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Abstract 

  

The practicum is a major component of most B Ed courses allowing students 
to make vital learning connections between theory and practice. The 
articulation of the practicum to other course components is critical to the 
success of such courses and to their marketability. This research reports the 
development of a new practicum model responsive to student learning needs 
and to policy and practice change in Queensland. The collaborative 
development of the model between faculty staff and local school principals 
and teachers is outlined. The involvement of current and previous preservice 
teachers in the development of the model is also reviewed. The model is 
evaluated from the perspective of the sequence of practicum experiences, the 
placement of practicum experiences within the context of the overall course, 
the flexibility of the model to respond to change in policy and practice, the 
ability of the model to allow and encourage preservice teachers to make vital 
learning connections between theory and practice, and the ability of the 
model to incorporate a number of approaches to practice. 

 

  



Introduction 

The practicum component of preservice teacher education has received increasing attention 
during the past two decades. There is a growing recognition that the practicum is not only an 
essential aspect of preservice training but that it is highly regarded by preservice teachers 
and is often seen as "the most influential component in the professional preparation of 
teachers having a profound initial impact on their attitudes, strategies, and skills" (Turney, 
Eltis, Towler, & Wright, 1985, p. xi). There has also been considerable research during the 
past two decades on teachers’ knowledge and beliefs and how their understanding of 
teaching, learning, children, and content material, inform their practice (Calderhead, 1996). 
This has led to new ways of conceptualising teaching, and in particular, evaluating the role 
and the structure of the in-schools practicum experience. Zeichner (1990) has suggested 
that the practicum should be viewed as a ‘cognitive apprenticeship’ and the importance of a 
developmental approach to learning should not be underestimated. 

  

There are numerous models available that promote a wide range of alternative approaches 
to the practicum. There has been a strong movement overseas, particularly in the UK and 
Canada, in recent years towards School-Based Teacher Education programs. In these 
programs the school is seen as the critical site for teacher education and university 
academics are employed to support the practical learning with the theory. This trend in the 
UK has been in part been the result of a requirement since 1992 that the percentage of 
school-based work during preservice teacher training courses had to be increased to a 
minimum of two-thirds of the duration of the course (Garner, 1996). There has also been an 
increase in the establishment of Professional Development Schools (PDS) which aim to 
redress the perceived inefficiency of past reforms to accomplish better schools and better 
teachers through better teacher education (Winitzky, Stoddart, & O’Keefe, 1992). Recently, 
there has been a focus internationally, on programs which prepare teachers to be 
‘researchers of their practice’, and to foster capabilities of self-analysis (Zeichner, 1990). 
Such approaches perceive the practicum as a site for furthering teaching as a form of 
research and experimentation. Conversely, others have seen the practicum as an applied 
science which is based on the belief that educational research conducted by academics 
provides the foundation for planning appropriate practicums (Berliner, 1984). If the planning 
of practicum experiences relies on school-based research to influence it, consideration 
should be given to the current debate to the contrary. According to Gore and Zeichner 
(1995), there is an absolute dearth of publications about research on teaching that have 
actually been written by classroom teachers. Furthermore, they propose that genuine 
teacher development through reflection has been undermined by academics neglecting the 
theories and expertise embedded in teachers’ own practice. 

  

The practicum component of preservice teacher education courses has frequently been 
promoted as the central or integral position in teacher education programs, although 
the Board of Teacher Registration (BTR) in Queensland posits that this has rarely been 
achieved (Learning To Teach, BTR, 1994). According to the BTR the practicum in 
Queensland has remained "essentially based in an apprenticeship model, with an inherent 
supervisory language reflecting strongly asymmetrical power relationships" (Learning To 
Teach, BTR, 1994, pp. 133-134). The BTR has considered that existing practicums were 
more generally developed around the needs of the teacher education institutions with only 
limited focus on schools. The BTR has proposed that practicum models as implemented in 
Queensland retain little international credibility as the major means of providing school 
experiences for preservice teachers. 



  

In 1994 the BTR proposed a new practicum framework in Queensland that was rooted in the 
need for promoting quality partnerships between institutions and schools, together with a 
reconceptualisation of the underlying philosophy, and a stronger focus on critical reflectivity. 
The proposed framework did not advocate one model but encouraged institutional 
experimentation and a focus on qualitative issues that needed to be addressed. The 
essential elements of the proposed framework were that is should be school-focused with 
genuine collaboration between partners and with an emphasis on extended block periods or 
internships within schools. It was also proposed that universities should consider ‘adopting’ 
schools with a view to establishing professional development schools. In summary, what has 
emerged during the past two decades has been the overriding need for quality partnerships 
and a considerably stronger focus on schools as the key site for preservice teacher 
education programs. 

  

Requirements For Teachers in Queensland Schools 

Under the Education (Teacher Registration) Act (Section 36, 1988), anyone who wishes to 
teach in a school in Queensland must be registered with the Board of Teacher Registration. 
This also applies to university academics who are to act as supervisors for preservice 
teachers during their practicum experience. Education Queensland, therefore, does not 
stipulate minimum training requirements, or course structure or content, as these are 
determined by the BTR for registration purposes. Most teachers are registered on a 
provisional basis after they graduate from a Queensland institution. Others are granted 
provisional registration on the basis of their qualifications and experience gained from other 
states or overseas. Registration is confirmed after a year’s provisional registration following 
a satisfactory evaluation of the teacher’s performance by the Board. 

  

In addition to registering teachers, the BTR is required to confer with teacher education 
institutions in relation to standards of courses acceptable for teacher registration. A minimum 
of 100 days practical experience is required by the BTR for teacher registration. In-school 
experience in a preservice program must account for a minimum of 80 days. The remaining 
days may be undertaken in alternative settings which allow preservice teachers to explore 
the types of resources and support services available for teachers. The BTR encourages the 
development of varied practicum models and specifically states that: 

  

Teacher education students should be given the opportunity for involvement 
in schools early in their teacher education program so as to help them assess 
their suitability for a teaching career (S 5.34, Board of Teacher Registration 
Guidelines, p.16). 

  

Furthermore, the BTR recommends that the final year of the teacher education program 
should include an expanded school experience that will allow for a full range of teaching 
experiences and responsibilities. 

  



The Guidelines on the Acceptability of Teacher Education Programs for Teacher 
Registration Purposes (BTR, 1991) underwent revision in 1997. The Guidelines are 
produced to assist institutions to develop programs that will allow graduates to be registered 
as teachers in Queensland. In the revised document (BTR, 1997), practical school 
experience in schools is referred to as ‘professional experience’. In addition to the normal 
range of supervised professional experiences the BTR has included the opportunity for an 
internship or mentored teaching experience as part of preservice teacher preparation 
(S6.39, p. 16). Such programs, however, require an ‘authorisation to teach’ acknowledgment 
issued by the Board. 

  

In addition to the requirements by the BTR in Queensland an Australian national Advisory 
Committee under the chairmanship of Professor Adey met to establish National Standards 
and Guidelines for Initial Teacher Education. An exposure draft was released in November, 
1997. The standards and guidelines apply to programs which provide professional 
preparation for school teachers in all states and territories in Australia. The proposed 
duration, timing, and structure, of professional experience are very similar to that outlined in 
the BTR Guidelines (1997). The National Standards and Guidelines specifically promote the 
notion of early involvement in schools to assist preservice teachers to assess their suitability 
for a teaching career (S2.7.6), a critically reflective approach to teaching (S2.7.3), and the 
encouragement of preservice teachers to take an active role in their own learning and 
professional development (S2.8.1). 

Teacher Education at the University of Southern Queensland 

In 1993, the Bachelor of Teaching within the faculty of Education was re-accredited from a 
three year to a four year undergraduate Bachelor of Education degree course (BEd). The 
accreditation document for the BEd outlined the course objectives referring to teaching 
practice in schools as field studies. The specific course objectives that related directly to the 
practicum experience required graduates of the course to be able to: 

• demonstrate knowledge and understanding of the theoretical and practical 
underpinnings and implications of teaching/learning situations, issues, principles and 
methods 

• plan, write, conduct, and evaluate teaching plans 
• be able to interact effectively with those primarily responsible for those they teach 
• communicate clearly & effectively, both orally and in writing, in the range of roles and 

contexts occurring within the classroom and the school community 
• demonstrate a wide range of teaching strategies 
• adapt teaching approaches to suit their students, the objectives to be achieved and 

the context in which they are teaching 
• work effectively as part of a team 
• demonstrate appropriate classroom management 

  

Accreditation Submission for the Bachelor of Education, USQ, 1993, pp. 18-19 

  

Regular opportunities have been provided for school personnel to be involved in the 
development of field studies. This mainly occurs through memebrship of the Schools and 
Colleges Advisory Committee (SCAC) established by the faculty. An information videotape 



was produced by SCAC for all those involved with the practicum which outlined its purpose 
and described the expected roles of the respective participants. This was supplemented by 
a Practice Teaching Handbook that also included policy issues recommended by SCAC. 

  

School experiences follow a developmental sequence which commenced with a focus on the 
whole school and the broad aspects of the role of the teacher. Subsequent experiences 
focused on the learners, all aspects of the teacher role, and the school community. The 
following mission statement described field studies: 

  

Field Experience is an industry based activity which can occur in a variety of 
settings including on campus and in educational and other social settings. 
Such activities provide the opportunity for theory to be related to practice in 
an appropriate professional environment and as such are an essential core 
component of all preservice courses. As a core component, field experience 
will provide opportunities for students to develop, practise, apply, and reflect 
upon knowledge, skills and attitudes related to the objectives of the 
accredited courses. 

  

(Field Experience Handbook, 1997, p.1) 

  

The field studies program was comprised of three strands. Preservice teachers were 
required to complete 85 days in a school setting; 15 days undertaking Community Field 
Studies; and a further 5 days with Alternative Field Experiences such as peer teaching or 
case studies. Formal school experiences were not scheduled until Semester 4 in order to 
allow intending teachers to "have adequate opportunity to reflect on their own schooling 
experiences before entering schools in a different role" (Accreditation Submission for the 
Bachelor of Education, USQ, 1993, p. 35). Ten days were completed in schools in second 
year, thirty days in third year, and 45 days in fourth year. 

  

Research 

The practicum is a major component of the BEd (Primary) course at the University of 
Southern Queensland which allows students to make vital learning connections between 
theory and practice. The articulation of the practicum to other course components is critical 
to the success of the course and to its future marketability. In response to feedback from 
past and current students in the course; school-based practicum co-ordinators and 
supervisors; and university practicum supervisors, this research project was designed to 
develop a new practicum model informed by faculty staff, school coordinators, supervising 
teachers, preservice teachers, and first year graduates. The BEd course is due for re-
accreditation in 1998 and it was anticipated that by re-developing the practicum component 
of the course prior to the re-accreditation process the practicum would then form the 
foundation for changes to other aspects of the course. 



  

  

The project objectives were to: 

  

1. Incorporate best practice into the area of practicum design. 

2. Ensure participation of all practicum stakeholder groups through discussions with 
representatives from each group. 

3. Explore a more integrated and cost-effective practicum model. 

4. Develop a practicum model appropriate to the BEd (Primary) course which is 
responsive to student learning needs and to policy and practice change. 

5. Demonstrate a commitment to change and to continuous improvement and learning. 

  

It was hypothesized that the achievement of these five objectives would generate a greater 
commitment to, and confidence in, the practicum component of the course, from both 
school-based and university-based practicum personnel. There were seven major proposed 
outcomes to this research: 

  

1. The development of an appropriate practicum model for the Bachelor of Education 
(Primary) course. 

2. Strengthened partnerships with schools and the community. 

3. Improved and wider ownership of the new model by all concerned. 

4. A more marketable BEd (Primary) course. 

5. Greater articulation of the practicum to the other course components. 

6. Greater involvement in and understanding of the practicum component by school-
based personnel and university staff teaching in the course. 

7. Increased opportunity for students to make learning connections between theory and 
practice. 

  

The new practicum model would also need to address the universities’ Vision Statement of 
Destination 2000, by being sensitive and responsive to community needs. The model would 
be derived from a broad consultative process in keeping with the University’s Strategic Plan. 
This would be undertaken by working in collaboration with school co-ordinators and school-
based practicum supervisors. It was proposed that involvement by school-based personnel 



would promote high level scholarship and encourage greater involvement of these 
professionals in the faculty’s post-graduate courses. The project would, additionally, develop 
a sense of personal agency, as promoted in the Candy Report (NBEET 1994), within the 
school community, by acknowledging the professionalism of teachers and the value of the 
contribution that they would make to redeveloping the practicum. 

  

Acceptance of the conceptual framework by all stakeholders was to be a critical component 
of the implementation of the new practicum model. Consequently, an external project 
assessment was undertaken to evaluate the new practicum model. The criteria by which the 
model was evaluated included the sequence of practicum experiences, the placement of 
practicum experiences within the context of the overall course, the flexibility of the model to 
respond to change in policy and practice, the ability of the model to allow and encourage 
students to make vital learning connections between theory and practice, and the ability of 
the model to incorporate a number of approaches to practice. 

  

Method 

The research project involved five stages: 

  

Stage 1: Review issues identified by faculty staff regarding the 
current practicum model 

  

Stage 2: Investigate the effectiveness of the practicum as 
perceived by current 4th year BEd (primary) preservice 
teachers and preservice teachers who completed their final 
year of study in 1996 and who are currently employed in 
Queensland schools. 

  

Stage 3: Discuss the existing field studies aspect of the BEd 
program with principals, school coordinators, and classroom 
teachers who are involved with supervising the faculty’s 
preservice teachers during their practicum experiences. 

  

Stage 4: Develop a new practicum model. 

  

Stage 5: Evaluate the model. 

  



The first stage of the research involved an Email discussion followed by a seminar for all 
faculty staff who were involved with the BEd primary course to identify the key issues 
associated with the current practicum structure. In order to determine the effectiveness of 
the course for current and previous preservice teachers from the faculty a questionnaire was 
developed in Stage 2. The questions for this instrument were derived from the criteria used 
by supervising teachers to assess the level of ability of preservice teachers during their 
school experiences, and from the proposed goals for education professionals endorsed by 
all stakeholders. The questionnaire had three sections which identified the effectiveness and 
success of the practicum and respondent’s perceived level of satisfaction with a range of 
supervisory and administrative issues. A four point Likert scale was employed that assessed 
levels fromExtremely Effective (Successful; Satisfied) to Not Effective (Successful; 
Satisfied). 

  

To obtain direct feedback from school coordinators and supervising teachers during Stage 3 
of the research, all schools who were involved with the existing practicum, and all faculty 
staff involved with the BEd course, were invited to participate in a 2-hour workshop. One of 
the outcome of the workshop was the establishment of a collaborative working party to 
further develop the proposed new practicum model. The working party consisted of six 
school representatives, six faculty staff, and five 4th year BEd (primary) preservice teachers. 
The working party met on three consecutive Wednesdays for two hours. 

  

Based on the outcome of Stages 1 - 3 a new professional experience model was proposed 
and named the Collaborative University and School Partnership Model. Finally, in Stage 5 
this model was evaluated according to the criteria identified previously. 

  

Results 

Stage 1: Issues Identified by faculty Staff 

Following the Email discussion and the seminar the following key issues were identified by 
faculty staff as pertinent to the development of a new practicum model. These issues were 
related to four aspects of the program which covered the philosophical base of the course, 
partnerships, the relationship of the practicum to other program components, and 
administrative issues associated with the implementation of the practicum. 

  

Key Issues Identified by faculty Staff: 

  

• All practicum experiences should have the same philosophical base. A faculty 
philosophy should be adopted which should include reference to the focus of the 
practicum (i.e. skill v professional development), and the importance of critical 
reflection on practice. 

  



• Collaboration between university and schools should be an important part of the 
process. There are benefits to be gained by all participants in the development of a 
partnership approach. All participants should be committed to the collaborative 
development of a new model. 

  

• The relationship of the practicum to other units needs to be reviewed. Unit content, 
academic content, the link between theory and practice, and the connection between 
university and school based work must be discussed. The role of the practicum 
within the whole course and its centrality to the course should be re-considered. 

  

• Administrative issues should be addressed that relate to the need for an academic 
director of practicum, resourcing, scope and sequence of experiences, structure, and 
expected competencies for beginning teachers. 

  

Stage 2: Issues Identified by Preservice Teachers & First Year Teachers 

A total of 12 first year teachers and 35 fourth year preservice teachers participated in ths 
stage. Each participant completed a 25-item questionnaire consisting of three sub-scales. 
The first sub-scale was called Effectiveness and consisted of 10 items that identified how 
effective respondents’ perceived the practicum component of their course had been in 
enabling them to develop as a teacher. The second was called Success and this consisted 
of five items that recorded perceived success of the practicum in providing preservice 
teachers with a range of opportunities for professional development. The third was 
named Satisfaction and this included 10 items that related to level of satisfaction with the 
administrative and organisational aspects of the practicum. Lower responses indicated less 
effectiveness, success, or satisfaction with the practicum component of the BEd course. 
Reliability coefficients for each sub-scale were high (Effectiveness = .81; Success = .78; 
Satisfaction = .89). Correlations between the sub-scales were also high as can be seen in 
Table 1. This indicated some degree of relationship among the sub-scales and suggested 
that a single common trait might underlie all three sub-scales. The total scale had an internal 
consistency reliability estimate of .93. 

  

Table 1 

Correlations Among Sub-scales of Effectiveness, Success, and Satisfaction. 

Effect Success Satisfaction 

  

Effect 1.0000 

Success .7510 1.0000 

Satisfaction .6351 .7224 1.0000 



  

2.1 Effectiveness of the Existing Practicum Component of the Bachelor 
of Education (Primary) 

Regarding the perceived effectiveness of the existing practicum component of the BEd the 
current fourth year preservice teachers considered that the existing practicum was slightly 
less effective in supporting their development as teachers than did the first year teachers. 
Both groups, however, considered the practicum to be quite effective overall (see Table 2). 
The existing practicum was perceived to have been the most effective in the areas of 
assisting teachers to develop their communication and interpersonal skills. The first year 
teachers also perceived they had gained an awareness of social, economic, and political 
realities influencing educational environments and that they had developed the ability to 
respond to change and develop flexibility in working across different settings. The final year 
preservice teachers considered the practicum to be most effective in helping them gain 
confidence as a beginning teacher and in developing a critically reflective orientation to 
teaching. Of concern to all respondents was the inability of the practicum to allow them to 
develop the ability to initiate change, to engage in active critique, or to develop a high level 
of professional competence. 

  

  

Table 2 

Perceived Effectiveness of the Existing Practicum Component of the Bachelor of Education 

  

Preservice Teachers Ist Year Teachers 

n=12 n=35 

Items Mean SD Mean SD 

1. A high level of prof. competence. 2.89 .68 2.83 .84 

2. Confidence as a beginning teacher. 2.97 .62 2.67 .98 

3. A critically reflective orientation to 

teaching. 2.94 .73 2.83 .83 

4. Effective communication skills. 2.94 .77 3.00 .74 

5. Positive interpersonal relations. 2.91 .79 3.00 1.04 

6. An awareness of social, economic, 

and political realities influencing 

educational environments. 2.59 .78 3.09 .94 



7. The ability to engage in an active 

critique of these realities. 2.31 .76 2.75 1.05 

8. The ability to respond to change. 2.77 .81 3.17 .84 

9. The ability to initiate change. 2.37 .81 2.41 .99 

10. Flexibility in working across 

different educational settings 

(i.e. age groups, urban/rural) 2.74 .86 3.08 .90 

Total Mean 2.72 2.85 

Note: Extremely Effective = 4; Quite Effective =3; Somewhat Effective=2; Not Effective=1 

  

  

2.2 Success of the Existing Practicum Component of the Bachelor of 
Education (Primary) in Providing a Range of Opportunities for 
Professional Development 

  

For all respondents the practicum aspect of the BEd course was considered to be most 
successful in providing them with the opportunity to determine their strengths and 
shortcomings as a professional educator (see Table 3). For the first year teachers they 
considered that the practicum had been least successful in allowing them to link their 
theoretical knowledge to practice. The preservice teachers believed that the practicum was 
least successful in giving them the opportunity to engage in active critique of current and 
emerging realities. Overall, the first year teachers rated the existing practicum slightly higher 
in its successfulness in providing opportunities for professional development than did the 
fourth year group. All responded, however, within the quite successful range. 

  

  

Table 3 

  

Perceived Successfulness of the Existing Practicum Component of the Bachelor of 
Education (Primary) in Providing a Range of Opportunities for Professional Development 

  

Preservice Teachers Ist Year Teachers 



n=12 n=35 

Items Mean SD Mean SD 

  

11. Appreciate individual and cultural 

difference and diversity 2.60 .76 2.75 .87 

12. Engage in active critique of current 

& emerging realities 2.44 .75 2.42 .99 

13. Link theoretical knowledge to practice 2.69 .72 2.08 1.17 

14. Undertake a variety of professional 

experiences 3.00 .65 2.58 .900 

15. Determine strengths and shortcomings 

as a professional educator 3.20 .83 3.17 .84 

  

Total Mean 2.75 2.85 

Note: Extremely Successful= 4; Quite Successful =3; Somewhat 
Successful =2; 

Not Successful =1 

   

  

2.3 Satisfaction with the Administrative and Organisational Aspects of 
the Existing Practicum Component of the Bachelor of Education 
(Primary) 

  

Similar levels of satisfaction with the administrative and organisational aspects of the course 
were reported by both preservice and first year teachers. Greatest satisfaction was accorded 
to the feedback received from school-based personnel and university supervisors, together 
with the overall quality of school-based supervision during the practicum (see Table 4). 

  

Compared to the apparent effectiveness of the practicum and its success in providing 
opportunities for professional development, the administrative and organisational aspects of 



the practicum component of the existing BEd program appeared to be causing the most 
concern. Overall, respondents considered they were only somewhat satisfied with 
administrative issues associated with the practicum. The particular aspects of the program 
with which they were least satisfied were the number of days spent in schools, the length of 
each practicum, and the collaboration between university and school-based supervisors. 

  

Statistically significant differences (p < .05) between the two groups were obtained for two 
questions. Of the 12 first year teachers, 66% indicated that they were not satisfied with the 
length of each practicum, whereas, 60% of the current 4th year preservice teachers 
considered that they were somewhat satisfied. With reference to requirements for each 
practicum in relation to the content of completed and current units the first year teachers 
were significantly less satisfied (p = .007) than were the current 4th year preservice 
teachers. 

  

Table 4 

  

Perceived Satisfaction with Administrative and Organisational Issues of the Existing 
Practicum Component of the Bachelor of Education (Primary) 

  

Preservice Teachers Ist Year Teachers 

n=12 n=35 

Items Mean SD Mean SD 

  

16. Feedback from USQ supervisors 2.80 .72 2.67 .78 

17. Feedback from school-based 

supervising teachers 3.09 .83 3.33 .88 

18. The structure of current formative 

& summative evaluation forms 

used by supervising teachers 2.71 .62 2.67 .89 

19. The overall quality of USQ staff 

supervision during the practicum 2.41 .69 2.33 .99 

20. The overall quality of school-based 



supervision during the practicum 2.77 .81 2.92 .90 

21. The number of days spent in schools 1.66 .84 1.50 1.00 

22. The length of each practicum 2.09 * .70 1.67 * 1.07 

23. The placement of the practicums 

within the program 2.46 .82 2.08 .79 

24. The student requirements for each 

practicum in relation to the content 

of completed and current units 2.50 * .62 2.25 * 1.14 

25. The collaboration between university 

and school-based supervisors 1.79 .64 2.18 .98 

  

Total Mean 2.32 2.34 

Note: * Significant at <.05 

Extremely Satisfied= 4; Quite Satisfied =3; Somewhat Satisfied =2; 

Not Satisfied =1 

  

  

Stage 3: Issues Identified by principals, school coordinators, and 
classroom teachers 

3.1 Outcomes of the Workshop 

A workshop was held to discuss the practicum component of the BEd program. The 
workshop was facilitated by Dr. Kay Martinez, Director of Professional Experience at James 
Cook University. Seventeen school staff representing 16 state, catholic, and independent 
schools, and 14 faculty staff participated in the workshop. Many issues were discussed 
including the philosophy and general goals of the program, locating the practicum within the 
program, and the focus on a developmental approach to learning. 

  

 

 



Key Issues Identified at the Workshop: 

  

1. A faculty philosophy on field experience was presented and discussed (Marland, 
1997). Following minor changes the following goals for education professionals were 
endorsed by the group. 

  

Those seeking entry to the education profession need to: 

o be aware of and engaged in active critique of current and emerging social, 
economic, and political realities, and how these impact on education within 
specific cultures and environments. 

o be able to address proactively, critically, and imaginatively. these current and 
emerging realities and to initiate and respond to changes; 

o be committed to values supporting principles of justice, equity, tolerance and 
appreciation of cultural difference and diversity and to the ethics of the 
profession; 

o be able to provide appropriate and quality experiences to students and to 
maintain a high level of professional competence and accountability in a 
rapidly changing work context in which they are regularly confronted with 
unique challenges and problems. 

o be highly effective communicators, committed to establishing and maintaining 
positive interpersonal relations with adults and children 

  

2. The location of the practicum within the program was considered to be a major 
concern that needed to be addressed. The purpose, structure, implementation, and 
evaluation of the practicum all required re-evaluating. Underlying principles were 
identified that focused on the importance of appropriate modelling, productive and 
reciprocal partnerships, diversity of settings, innovative and proactive inquiry, quality 
control, and teaching as a life-long learning process. 

  

3. The practicum should be considered as developmental, spanning four specific areas 
across the four years: 

o 1st year what is teachers’ work 
o 2nd year immersion into teaching 
o 3rd year scaffolding - learning to teach 
o 4th year experiencing teachers’ work 

  

4. The field experience aspect of the BEd program should be referred to in future as 
‘professional experience’ 

  



5. It was recommended that a working party be established to consider the structure of 
the professional experience component of the BEd program and to develop a new or 
revised model which considered the key issues identified by the faculty staff, school 
representatives, and preservice teachers. 

  

3.2 Outcomes of the Working Party 

Expressions of interest were subsequently called for representatives to serve on a working 
party to review and provide recommendations for revising the existing professional 
experience model. The resultant group consisted of six school representatives, six faculty 
members, and five final year preservice teachers. The working party met for two hours for 
three consecutive weeks. 

  

The concept of collaborative partnerships underpinned all discussions related to the 
development of appropriate professional experiences. Specifically, the establishment of 
stronger partnerships between university and schools was deemed to be vital to the success 
of a meaningful professional experience model. It was considered that stronger partnerships 
would lead to greater support for preservice teachers during their professional experience 
and more effective communication between the faculty and schools. While it was 
acknowledged that partnerships would provide benefits to all participants, it was seen as 
important that roles were well defined, and that partnerships should also be tailored to the 
specific needs of all participants. Many ways were identified in which schools could benefit 
from partnerships with the faculty including provision of professional development 
opportunities; increased status of school and university; access to current research; 
collaboration in writing papers; greater access to the university in terms of resources / 
facilities / expertise; and increased opportunities for exchange and interchange of ideas. 

  

The final outcome of the working party was seven recommendations for re-developing the 
new professional experience model: 

  

Recommendation 1 

That the professional experience program reflect a year by year focus which is linked to 
program outcomes. That the foci would be as follows: 

Year 1 - The work of teachers 

Year 2 - Children as learners 

Year 3 - Learning to teach 

Year 4 - Experiencing teaching 

  



Recommendation 2 

That the yearly focus be articulated through a number of different experiences such as 
observations (individual and in peer groups or pairs), mentorships, professional development 
sites / schools, and ‘adopt - a - school’ type programs. 

  

Recommendation 3 

That the professional experience program be developmentally sequenced across a number 
of competencies (strands) which might include but not be restricted to such areas as: 
professionalism, communication, pedagogy, curriculum development, technology, and social 
justice. 

  

Recommendation 4 

That the minimum number of 85 school-based days assigned to the professional experience 
program be as follows (plus 15 days in other settings through a program such as Community 
Field Studies): 

Year 1 - Student negotiated time in schools 

Year 2 - 10 days 

Year 3 - 20 days 

Year 4 - 55 days 

  

Recommendation 5 

That local arrangements with schools regarding the payment or nonpayment to schools 
participating in the professional experience program be negotiated as is appropriate to the 
type of experience being provided e.g. observational activities, extended internships. 

  

Recommendation 6 

That the faculty of Education and interested schools further explore the possibilities of closer 
professional experience partnerships through the formation of professional development 
sites. 

  

Recommendation 7 

That the development of a professional experience model for the BEd program continue to 
be based on a collaborative effort between schools and the university. 



  

Stage 4: Development of a New Professional Experience Model 

Based on the recommendations from the working party the Collaborative University and 
School Partnership professional experience model is proposed. This model is outlined in 
Table 5. 

  

Table 5 

Collaborative University and School Partnership Professional Experience Model 

  

Year 1 

  

The Work of 
Teachers 

  

Year 2 

  

Children as 
Learners 

Year 3 

  

Learning to Teach 

Year 4 

  

Experiencing 
Teaching 

Semester 1 

  

  

  

  

  

PD School 
Experience 

  

or 

  

Link School 
Experience 

  

  

5 single 
days 
professional 
experience 

  

10 Day 
block 
professional 
experience 

  

20 Day 
block 
professional 
experience 
in Darling 
Downs 
Region 

Semester 2 

  

PD School 
Experience 

  

  

  

10 Day 
block 
professional 
experience 

  

  

15 Day 
block 
professional 
experience 

  

  

30 Day 
block 
professional 
experience 
in rural or 



or 

  

Link School 
Experience 

  

12 Days 
CFS 

  

  

  

  

  

  

7 Days AFE 

  

  

  

  

  

3 Days CFS 
(First Aid 
Cert.) 

isolated 
school 

Note: CFS = Community Field Studies; AFE = Alternative Field Experience 

  

The first two years are comprised of four semesters. Semester 1 does not involve any 
professional experience in schools. This semester is designed to allow preservice teachers 
to settle into university life and to provide a gap between attending schools as students and 
returning as preservice teachers. For Semesters 2 through 4 there are two options available 
for professional experience. The first option is that of the Professional Development (PD) 
School approach and the second is the School Link approach. Whichever approach 
preservice teachers select they will remain in that option until the end of their second year. 

  

The two options of the Collaborative University and School Partnership professional 
experience model reflect different approaches to the field studies component that preservice 
teachers may select to follow during the first two years of their BEd course. The PD School 
option depends on a strong partnership between the university and two schools. Primary 
schools from both private and public systems will be asked to give expressions of interest in 
becoming a PD School. From these, two primary schools will be invited to participate during 
the pilot two year block. Preservice teachers may nominate to participate with a PD School 
for the duration of this pilot. Preservice teachers will be selected for a PD School by 
interview undertaken by school personnel. It is recommended that schools which adopt this 
option initially limit themselves to the one cohort of preservice teachers for the two year pilot 
in order to allow the staff and preservice teachers to develop an understanding of and 
become committed to this approach. 

  

The School Link option will provide the opportunity for all other preservice teachers to 
develop closer links with a school prior to undertaking their first formal professional 
experience in that school in Semester 4. Preservice teachers will be allocated to a link 
school by the university administration as is the current practice. 

  



Both types of options will enable preservice teachers to become familiar with the operation 
of one primary school over three semesters during their first two years of study. They will be 
able to develop rapport with the teachers in the school, and gain an in-depth knowledge of 
the school, including administrative issues, key directions, and the school’s educational 
philosophy and practice. Preservice teachers will be placed in schools at the equivalent of 
no more than twice the number of teachers in the school. This will allow them to be allocated 
in pairs to one classroom teacher for their formal professional experience in Semester 4. 

  

There are several major differences between these options (see Figure 1). Preservice 
teachers who participate in the PD School option will be required to be interviewed by the 
school and then commit themselves to undertake a minimum specified number of voluntary 
days in the school. Those following the School Link option will be encouraged to participate 
with their link school but there will be no formal agreement to a set number of days. 

  

PD School School Link 

  

• 2 schools established as PD Schools 

  

• Students interviewed & selected by PD school staff 
• University supervisors attached to a school for S2 - S4 
• University supervisor to monitor program, provide support as 

required, & supervise S4 formal professional experience 
• Close to university 
• Students complete a specified minimum number of voluntary 

days in school during S2 & S3 (determined by PD School, 
university supervisor & student) 

• Students allocated at no more than 2 x number of teachers per 
school 

• Students complete 10 days formal professional experience in 
S3 (2 x class) 

• Payment equivalent to 5 days professional experience per 
student in S4 to PD SchoolAll other schools established as 
Link Schools 

• Students allocated by faculty administration 
• University supervisors attached to a school for S4 
• University supervisor to supervise S4 formal professional 

experience 

  

  

• Within DD Region 
• Students complete voluntary days in school during S2 & S3 



(determined by student & school) 

  

• Students allocated at no more than 2 x number of teachers per 
school 

• Students complete 10 days formal professional experience in 
S3 (2 x class) 

• Payment equivalent to 5 days professional experience per 
student in S4 to individual supervising teachers 

  

Figure 1. Collaborative University and School 
Partnership proposed model: BEd Years 1-2. 

During the formal professional experience block of 10 days in Semester 4 the PD Schools 
will receive payment directly to the school, whereas, at the Link Schools, the supervising 
teachers will be individually paid as is the current practice. As the formal professional 
experience in Semester 4 will have preservice teachers placed in pairs and focus mainly on 
observation of children as learners and informal teaching, it is proposed that payment will be 
made equivalent to 10 days for one preservice teacher per supervising teacher. 

  

Each PD School will have a university supervisor attached to the school who will provide on-
going support to the schools and preservice teachers for the three semesters. It is envisaged 
that the university supervisor may also be able to provide professional development for staff 
and preservice teachers at the school in areas of expertise. It is anticipated that there may, 
additionally, be opportunities for involvement in school development, school councils, parent 
groups, and research. 

  

For the final two years of the BEd course all students will follow a similar professional 
experience program. During the third year preservice teachers spend both professional 
experiences in the same school. This school is selected by faculty administration to ensure 
that preservice teachers have access to a different type of school than the one in which they 
spent their first two years. 

  

The schools for each of the professional experience placements in the final year are to be 
selected by preservice teachers in conjunction with the faculty professional experience 
administrator. All schools used during the first semester experience are to be specifically 
chosen to ensure that the preservice teachers will be involved with children with special 
needs in their regular classes. The final 30 day block professional experience is to be 
undertaken in a rural or isolated school. This is an extended six week experience during 
which time the preservice teacher may live in the local community. In this last professional 
experience block the preservice teacher is expected to plan and teach in a multi-grade 
classroom as well as assume the teacher role in school and community activities. Usually 



only one preservice teacher will be allocated to one school, and this may be in any state in 
Australia or overseas. 

  

Each preservice teacher will, therefore, undertake 90 days formal supervised professional 
experience in schools plus 22 days alternative experiences across the 4 year program. In 
addition, preservice teachers will undertake other school based activities as part of their PD 
School approach or School Link option. 

  

Administrative Issues 

The administration of the professional experience program will be monitored by a faculty of 
Education committee at the university. The Department of Education within the faculty will 
provide a full-time professional experience administrator who will coordinate all placements 
for the preservice teachers. This position will be supported by a part-time secretarial 
assistant. The overall BEd primary program should be monitored by a Program Advisory 
Committee consisting of university, student and school representatives. 

  

During Semesters Two through Four one day per week will be set aside without any 
timetabled lectures or tutorials at the university. This will allow the opportunity for seminars 
to be held to discuss various aspects of the professional experience, time to be spent on 
discussing and preparing portfolios as a developmental record of the professional school 
experience, and time for preservice teachers to participate with in-school activities and 
school-based research. 

  

In 1998 the BEd program in the faculty of Education is due for university re-accreditation. It 
is proposed that the new model for professional experience will form the foundation for re-
evaluating the current structure of the program. In the light of this model, units will need to 
be evaluated for their appropriateness in supporting the anticipated developmental learning 
experiences of the preservice teachers. It is essential that theoretical foundations learned at 
university are translated into appropriate practical experiences for the preservice teachers 
and that the links between theory and practice are made explicit. 

  

Consideration will need to be given to the use of portfolios as a means of recording 
preservice teachers’ professional development across the four year program. In addition, the 
reviewed BEd program will need to be confirmed with the Queensland Board of Teacher 
Registration prior to 1999. 

  

Discussion 

The proposed Collaborative University and School Partnership model attempts to 
incorporate all issues which were raised during its development. Of major concern to all 



participants was the perceived current inadequacy of the number of formal in-school days 
and the length of each professional experience. The existing model included a total of 85 in-
school days and 20 other practical experience days. Similar to other preservice institutions, 
financial support by the faculty for professional experience has to be considered within tight 
budget constraints. Consequently, an alternative approach is proposed that will allow 
preservice teachers greater flexibility in determining the amount of school involvement that 
they want during the second and third semesters of their course. 

  

The Collaborative University and School Partnership model exceeds the requirement of the 
BTR in Queensland and the proposedNational Standards & Guidelines for Initial Teacher 
Education (1997), to provide a minimum 100 days of professional experience for preservice 
teachers by including 90 in-school days, 15 Community Field Studies days and 7 Alternative 
Field Experience days. It also addresses the expectation of the BTR and the National 
Standards and Guidelines that preservice teachers should be given the opportunity for early 
involvement in schools by providing two options, namely, the PD School approach and 
the School Linkapproach, for gaining professional experience in schools from Semester 2 of 
the program. In particular, it supports the promotion by the BTR of developing PD schools as 
part of a new framework for learning to teach (Learning To Teach, BTR, 1994). Greater 
emphasis is placed on developing close links for preservice teachers with one school during 
Semesters Two through Four of their program. As preservice teachers will have had the 
opportunity to familiarise themselves with their first school across two semesters it is then 
possible to make the Semester Four formal in-school professional experience an extended 
10 day block practice rather than the hitherto one day per week format that was employed. 
This extended time frame within one school will allow preservice teachers to begin to 
develop a critically reflective approach to the purposes, process, and outcomes of teaching 
at an early stage in their preservice education. It will also support the notion proposed in 
the National Standards and Guidelines that preservice teachers should take an active role in 
their own learning and professional development, by placing emphasis on them in being 
proactive in establishing, maintaining, and promoting their links with one particular school. 

  

The fourth year in-schools professional experience further meets the BTR and the National 
Standards and Guidelinesrecommendations that the final year should include an expanded 
experience by providing a 30 day block in a rural school. These different professional 
experiences across the four-year program take into consideration the need for preservice 
teachers to experience a variety of teaching forms and settings. They also allow for 
preservice teachers to work with learners with a range of different needs including those with 
disabilities, from different cultures, or from small isolated schools. In line with the BTR 
revised Guidelines the practicum component of the BEd course is to be re-named 
‘professional experience’. 

  

One of the key objectives of the review of the professional experience component of the BEd 
program was the involvement of all stakeholders throughout the process. A total of 93 
people participated in this review by either attending a facilitated workshop, completing a 
questionnaire, participating in a working party, or through Email discussions. Participants 
consisted of faculty staff, school principals, school teachers, current fourth year preservice 
teachers, and previous preservice teachers who completed their study in 1996. Ongoing 
feedback from the participants throughout the research indicated that the collaborative 
approach was extremely successful and that this must continue to be factored in to the on-



going monitoring of the professional experience program. The process is also currently 
undergoing external evaluation and feedback is being sort from all stakeholders on the 
proposed model. 

  

At this stage a review of the relationship of the professional experience component in 
relation to other units in the BEd program has not been undertaken. It is envisaged that the 
proposed Collaborative University and School Partnership model will form the core 
component of the BEd program and, therefore, act as the foundation for the review of the 
BEd program in 1998. A critical issue during the re-accreditation of the whole BEd program 
will be the need to ensure that units are carefully selected to allow preservice teachers to 
link their theoretical knowledge to their professional experiences. The allocation of units 
across the course must also consider the proposed developmental sequence that the 
professional experience reflects. 
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