Our preservice programs aim to develop reflective practitioners able to teach in a local educational environment of devolution and school-based management and rapid social, cultural and economic change. As a Faculty we are committed to the advancement of best practice in teaching and to the improvement of education in Tasmania. In our view best practice in teaching requires teachers possessing the content mastery, the teaching and interpersonal skills, the habits of reflective inquiry, the professional commitments and the confidence necessary to avoid pedagogical practices that simply reproduce existing instructional practices or fail to meet the demanding standards of best professional practice in education.

All pre-service teachers spend extended times in schools for professional experience sessions. In the B.Ed and B.Teach programs a total of 95 days is spent in four placements. Partnerships with our local education community are an essential component of developing and refining professional skills, knowledge and attitudes. Our pre-service teachers are assessed against the National Project on Quality Teaching and Learning Beginning Teaching Competencies (NBTC, 1996). The broad intention of the competency framework is to ensure that beginning teachers will understand how all students develop and learn, that as beginning teachers they have the capacity to recognise and respond to diverse student needs and ensure that all students are active in developing knowledge and fostering independent and cooperative learning. 

Each of the five competencies, listed below support pre-service teachers to build these skills over time.

· Developing and using professional knowledge and values, 

· Communicating, interacting and working with students and others, 

· Planning and managing the teaching and learning process, 

· Monitoring and assessing student progress and learning outcomes, 
· Reflecting, evaluating and planning for continuous development
Details of the Beginning Teaching Competencies (NBTC, 1996) and the indicators developed in partnership with the Tasmanian  education community are listed in Appendix 1. 

Teaching and school effectiveness

The Faculty of Education recognises that it is impossible to sustain meaningful improvements in teaching and learning and school effectiveness if teachers lack an adequate understanding of -

· individual differences, the development of cognitive, social and emotional processes 

· learning theory

· the social organisation of teaching, school knowledge, classrooms and school

· research on teaching and teaching effectiveness to meet the needs of all students

· the expectation and demands of developing a curriculum and managing a classroom at a time of extensive and rapid social and economic change

· understanding the relationship between social background characteristics, educational achievement and the patterning of social inequality

· the complex socio-cultural relationships between classroom-based processes of cultural reproduction, student motivation and learning, subject content, and the patterning of educational and social outcomes

· the analytical capacities and commitments necessary for systematic and careful reflection on and improvement of professional practice

Catering for diverse student needs
To support pre-service teachers in developing the skills and understandings to cater for diverse student needs the Faculty of Education supports pedagogies that are constructivist and learner-centered. As the Department of Education is the major employer of our students the Faculty of Education ensures that course content is regularly reviewed and is critically responsive to local policy and practice and community needs.  In addition to instructional methodologies, which can be understood as contributing to inclusive classrooms, preparation for beginning teachers demands familiarity with direct and explicit understanding of effective teaching strategies and the subsequent modeling of best practice by Faculty staff and associates. The consequent pressures on the B. Ed. and B.Teach. programs to meet the competing demands of identified target groups are potent but are not without criticism in the recent research literature. Jenkinson suggests as a result of the changing context of special education it is the understanding of the educational implications of student needs, the skills of collaboration and consultation  and the capacity to take a lead on policy that will be significant in teacher prepration and development (Jenkinson 1997). 

To this end the emphasis in our programs is on responding to national initiatives in developing beginning teacher competencies, reports such as the National Strategy for Equity in Schooling (1994) and recent research in the field of inclusive education. Since 1995 in the B.Ed and 1997 in the B.Teach the Faculty has altered the practice of how exceptional student needs are addressed in pre-service programs. The shift from a previous unit rich in categorical description to one emphasising rationales and practices of needs based interventions and supports, reflects international best practice and emphasis on an education that caters for all students. 

Locating diverse student needs within the broader umbrella of equity-seeking provisions, and in keeping with Salamanca Statement (UNESCO 1994) inclusive practice is the concern of all educators in the Faculty. Tasmania has a small, dispersed largely rural population and for many years has fostered strong community orientated schooling and community links. The needs of students described as gifted and indeed any targeted groups of students are viewed as being located in the curriculum organisation and planning of the classroom and the entire school community.

Understanding and developing inclusive education in current research and school practices is guided by the following questions:

· What are the barriers to participation and learning experienced by students?

· What practices can help to overcome these barriers? 

· To what extent do such practices facilitate improved learning outcomes?

· How can such practices be encouraged and sustained within districts and schools? (Ainscow et.al 2001)

The particularities of how an area such as giftedness is addressed in the B.Ed and the B.Teach is described in the following two sections. The first section refers to the B.Ed program (Burnie and Launceston campuses), the second to the B.Teach program (Hobart and Launceston campuses).  

The B.Ed program

The B.Ed program is a four year first degree program preparing students to teach from Kindergarten to year 6. Inclusive practices underpin all the Key learning areas of the curriculum. Immediately prior to their Year 3 practicum, all Year 3 B. Ed. students undertake seven lectures and the equivalent of twelve hours of tutorial time specifically on the pragmatics and practices of classroom accommodations for support needs in children’s learning. The focus for the sessions considers high to low incidence needs in the classroom.  Because of the relevance of the unit to their practicum, high incidence learning needs are given the bulk of attention in Semester I.  This part of the compulsory ‘Inclusive Intervention’ strand of Education 3 prepares students for collaborative planning, mixed ability teaching, assessment levels and curricular and pre-referral protocols and links pro-social skills to the behaviour management strand.  In Semester 2, a further six  lectures give emphasises to learners with more specific needs, specialist roles and programs, IEP development and special education in early childhood settings.  Several visiting speakers from specialist support services and advocates are included in the program.   

The compulsory strand of Education 3 is not the only learning undertaken by students in terms of ‘special’ students and target equity groups.  An elective unit, Inclusive Curriculum, is also offered in Year 3.  This unit covers curriculum differentiations, multi-layered planning, IEP negotiation and transition planning in more depth than is the case in Education 3.  Furthermore, in Year 4, the Internship year, inclusion issues related to substantial individual teaching responsibilities in classroom management and mixed ability teaching, are taught.  In Semester 2  B. Ed year students consider the ethical and political implications, both personal and professional, of equity demands, social justice and school-level practices towards an inclusive education system for all target groups. Students are formally tested within Education 3 on their knowledge of operational terms and processes of relevance to national and international policy, legislation, assessment and supports, short and long-term planning, curriculum design and adaptations, life skills, prevocational, social and recreational programming and basic classroom adaptations for sensory, medical and physical disabilities.    

The B. Teach program

A core principle of the graduate pre-service Bachelor of Teaching program is the development of pre-service teachers who acquire the knowledge skills and understandings to teach all children. These principles are integrated across the program in the Professional Studies, the Curriculum and Method learning areas and the School Experience program. In essence the improvement of educational attainment of all students, is, the elimination of non-participation in learning. The B. Teach program as a recently developed pre-service teacher education program has attempted to ensure that preservice teacher education is rigorous and issue-centred. 

The program takes a strong inquiry based and case study approach and emphasises self-directed learning as being integral to the development of professional skills. Students from the first year of the program are introduced to Professional Learning Teams (PLT’s). The PLT is a core pedagogical strategy linking the three elements of the program - Professional Studies, Curriculum and Method and School experience. Preservice teachers receive explicit guidance in group processing and task orientation to enable them to actively construct and monitor their learning in the field of education.  The development of reflective practice and the strategies for ongoing professional development of a teacher are encouraged through the deployment of the PLT model. We believe this to be an innovation in preservice teacher education and are active in monitoring and researching the impact of this model in preservice teacher development.

The B.Teach as an integrated program of preservice teacher preparation, ensures that our students are engaged with the issues of pedagogy and assessment. Introduced initially in year 1 of the program, the unit in the Bachelor of Teaching, the Practice of Teaching and school experience 1, aims to develop in pre-service teachers broad pedagogical skills to enable them to understand the range of teaching strategies required to respond effectively to all students and their learning needs. For example, acknowledging the tenor of the Department of Education policy on Students who are Gifted (D of E revised 2000), where it is recognised that incidental and specialist programs are ephemeral and dependent on the availability of specialist personnel, our pre-service teachers students are taught to plan for and deliver teaching and learning using any number of strategies (co-operative learning, peer tutoring, mentoring, information technologies, contracts, negotiated curriculum, multiple intelligences, meta-cognitive strategies, philosophy for children, communities of inquiry,  integrated curriculum, social skilling). The unit aims of the Practice of Teaching are listed in Appendix 2. The range of teaching strategies is deepened and investigated in all key learning areas of the curriculum. In 2001 the program is actively developing collaborative partnerships between curriculum and method lecturers from a combination of learning areas (SOSE, Science, Arts and Multi-media education).

In  2000 a Middle school strand was introduced on the Hobart campus. Guided by the recognition that the years from grade 5- 9 represent significant lost opportunities for many young people as they make the transition between the primary and secondary years, as a new sector between the middle primary and upper secondary school, the emphasis in middle schooling is on significant curriculum reform and the development of transformed pedagogical relations.  Despite the efforts of the past two decades, the extent of non-participation of students in the curriculum generally and in their middle years, particularly those of Grades 7-8, remains low.  Very recently there has been some convergence on institutional factors. Two major Australian systems reviews, the National Middle School Project (Department of Employment Education and Youth Affairs, 1997) and the School Reform Longitudinal Study (Education Queensland, 1999) point to the need for the development of some "strategic intentions" for schools and systems to deal effectively with problems in the middle school years.  At the centre of these strategic intentions is the area described as Securing the curriculum essentials, that is being explicit about the aims of education in the middle years, identifying core knowledge that all students need to acquire, making provision for in-depth learning, and a curriculum for thinking and autonomous learning. 

The B. Teach also encourages a participatory and community orientation to the experience of developing as a beginning teacher. In 2001 B. Teach students as part of their introduction to teaching through School experience 1 are involved in mentoring programs with individual students across primary, middle and secondary years of schooling.  The program developed with one local school district has an inclusive and health and well-being emphasis and aims to support the diverse needs of students, including gifted students, represented across the school system. Pre-service teachers, supported through the Faculty of Education have also voluntarily contributed time as judges to the state Tournament Minds event, sponsored by the Tasmanian Association of the Gifted (TAG). Between 1994 -1997 the Faculty of Education also organised on an annual basis a Kids on Campus program. The program targeted the particular needs of students whom otherwise would not gain access to a university environment. Rural students identified by both parents and teachers were supported to attend this program. 

Links between teacher education and classroom practice

At a time when radical changes are occurring in the nature of school and university-based education, preservice teacher education is being reviewed in Australia and internationally. The range of reports and new bodies relating to teacher education include the Victorian Institute of Teaching, the Review of Post Compulsory Education and Training (Victoria), the Connors Public Education Inquiry (Victoria), the Ramsay Review of Teacher Education in NSW and internationally the McCrone Report (May 2000) in Scotland. Education systems in Australia are currently responding to major curricular reforms. The New Basics program initiated in Queensland is under development (Education Queensland 2000) and in Tasmania the Department of Education has commenced a planned five-year review of curriculum Learning Together. 

Recent research national and international literature illustrates some of the difficulties currently encountered by students and teachers in schools. Promising practices in managing diverse student need within school communities no longer center on restricted applications of principles of distributive justice. The allocation of additional resources to targeted individuals or groups is now understood as contributing little to changing deep-seated social injustices.  Rather the focus is the development of transformative approaches in local school contexts.  The emphasis is on understanding the school culture, all policies and processes, and the scrutiny of all students who may experience exclusionary pressures (CSIE 2000). 

The development of other ways of working is, of course, very difficult to achieve -challenges are made to existing practices and the use of available resources. On the other hand, there is evidence that such an orientation can contribute to improvements that will benefit many, if not all, children (Ainscow 2001). The recent research of Ainscow (2001) and others in the United Kingdom suggest strategies developed within the local schools context as a way to formulate strategies for moving practice forward.  Ainscow (2001) and in earlier publications (1993, 1997, 1998, 1999) identifies alternatives to traditional categorical approaches and programmatic solutions relied upon in the special education knowledge tradition. Elements of single programs and ‘methods fetishes’ (Bartolome 1994) are common to fields such as gifted education and are challenged by the proponents of inclusive education.

The alternative argument and practice that is proposed by Ainscow (1998, 1999, 2001) and others is one of increasing support for teachers and school communities to develop pedagogic approaches that reach out to all learners through the identification of the barriers to learning that can be inherent in a school’s culture and organisation. Broadly described as teacher as researcher practice and school based action research, these practices have similarly been proposed in Australian research circles. However despite over ten years of teacher as researcher accounts and practice in Australia, teachers repeatedly describe their efforts as systemically unsupported (Flack and Olser 1999). Appendix 3 details the position of Ainscow and the work of the ESRC network. 

Concluding  comments

The account of the history of twentieth century education by the academic community renders little doubt that school systems have been less than successful in the implementation of social justice initiatives (Connell 1994, Skrtic 1991; Skrtic 1995, Lather and Smithies 1997, Slee 1996). The position is starkly seen in the Australian educational context where the National Strategy on Equity in Schooling proposed in 1994, was due to be reviewed some four years later. This review did not occurr and is long overdue.

The recent inclusive education literature alerts academics, policy makers and practitioners to the need for deeper interrogation of issues of justice and curriculum and the recognition that practices which originate from the special education knowledge tradition may work against the needs of groups they purport to support. Recognition needs to be made that the literature of giftedness draws heavily form the field of educational psychology and special education. Over the past decade the capacity of these traditions to change practices and contribute to reform in schools has come under ever increasingly scrutiny (Skrtic 1991, Moss 1999).  

The intentions of inclusive education are not the reproduction of existing social inequities, rather an interrogation of practices that give rise to the benefits that can ensue from an understanding of the richness that diversity brings to a nation. Undoubtedly students with gifts have much to offer and share, we however owe it to our unique community, to ensure that we use the broadest range of practices to ensure education is enabling for all, including our gifted teachers!  

Collaborative models of professional practice, guided by critical friends with a view to understanding the local ‘data’ are essential to ways forward. The Faculty of Education is attempting to ensure through its continual processes of review and quality assurance mechanisms such as local course advisory boards that our preservice programs will graduate beginning teachers who will participate as active and critical decision makers. Teachers and their school communities construct differences and identity. Reflective and critically aware practitioners will recognise when policy and practice replicates norms of the dominant culture. In a democratic culture of schooling there is a commitment to rethinking and reworking established wisdom and knowledge in response to changed circumstances. Pedagogic philosophies in tune with the needs of local schools and communities tied to an active teacher research culture may provide the way forward. 

Appendix 1

National Project on Quality Teaching and Learning Beginning Teaching Competencies (NBTC, 1996).

1. Developing and using professional knowledge and values
· Understands how all students develop and learn
· Knows content and its relationship to educational goals
· Active in developing and applying professional knowledge and contributes collaboratively to all aspects of school life
· Uses a wide range of teaching approaches so that all student have opportunities to learn successfully
· Behaves in an ethical manner within the framework of law and regulation and interacts positively and professionally with the school community 
2. Communicating, interacting and working with students and others
· Communicates effectively with students, colleague teachers, parents and school personnel at all levels
· Recognises and responds to diverse student need and uses students’ cultural and social backgrounds to enrich the learning process
· Encourages positive student behavior and develops democratic classroom processes
· Implements a formal behavior management plan including responses to challenging behaviors consistent with school expectations 
· Negotiates and clarifies behavioral expectations, choices and logical consequences with students
3. Planning and managing the teaching and learning process
· Prepares learning experiences and resources to match the development and needs of students
· Structures teaching tasks effectively, designs teaching programs to motivate and engage student learning
· Uses a range of questioning and organisational strategies in small and large group situations
· Engages the students in actively developing knowledge and fosters independent and co-operative learning
· Submits long term and short term planing at agreed times and maintains a well-organized planning file and other professional documentation
4.
Monitoring and assessing student progress and learning outcomes
· Knows the educational basis and role of assessment in teaching
· Knows and uses a range of assessment strategies to build an holistic picture of student learning
· Uses assessment strategies that take account of relationships between teaching, learning and assessment (e.g. plans an assessment program as part of the teaching and learning program, maintains records of observation and assessment of student's learning and behavior, monitors accurately student's developmental progress in acquiring literacy/numeracy skills, subject criteria )
· Provides parents and or caregivers and students with useful written and oral feedback on their progress in learning tasks enhancing student self-esteem 
· Maintains thorough records of student's progress consistent with school policies
5.
Reflecting, evaluating and planning for continuous development
· Reflects critically on a regular basis to improve the quality of teaching and learning
· Maintains a record of feedback and reflections to inform the on-going process of self improvement
· Uses assessments of student learning to plan and sequence future learning activities
· Seeks advice, uses feedback and gathers data in identifying and addressing areas for self improvement
· Plans to meet longer term professional learning goals and is committed to and capable of reshaping teaching practice in light of current research and practitioner research
Appendix 2

Unit Outline ESA 103 The Practice of Teaching 

1. To explore the dimensions of teachers’ work, the nature of teaching as a profession, the development of teaching practices, models of teaching and research on effective teaching.

2. To show how critical reflection can lead to an improvement of one's performance in the classroom.

3. To provide a direct link between theory, your practicum experiences in school and the research literature.

4. To provide an introduction to the general principles and practices of teaching which are common to the various levels of teaching, and to the wide range of subject teaching across the school curriculum K-12.

5. To help you to develop different approaches and techniques which will enable you to adopt a variety of methods in your teaching. This will include the development of your skills to work in collaboration with others and a range of classroom management strategies.

6. To consider the issues related to catering for diverse student need.

7. To assist you to consider different approaches to the assessment of students.

Appendix 3 

Understanding inclusive schools: extract from  Ainscow (2001) 

· Starting with existing practices and knowledge.  Our research suggests that most schools know more than they use.  Thus the main thrust of development has to be with making better use of existing expertise and creativity within any given context.  Increasingly, therefore, in my own work I have found it necessary to collaborate with teachers as they have developing ways of analysing their own practices through mutual observation and discussion.  Here the particular focus is on the details of classroom interventions and how these can be adjusted in order to foster a more responsive engagement between teachers and learners.

· Seeing differences as opportunities for learning.  Adjusting existing arrangements seems to require a process of improvisation as teachers respond to the various forms of feedback provided by members of the class.  For the experienced teacher this involves the application of tacit knowledge gained from years of learning through doing.  Pupils who did not fit into existing arrangements can be seen as offering ‘surprises’; that is, feedback that invites further improvisation.  All of this implies a more positive view of difference, one that is difficult to encourage in contexts where teachers feel unsupported or threatened.  

· Scrutinising barriers to participation.  In examining existing ways of working, it is also necessary to consider whether aspects of these practices are in themselves acting as barriers to participation.  Once again here there is a need to engage with the details of classroom interaction.  Our research illustrates how some pupils receive subtle ‘messages’ from their teachers that suggest that they are not valued as learners.  Consequently, development processes have to incorporate ways of determining the barriers experienced by some learners and addressing these in a supportive way.  In this context the views of the pupils themselves are proving to be a promising source of evidence for stimulating discussion.

· Making use of available resources to support learning.  At the heart of the processes described here is an emphasis on making better use of resources, particularly human resources, in order to foster more welcoming and supportive classroom contexts. Here the possibilities are massive, involving ways of working that make more effective use of human energy through greater cooperation between teachers, support staff, parents and, of course, the pupils themselves.  There is, for example, strong research evidence indicating that better use of child-to-child cooperation can help to contribute to the development of a more inclusive classroom in ways that will, in fact, improve learning conditions for all members of a class.

· Developing a language of practice.  Encouraging teachers to experiment in order to develop more inclusive practices is by no means easy, particularly in contexts where there are poor arrangements for mutual support.  In this respect the traditional school organisation within which teachers rarely have opportunities to observe one another’s practice represents a particular barrier to progress.  Specifically, it makes it difficult for teachers to develop a common language of practice that would enable them to share ideas and, indeed, reflect upon their own styles of working.  It is noticeable that progress in developing more responsive practices seems to be associated with opportunities for teachers to spend time in one another’s classrooms.  We have also found that discussion of video recordings of lessons is a powerful strategy for encouraging reflection and experimentation.

· Creating conditions that encourage risk-taking.  Unlike most other professions, teachers have to carry out their work in front of an audience.  In asking colleagues to experiment with their practices we are, therefore, inviting them to take risks.  The approaches I am proposing require a working atmosphere that provides support for such risk-taking.  This is why the management of change is such a central factor in creating the conditions that can foster the growth of more inclusive practices.  In this respect, improved collaboration within a school community seems to be a necessary ingredient.

These six ingredients are overlapping and inter-connected in a number of ways.  Perhaps more than anything they are connected by the idea that attempts to ‘reach out to all learners’ within a school have to include the adults as well as the pupils.  Our research indicates that schools that do make progress in this respect do so by developing conditions within which every member of the school community is encouraged to be a learner.  In this way responding to those who are experiencing barriers to learning can provide a means of ‘raising standards’ within a school.
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