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• 2-year initial teacher education program

• Final two courses of the Master of Teaching program –
Primary & Secondary

• EDUC 5250 Curriculum Specialisation & EDUC 5272 
Professional Experience & Reflective Practice 2

• Intensive course – 12, 3-hour workshops, over a 3-week 
period

• Contains the Teaching Performance Assessment (TPA)

CONTEXT



CLASS CONTEXT

• Primary class

• 25 preservice teachers (PSTs)

• All PSTs had completed an undergraduate degree in a range 
of areas

• 3 PSTs teachers who had EALD 

• 1 student who was a registered teacher

• No PSTs had undertaken any practitioner inquiry projects 
previously

• All PSTs had undertaken one placement in a primary school 
context



WHAT WAS THE PROBLEM?

• The TPA is a mandated assessment for all final year ITE 

graduates. The TPA requires PSTs to complete 

1) a teaching placement;

2) an eportfolio with evidence that they have met the 

graduate teaching standards (AITSL 2009) and;

3) a practitioner inquiry project.

• PSTs have consistently found these requirements 

challenging

• The intensive nature of the courses



CONCERNS FROM PSTS IN 2020

‘Very difficult course to alter being that it is all 
mandated by TRB requirement’ 

‘In conjunction with EDUC 5250, this course [Reflective 
Practice 2] was a profoundly distressing and damaging 
capstone that inhibited my ability to perform on my 
final placement’. 



RESEARCH QUESTION

How might democratic pedagogies 

enable the co-creation of a supportive 

learning framework?



WHAT WE TRIED TO DO 
DIFFERENTLY & WHY

We modelled for our PSTs the practitioner inquiry 

process & utilised turn-around pedagogies (Kamler & 

Comber 2005) to enable:

• Dialogic & democratic approaches to teaching and 

learning (Shor & Freire 1987)

• Access to the PSTs funds of knowledge (Moll,  Amanti, 

Neff & Gonzales 1992)

• Scaffolding to meet high learning expectations (Luke 

2012)



• Student understandings 

• Teacher understandings

• Student artefacts 

• Curriculum and assessment plans

• What happens in teaching and learning 

events
(Hattam 2021)

DATA



WHAT WE TRIED TO DO 
DIFFERENTLY & WHY

• Surveyed PSTs to ascertain scaffolds that were the most to least useful 
(beginning & end)

• Embedded scaffolds for the workshops based on the survey results

• Modelled pedagogies in each workshop

• Invited PSTs to engage in critical reflection with us 

• Provided the opportunity for PSTs to engage in dialogue in different ways in 
each workshop

• Actively sought out feedback from PSTs to inform our practice

• Reflexively responded to feedback by re-visiting workshop slides through the 
course

• Explicitly demonstrated how the PSTs’ feedback had been responded to in each 
workshop

• Introduced goal setting so that PSTs took greater responsibility for their 
learning



SURVEY

EDUC 5250 & 5272 Student Feedback 
 
Dear Preservice Teachers 
 
We are undertaking a practitioner inquiry project to explore the role of dialogic pedagogies in informing the 
development of a supportive learning framework within the RP2 and Curriculum Specialisation courses. As you are 
aware the RP2 and Curriculum Specialisation courses contain mandated assessments for the Teaching Performance 
Assessment (TPA) which are not designed by us.  Within the SP2 RP2 and Curriculum Specialisation workshops a 
variety of strategies were planned and implemented to support the completion of the three components of the TPA. 
To assist us in continuing to design a supportive learning framework within the RP2 and Curriculum Specialisation 
courses, we would like your feedback on the strategies that you would value most highly in supporting your 
progress.   
 
 
Please order the following strategies from the MOST to the LEAST supportive, with (1) being the most supportive to 
(10) being the least supportive: 

 Providing time in workshops to work on the TPA assessments 

 Modelling pedagogies 

 Providing checklists with timelines for assessment requirements 

 Providing an assessment handbook 

 Explicitly linking workshop tasks to the assessment requirements 

 Providing written feedback 

 Providing verbal feedback 

 Providing two formative assessment tasks prior to the summative submission 

 Providing workshop preparation tasks that supported the completion of the TPA assessments 

 The design of the Learnonline site to specifically address the TPA requirements 
 
 
Please provide an overall comment as to why you ordered these strategies from most to least supportive 

 
 
 
 
 
 
 

EDUC 5250 & 5272 Student Feedback 
 
We would also like to gather your ideas on other strategies that we could implement to continue to develop a 
supportive learning framework in the RP2 and Curriculum Specialisation courses.   
 

Please list and describe strategies that we could implement in the RP2 and Curriculum Specialisation Courses to 
continue to develop a supportive learning framework: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Please write you name if you are happy for us to contact you for further information. 
 
Preservice Teachers’ Name:  ________________________________________________________ 
 
Thank you so much for your feedback and ideas. We look forward to working with you this semester and supporting 
you during your final courses in your program. 
 
Shaan Gilson and Susie Raymond 
 
 



SCAFFOLDS

• Scaffolds such as specific checklists were put in place for PSTs to help them manage and 

prioritise their time.

• Checklist to provide support with setting up preparation for placement as well as viewing 

information, readings, and tasks designed to set PSTs up to plan effective units of work, 

understand the Australian Teaching Standards, be able to evidence their practice while on 

placement (as required for their mandated assessment)



DIALOGIC AND MODELLED 
PEDAGOGIES

➢ Pedagogies designed to promote 

dialogue about placement- PSTs 

have an opportunity to create 

shared concerns and then 

collaboratively work on solutions 

through dialogue and research.

➢ Pedagogies implemented were 

also designed to model 

approaches that PSTs could adopt 

and use in their classroom. 

➢ The promoted empathy and 

understanding of each other and 

also the range of needs they will 

need to understand when on 

placement



DIALOGIC PEDAGOGIES

• Sample unit plans were provided 

for PSTs to review and discuss 

in terms of their existing 

understanding of planning and 

the requirement checklist for 

unit planning we provided.

• The aim was to provide 

modelled samples of planning 

and for them to take ideas and 

understand how to incorporate 

into their own unit planning-

needed to have all unit plans 

completed before starting 

placement.



SEEKING FEEDBACK



RESPONDING TO FEEDBACK



GOAL SETTING



WHAT HAPPENED

From the data and an insiders perspective (Chavez 2008; Merriam 2001), the most 

supportive approaches were:

• Collaboration– peer to peer, small groups and whole group work

• Feedback - oral feedback from tutors, student feedback regarding scaffolds

• Dialogue – group discussions, tutor to student, peer to peer

• Modelling – modelling the practitioner inquiry process with examples

• Explicit guidance - assessment tasks 

• The PSTs had funds of knowledge that they didn’t recognise

• The PSTs provided insights into the role of students and teachers that led to the 

development of a supportive learning framework



EXAMPLE FRAMEWORKS



WHAT MADE A POSITIVE DIFFERENCE?

• Turnaround pedagogy provided immediate and timely feedback. We could authentically 

acknowledge the PSTs funds of knowledge & develop a democratic learning 

environment where there was shared power

• Sharing power enabled PSTs to take greater responsibility for their learning

• Scaffolding and dialogic pedagogies supported the development of PSTs being able to 

draw on their ‘funds of knowledge’ and develop their teacher self efficacy.

• There was co-construction of knowledge

• Enabling pedagogies supported a gradual release of responsibility from educator to 

PST.

• Practitioner inquiry informed our practice, but also modelled this practice for our 

PSTs



‘I appreciated that Susie 'walked the talk' by 
conducting her own action research during our 
course. She was able to share some really valuable 
insights into her approach which brought my own 
research project to life and helped me understand 
what the data collection process could look like in 
my placement classroom’. 

‘All tasks had a clear purpose. I 
used a lot of Shaan's behaviour 
management and brain-break 
strategies when I was on my 
placement’.

FEEDBACK FOLLOWING THE 
COURSE



WHAT DID WE LEARN?

• Whilst there was still angst around the external requirements of the TPA, 

PSTs felt heard in terms of what they felt supported their learning. 

• PSTs needed an explicit link to how the scaffolds and our pedagogies 

supported them for placement and completing the TPA assessment.

• Democratic pedagogies developed trusting relationships – the affective 

element of teaching.

• The teacher plays a critical role in enabling learning.

• Democratic pedagogies require a re-framing of the role of the teacher
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