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Abstract

Worldwide, teacher educators and policymakers call for teacher preparation
that is more deeply linked to practice. Yet, we know little about how such
linkages are achieved within different international programs. We examine the
degree to which programs provide opportunities to learn that are grounded in
practice. We report on survey data (n = 486 teacher candidates) from five pro-
grams in Finland, Norway, California, Chile, and Cuba, and observation data
from the methods courses (n = 104 hours) in six programs in Finland, Norway,
and California. Using an analytical framework decomposing the conception of
‘opportunities that are grounded in practice’ in teacher education, this article
provides evidence regarding the successes—and challenges—concerning incor-
porating practice in teacher education. These findings suggest that some ways of
linking to practice in teacher education seem to be established, while others are
still evolving.
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Delvis etablert, delvis i utvikling: Funn fra en internasjonal
studie om koblinger til praksis i leererutdanningen

Sammendrag

Leererutdannere og politikere over hele verden etterlyser en mer praksisbasert
leererutdanning med tydelige koblinger til praksis. Likevel vet vi lite om hvordan
slike koblinger ser ut i ulike leererutdanningsprogram internasjonalt. I denne
artikkelen undersgker vi i hvilken grad ulike leererutdanningsprogram tilbyr stu-
dentene praksisbaserte leeringsmuligheter. Studien bygger pa survey data (n =
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486 lererstudenter) fra fem leererutdanningsprogram i Finland, Norge, Califor-
nia, Chile og Cuba, og observasjonsdata fra fagdidaktikkurs (n = 104 timer) i
seks program i Finland, Norge og California. Ved hjelp av et analytisk ramme-
verk som operasjonaliserer konseptet ‘praksisbaserte leeringsmuligheter’, viser
denne artikkelen til suksesser — og utfordringer — med & innlemme praksis i
lererutdanningen. Funnene indikerer at det finnes etablerte mater & koble til
praksis pa i leererutdanningen, mens andre fremdeles er i utvikling.

Ngkkelord: leererutdanning, praksis, undervisning pa campus, komparativt
design

Introduction

Around the world, teacher education has been criticized for being fragmented
and disconnected from practice (Darling-Hammond et al., 2017; Janssen,
Westbroek, & Doyle, 2014; Moon, 2016; Munthe & Rogne, 2016; National
Council for Accreditation of Teacher Education [NCATE], 2010; Niemi, 2016;
Zeichner, 2012). A US Blue Ribbon Panel maintained that the challenges of
preparing teachers for 21st-century classrooms demand that teacher education
(TE) be “turned upside down” such that practice becomes the base for the work
of learning to teach (NCATE, 2010, p. ii). A cross-case analysis of TE cases
across countries including Australia, Chile, China, India, South Africa, and
Uganda revealed that university-based TE has increased the status of TE, but led
to greater separation from practice (Moon, 2016). Worldwide, policymakers and
teacher educators are thus paying increasing attention to how teacher candidates
learn to enact practice and to ground TE more deeply in the work of teachers’
classroom practice. For instance, in Australia and the United Kingdom (UK),
pre-service TE has established extensive collaboration between university
faculty and schools to address the theory—practice gap (Taylor, 2016). In South
Africa, concerns have been raised that TE faculty should reclaim their
relationship with schools from temporary or adjunct staff (Eloff, 2016). Looking
across these cases, Moon (2016) concluded that TE must embrace teaching prac-
tice to enhance its role in teacher preparation. Even in “high-performing” juris-
dictions, as determined by student outcomes on tests such as PISA and TIMSS,
countries are shifting attention to practice in TE. A study of teaching policy
across three continents and five countries revealed that teacher preparation uni-
versities are continually engaged in improving their own practices. A major
aspect of this self-improvement in recent years has been to extend the duration
and rethink the design of clinical experiences to make them more tightly connec-
ted to coursework and program goals (Darling-Hammond et al., 2017, p. 22).
For example, studies have shown that the explicit focus on research in Finnish
TE may undermine practical and classroom-related skills (Groom & Maunonen-
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Eskelinen, 2006; Santti, Rantala, Salminen, & Hansen, 2014). Santti et al.
(2014) demonstrated that the amount of practice and tutoring in Finnish TE has
decreased from 1982 to 2006, being replaced by more self-studies (e.g., inde-
pendent reading and assignments). They argued that this approach makes it more
difficult for teacher candidates to integrate theory and practice. Similarly,
Groom and Maunonen-Eskelinen (2006) reported less focus on teaching skills in
Finnish teacher candidates’ portfolios as compared to their UK peers.

Growing evidence from the United States (US) and the Netherlands has
suggested that efforts to tie preparation to practice may significantly impact
pupils’ learning (Boyd, Grossman, Lankford, Loeb, & Wyckoff, 2009; Brouwer
& Korthagen, 2005; Darling-Hammond, Chung, & Frelow, 2002). Furthermore,
research has indicated that teacher preparation grounded in practice can increase
teacher retention (Feiman-Nemser, Tamir, & Hammerness, 2014) and enhance
candidates’ practical competence in the classroom (Brouwer & Korthagen,
2005; Darling-Hammond et al., 2002).

Globally, teacher educators have worked to make TE more practice-based
(see Forzani, 2014, for a history of these efforts in the US). Teacher educators
and policymakers have strengthened connections to practice by creating deeper
relationships to schools, requiring candidates to spend more time at school sites,
working more closely with cooperating teachers, and creating lab or training
schools. In Finland, university-initiated teacher training schools that offer candi-
dates safe, structured environments to practice teaching, have been a part of TE
for almost a century (Paksuniemi, 2009; Uusiautti & Maatta, 2013). Recently,
Norway has worked to establish “University-schools” (Lund & Eriksen, 2016).
Further, new national guidelines for a five-year integrated TE in Norway in
2013 increased the amount of practice (e.g., field placement) from 60 to 100
days (National Regulation for Teacher Education (levels 8-13), 2013). Cuban
teacher education also has a strong tradition of working closely with their col-
laborating schools (Carnoy, 2007), including gradually increasing response-
bilities for their teacher candidates during field placement periods. In the US,
“professional development schools”, “lab schools”, or “university schools”
(Holmes Group, 1995) are intended to forge greater connections to schools and
stronger links with mentors and administrators. Recently, teacher residency
programs have tried to ground TE more closely in practice (Berry, Loughran, &
van Driel, 2008; Darling-Hammond et al., 2017; Hammerness, Williamson, &
Kosnick, 2016; Orchard & Ellis, 2014). These efforts focus upon the structural
features connecting theory with practice, yet they also reinforce an assumption
that learning about practice, and learning to teach in practice, can happen only in
school placements.

In our study, we build upon a conceptualization of learning to teach in
practice that expands beyond learning on site in school placements (Ball &
Cohen, 1999; Ball & Forzani, 2009; Grossman, Hammerness, & McDonald,
2009; Grossman & McDonald, 2008; Orchard & Ellis, 2014). From this
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perspective, coursework and university-based experiences are critical arenas for
linking to practice. The growing body of scholarship investigating how to allow
teacher candidates to enact practice in coursework is representative of this con-
ception. Yet, few research studies have examined the degree to which course-
work (i.e., learning experiences and assignments in university-based courses) is
grounded in practice (Cochran-Smith et al., 2016). Furthermore, we know little
about the extent to which teacher candidates in programs in different country
contexts have opportunities to learn to enact practice in TE coursework on
campus, how contexts might vary, and how different program designs comprise
learning opportunities and experiences. What kind of attention to teaching
practice do we see in the coursework in programs internationally? Are there
different emphases or approaches? Do teacher candidates encounter certain
kinds of connections more often in some settings than in others? Are there
patterns across Nordic or American programs?

Building upon calls for more international, comparative research in TE
(Blomeke & Paine, 2008; LeTendre & Wiseman, 2015; Zeichner & Conklin,
2005), this article analyzes linkages to practice in TE coursework in inter-
national settings. We have tried to systematically investigate the nature of TE
experiences and coursework and their relationship to practice, drawing on obser-
vation data, teacher candidates’ survey data, and analyses of program data. In
this paper, we examine: In what ways do methods courses provide opportunities
to enact and test out different classroom practices? What kind of attention to
teaching practice do we see in programs internationally? Are there any typical
patterns and connections that teacher candidates encounter more often than
others?

Theoretical framework

In our international study, the Coherence and Assignment Study in Teacher
Education (CATE), we have drawn upon opportunities that are grounded in
practice as our conceptual framework for studying a sample of TE programs
across five countries. We used the “opportunities to learn” concept to investigate
learning experiences in courses (Floden, 2002; see also Carroll, 1963). For this
research, we developed a set of empirically based dimensions to identify
candidates’ opportunities to link to practice in the programs under investigation.
We used these dimensions to identify the degree to which these features were at
work in the studied programs and to tease apart indicators of opportunities to
link to and enact practice that need more elaboration. For instance, how could
we determine if a program offers opportunities to link to and enact teaching?
What might indicate that a program offers opportunities to learn that are
connected to the work of real classroom teaching? We also sought to better
understand the variation across the programs by asking: What might those
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learning opportunities look like, and how are they implemented in such varied
settings?

Indicators of enactment

To identify the opportunities for enacting practice across these programs, we
developed a set of indicators to determine whether a program attempted to tie
candidates’ opportunities to learn to secondary teaching practices and to pupils’
learning. What would it look like for programs to directly link to classroom
practice, to provide opportunities to enact teaching practices (e.g., organizing
groupwork, orchestrating whole-class discussion, giving feedback on pupils’
work), and to ground learning in the real materials of teaching (e.g., texts,
resources, pupils’ work, real-world examples of teaching using national or local
curriculum)?

In identifying indicators of practice-centered coursework, we drew upon
research investigating ways to help new teachers learn to decompose and enact
classroom practices (“high leverage” or “core practices” in TE; e.g., Ball &
Forzani, 2009; Grossman et al., 2009; McDonald, Kazemi, & Kavanagh, 2013),
as well as research on aspects of learning to teach such as lesson planning
(Kunzman, 2002). We also drew from research on using artifacts and represen-
tations of teaching and pupil learning, as suggested by Ball and Cohen (1999)
for establishing a pedagogy of teacher education that is grounded in practice (see
also Boyd et al., 2009; Windschitl, Thompson, Braaten, & Stroupe, 2012 on this
issue).

Due to the exploratory nature of our study and questions about the transfer-
ability of indicators to different contexts, we sought to capture potentially com-
mon or shared representations of practice across international settings. For that
reason, we chose not to look for finer-grained teaching practices such as organ-
izing a whole-class discussion (Edwards-Groves & Hoare, 2012; Grossman,
Loeb, Cohen, & Wyckoff, 2013) or conducting behavioral management (Pianta
& Hamre, 2009) because they might be more specific to the context. For an
initial comparative exploratory study, we decided to focus on features most
likely to be shared across settings and to resonate across different programs. A
pilot study (Klette & Hammerness, 2012) using the US (California) and Norway
(Oslo) programs confirmed these assumptions.

Our framework considers teaching practice to be complex, situated, and in-
stantaneous, but something that can be developed with sufficient scaffolding and
support. Eight dimensions constitute our conceptual and analytical framework.
These dimensions, which are a starting point for examining how TE coursework
IS grounded in practice, are outlined below and summarized in Table 1.
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Table 1: Dimensions of Opportunities to Enact Practice (OEP) in teacher education

Opportunities to ...

Description of dimension

1. plan for teaching
and teacher role(s)

The extent to which candidates have opportunities to plan lessons or units, or
to develop instructional materials.

2. practice and
rehearse teacher
role(s)

The extent to which candidates have opportunities to practice, rehearse, or
approximate elements of practice. This includes practice leading a whole-class
or small-group discussion, roleplaying a discussion with a pupil, rehearsing a
lesson introduction, or participating in a fishbowl discussion taking the part of
a pupil or a teacher.

3. analyze pupils’
learning

The extent to which candidates have opportunities to practice analyzing pupil
learning; to examine or analyze pupil work; to work with pupils and analyze
their skills, abilities, or needs; or to look at classroom transcripts or videos and
analyze pupil learning.

4. include teaching
materials, artifacts,
and resources

The extent to which candidates have opportunities to use, discuss, or analyze
artifacts or resources from real classrooms and teaching, including videos of
teachers, cases about teaching and teachers, samples of real pupil work, and

transcripts of classroom talk.

5. talk about field

The extent to which candidates have opportunities to discuss or relate what

placement they are discussing or doing in class to their own fieldwork or student-teaching
(e.g., bring in their own pupils’ work).
6. take pupils’ The extent to which candidates have opportunities to do work that their own

perspective

pupils will or might do (e.g., read texts or solve problems) or to take the pupils’
perspective (in terms of learning styles, adolescent perspectives and concerns,
pupils’ needs and strengths).

7. see models of
teaching

The extent to which candidates have opportunities to see teacher educators
modeling the practices discussed in class (e.g., a good lecture for K-12 pupils,
group work, or giving good feedback).

8. see connection
to national or state
curriculum

The extent to which candidates have opportunities to read, review, critique, or
analyze materials specific to the national, state, or local context (e.g., read or
analyze national, state, or local curriculum or local regulations for teacher
evaluation or standards).

Plan for teaching and teacher role(s). Scholarship on TE has revealed that plan-
ning is a key strategy for learning to teach and connecting to practice (Grossman
et al., 2009; Kunzman, 2002; Windschitl et al., 2012). Windschitl et al. (2012)
identified planning as a core practice of teaching and developed a tool to guide
their candidates’ planning skills, focusing on constructing the big ideas of
science teaching. Kunzman (2002) found that teacher preparation helped teacher
candidates develop their planning capacities and design their instruction based
on their visions of good teaching. Examining preparation programs, Grossman et
al. (2009) found that teacher candidates had fewer opportunities to enact practice
(OEP; e.g., lesson and unit planning) than novices in other professions.

Practice and rehearse teacher role(s). Scholars have argued that, to be more
centered in practice, courses must allow candidates to practice and rehearse
teaching, not just read about teaching (Ball & Forzani, 2009; Grossman et al.,
2009; Kennedy, 1999). Potential practices include responding to pupils’ mathe-
matical ideas (Lampert et al., 2013), engaging pupils in investigations (Janssen
et al., 2014; Kloser, 2014), reading aloud (Reid, 2011), and modeling historical
thinking (Fogo, 2014) or mathematical procedures (Hiebert & Grouws, 2007).
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Studies have identified these opportunities as those most neglected in TE, so we
wondered whether the programs we examined provided such opportunities.

Analyze pupils’ learning. Some work on grounding in practice has focused
on providing opportunities for new teachers to analyze pupils’ work for trends or
patterns (Ball & Cohen, 1999; Boyd et al., 2009; Windschitl et al., 2012). Ball
and Cohen (1999) noted that “samples of student work could be used to inquire
into what students have learned, and whether it was what the teacher intended”
(p. 14). Hiebert, Morris, Berk, and Jansen (2007) argued that knowledge about
pupils’ learning could inform the teacher candidates about the effects of their
instructional practices.

Include teaching materials, artifacts, and resources. Scholars have argued
that teachers need opportunities to study tasks and teaching materials relevant
for prospective classroom teaching (e.g., lesson plans, learning materials, assign-
ments, textbooks). Examining these “records of practice” makes teaching prac-
tice “studyable” and helps new teachers see different versions of teaching and
learning (Ghousseini & Sleep, 2011; Martinez, Borko, & Stecher, 2012).

Talk about field placement. Providing opportunities to talk about field
placement and connect theories of teaching and learning with classroom experi-
ence decisively links coursework and practice. However, teacher candidates
need structure and support when reflecting on their experiences (Darling-
Hammond, Holtzman, Gatlin, & Heilig, 2005). The focus on research-based TE
in Finland (Niemi, 2016), Norway, and Ireland (Conway & Munthe, 2015) has
emphasized that candidates should develop an inquiry stance toward their own
teaching and make autonomous, professional choices based upon informed
reflection. Similarly, reflection on practice has been highlighted in the US
(Valli, 1997) and the Netherlands (Tigchelaar & Korthagen, 2004).

Take pupils’ perspective. In New Zealand, teacher educators have described
opportunities for candidates to play the role of pupils within a problem-solving
approach to teaching mathematics (Bailey & Taylor, 2015). Bailey and Taylor
(2015) argued that this experience helped the candidates envision how this
“ambitious teaching” (p. 121) could be enacted in the future. In the Nordic
countries, taking the pupils’ perspective is also evident in the “seminar tradition”
(see Rasmussen, 2008) in which teacher candidates are expected to prepare to
become teachers by doing the same tasks and assignments that their prospective
pupils will do (Kvalbein, 2003).

See models of teaching. Further, scholars have argued that teacher educators
should model practice to allow candidates to witness and understand complex,
ambitious teaching practices (Bailey & Taylor, 2015; Kvalbein, 2003;
McDonald et al., 2014). McDonald et al. (2014) underscored the importance of
teacher educators modeling teaching practices before the candidates practice
them in “mediated field placements” (p. 501).

See connection to national or state curriculum. In the Nordic countries,
national curricula represent a tradition of linking abstract principles with class-
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room teaching (Carlgren & Kilette, 2008; Niemi, 2016). The New York City
Pathways study identified chances to examine state standards or disciplinary
standards (e.g., National Council of Teachers of Mathematics standards) and
local curriculum (Boyd et al., 2009) as influential practice-based opportunities.

Table 1 summarizes the overall conceptual framework in the CATE study.
This framework was used to analyze ways the different programs might connect
theory and practice in the observation data, and it was used to develop the
survey instrument, which we also report on in this paper.

Methods

Participating programs

We designed this exploratory study as a multiple-case study, sampling cases to
provide information about how coursework is grounded in practice with suffice-
ent diversity and opportunity to learn about complexity concerning this pheno-
menon across contexts (Stake, 2006, p. 23). We used a comparative design
focusing on eight programs in five countries: Cuba, Chile, Finland, Norway, and
the US.' We selected institutions that prepared teachers for grades 8-13, due to
the increasing attention on secondary student achievement (e.g., on tests such as
TIMSS and PISA), providing a broader context for our findings. Participating
programs were situated at the University of Helsinki and Abo Akademi Uni-
versity in Finland; the University of Oslo and Norwegian University of Science
and Technology (NTNU) in Norway; Stanford University and the University of
California, Santa Barbara (UCSB), in California, US; the Instituto Superior
Pedagdgico Enrique José Varona in Havana, Cuba; and Pontificia Universidad
Catdlica de Chile (PUC), in Santiago.

Purposive sampling is preferable for multiple-case studies over sampling the
most typical cases (Stake, 2006). We chose contexts that offered variation in
ways of grounding teacher preparation in practice, while being similar enough
for comparison. All programs represented contexts that have redesigned TE by
strengthening the link to practice. For instance, Finland has long emphasized
teacher preparation and a skilled teaching force including teacher training at the
master’s degree level in all subject areas and grade levels (Organization for
Economic Co-operation and Development [OECD], 2014; Sahlberg, 2011).
Both Helsinki and Abo Akademi University have supported local teacher
training schools that serve as sites for fieldwork and student teaching. Stanford
has redesigned their teacher training program around a well-articulated vision of
good teaching, including substantial efforts to integrate courses with field place-
ment and opportunities for candidates to rehearse teaching (Hammerness, 2006).
The University of Oslo, with a less developed national tradition for teacher
preparation research (Munthe & Haug, 2009), has been undergoing substantial
reform that reflects a growing nationwide TE reform. Norway has invested
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substantial resources and efforts in teacher education (Munthe, Malmo, &
Rogne, 2011; Norwegian Agency for Quality Assurance in Education
[NOKUT], 2006); beginning in 2017, all Norwegian K-12 teachers must hold a
master’s degree (Norwegian Government, 2014). In 2007, Chile initiated
national policy changes to improve TE including required accreditation for all
programs, a new exit exam, and required standards for all new teachers. Since
2010, the program at Santiago has been deepening pedagogies of practice.
Cuban TE has contributed to an “outstanding” educational system, enabling
schools to perform like those in OECD countries, despite Cuba’s status as a
developing nation (Gasperini, 2000).

Almost all programs were one-year programs candidates attended following
a bachelor’s or master’s degree. Some programs (i.e., the Finnish programs and
NTNU) had a flexible five-year or one-year design (see Table 2).

Table 2: Background information per program

Program | Length | Organi- Amount | Acceptance No. of Participants | % male
of pro- | zation of | of field- | rates intothe | candidates | in survey partici-
gram fieldwork | workin | programs, study pants
= S o | = hours in %

(8|3 | 2

Sla| g | &
o n
=1

Helsinki X X 540 10-40° 410 75 32

Abo X X | 432 89° 40 - -

Oslo X X 480 21 160 122 42

NTNU X X 520 44 220 = =

Stanford | x X 780 = 72 72 35

UCSB X X 1000 67 29 = =

PUC X X 360 48 96 78 31

Varona X | x 1280 =5 19° 139 26

% Depending on subject. ® The acceptance rate seems high because the Finnish education system has
three types of teachers: subject teachers, class teachers, and special education teachers. Our sample is
from a program for subject teachers, which has a higher acceptance rate because these candidates have
already completed one university acceptance process for their major studies. In comparison, the
acceptance rates at Abo in 2012 were only 22% for class and 13% for special education teacher
candidates. © These data were not obtained. ® This program educates math teachers only. ¢ Data not
obtained (e.g., due to too small sample size or reversed items not reverse rated). " Including candidates
from programs providing other subject matter preparation than mathematics.

Also, the acceptance rates were low at all programs, except for UCSB. The pro-
gram size varied (see Table 2) from Helsinki as the largest and Santa Barbara
and Abo as the smallest.

Data sources, data collection, and analysis

Drawing upon classroom observations, related artifacts, and surveys of teacher
candidates, this study aimed to examine the degree to which the programs
provide opportunities to link to and enact practice during coursework. In
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understanding program variation, we operationalized these indicators in our
instruments (e.g., surveys, rubrics) to identify their presence or absence in the
programs.

The third author collected data at two sites, while four trained research
assistants collected data at the other sites. The assistants spoke the language of
instruction, and the instruments used were developed within the CATE study
(see Hammerness & Klette, 2015, for an overview of the data collection).
Below, we briefly describe the data sources and collection instruments.

Surveys

We developed a survey to investigate candidates’ OEP, drawing on the concept-
ual framework and eight dimensions outlined above. The survey includes items
on issues of coherence across the program elements; however, teacher candi-
dates’ perceptions on program coherence are reported in separate articles (see
Canrinus, Bergem, Klette, & Hammerness, 2015, 2017). In this article, we report
on the survey items tapping the teacher candidates’ opportunities to enact
practice during campus coursework (11 items in total, see Figure 1). To ensure
the instrument was linked to high-quality analytical tools used in relevant
educational studies, the survey builds on the instrument used in the New York
City Pathways Study (Boyd et al., 2006). Boyd et al. designed their study to
explore the characteristics of TE programs in the New York region. Our survey
asked teacher candidates to indicate on a four-point scale (1 = none; 4 =
extensive opportunity) the extent to which they had the opportunity to do what
was described in each item. To ensure that items were understood and were
valid and reliable after translation, we performed cognitive interviews with some
candidates at Helsinki, Stanford, and Oslo. Analyses revealed that candidates
understood the terms and did not reveal any problematic items.

Survey data were collected from 486 teacher candidates across the five
programs (see Table 2). Participation in this study was strictly voluntary. As we
used a paper-and-pencil survey distributed at mandatory courses, response rates
for four of the five programs were close to 100%. The only exception to this was
Helsinki (23%)% which lacked obligatory classes and offered flexible
scheduling. All students present in class when we distributed the survey returned
a completed survey. Even though the overall response rate at Helsinki was low,
this sample appears to be representative as respondents’ ages and subjects were
similar to the population. Across all five programs, the participants consisted of
33% males, similar to the average gender distribution in the teaching population
in OECD countries (OECD, 2013).

Analyses of survey data

To investigate similarities and differences between the programs, we used
analysis of variance (ANOVA) at the scale level and multivariate ANOVA at
the item level. We checked for homogeneity of variance using Levene’s test.
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This outcome showed that variances were unequally distributed across the pro-
grams. Therefore, we used the Welch F-test to compare all programs and Games
Howell to explore similarities and differences between programs (Tomarken &
Serlin, 1986).

Observations

Observations occurred over a three-week period at each of the six initially
participating TE programs. This resulted in approximately eight hours of
teaching in each course at each program, a total of 104 hours of observation.
While three weeks represents a limited period for candidates to make connec-
tions to practice in their methods courses, observational studies from K-12
classrooms have suggested that four consecutive lessons per classroom provide
sufficient information for an overview of teaching quality (Ball & Hill, 2009;
Klette, 2009). As such, we estimated that three weeks in a TE classroom would
be sufficient. Altogether, this study covered 18 weeks of observation, offering
valuable insight into the teaching practices of these TE programs.

The authors systematically trained all assistants to take detailed field notes,
including spoken dialogue and exact quotations. The observations were typed as
real-time field notes. On average, we had 10-15 pages of observation notes for
each class. To support our analysis, our data included artifacts like typed or
handwritten assignments, PowerPoint slides, and candidates’ work in class. The
written notes and supportive artifacts constituted the data for our analysis.

Analysis of observation data

We coded the candidates’ OEP based on the eight dimensions in our analytical
framework using the software HyperResearch 3.5.2. We wanted to capture the
extent of these opportunities (e.g., quality and time), so we developed a coding
book that operationalizes each dimension on a 1-4 scale.* We assigned each
lesson a score for each dimension. Reported scores (one for each dimension)
were the averages of the scores of all lessons we observed during the three
weeks in each TE program (see Figure 1). We double-coded 8.7% of our data to
calibrate the scoring. The strength of agreement was good with Kappa = 0.66
(Fleiss, Levin, & Paik, 2003).> After inter-rater reliability was established, the
first author coded all lessons and picked excerpts to illustrate the characteristics
of a higher score of the dimensions.

Findings

Surveys

Analyses of survey data suggest considerable similarities across the programs.
Looking at the candidates’ opportunities to enact certain practices in our frame-
work, relative to other practices, all programs’ candidates reported they had
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most extensive opportunities to do the following: plan for teaching (1A), exam-
ine national/state/local curriculum (1F), examine actual teaching materials (1E),
and discuss experiences from field experiences (11); see Figure 1.
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Figure 1. Mean score per item per program

Similarly, candidates across all programs reported having the fewest oppor-
tunities to examine samples of K-12 students’ work (1C), examine transcripts of
K-12 classroom talk (1G), and watch or analyze videos of classrooms teaching
(1H). The findings reveal a similar pattern of OEP across programs.

Observations

Our analysis revealed that candidates had extensive OEP by the inclusion of
teaching materials, artifacts, and resources (dimension 4 [D4]) and by taking
the pupils’ perspective (D6). They had some opportunities to talk about field
placement (D5), plan for teaching and teacher role(s) (D1), and see the
connection to national, state, or local curriculum (D8). The teacher candidates
had few opportunities to practice or rehearse teacher role(s) (D2), analyze
pupils’ learning (D3), or see models of teaching (D7). Figure 2 summarizes
these findings across programs.
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Figure 2. The extensiveness of OEP across all programs, expressed as the mean of scores for each
dimension across all observations

As displayed in Figure 2, we found a tendency across all programs for candi-
dates to have fewer opportunities to rehearse teaching, analyze pupils’ learning,
and see models of teaching practices than include teaching materials and take
the pupils’ perspective (e.g., solve tasks and assignments their pupils might be
given). As such, the observation data corroborates the pattern found in the
survey data (Figure 1),

Discussion

Our findings indicate that the dimensions we explored resonate across programs
and with teacher candidates. Cognitive interviews with some candidates demon-
strate that the survey ‘made sense’ even in very different contexts, and they
understood what we were asking them. Despite the challenges of cross-case,
comparative work (cf. Blomeke & Paine, 2008) and challenges in translating our
surveys, our findings suggest comparable data that reveal linkages to practice in
these programs and enabled us to look across programs. Overall, our instruments
give a glimpse into the ‘black box’ of how TE coursework provides oppor-
tunities to link to practice. Furthermore, our survey and observation findings
illustrate similar themes and patterns in what we have termed ‘established’ and
‘evolving’ ways of linking to practice in different program and country contexts.

Across all programs, we see evidence of opportunities to link to practice. For
instance, our survey data and observation data reveal that candidates in all
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programs had considerable opportunities to work with real artifacts (e.g.,
textbooks, syllabi, course materials). We also find that candidates had consider-
able opportunities to connect their work to the national curricula across pro-
grams. Given the importance of designing curricula that link to opportunities for
teacher candidates to learn, this is an encouraging finding.

Lesson planning has been a stable and consistent facet of teacher practice in
TE programs (Kunzman, 2002). While the findings across our data sources
differ slightly, we find that candidates in all programs had several opportunities
to plan for teaching. Given that this is a critical feature of teaching, it seems
appropriate that candidates had considerable opportunities in this area. While we
see fewer planning opportunities in our observation data, this may be due to the
timing of our observations in the methods courses, as some of the programs had
their fieldwork organized in intervals, and might not have emphasized planning
in periods when the candidates were not about to enter their fieldwork. In the
observation data, we also see considerable opportunities for candidates to take
the pupils’ perspective, which is a critical part of planning and understanding
how pupils may make sense of tasks and materials.

We also identify considerable opportunities to talk about field placements.
Methods courses and the coursework on campus represent an important site for
candidates to reflect upon and deconstruct their experiences in schools. We
would assume that programs make these connections possible and frequent for
candidates in coursework at the university. Yet, we acknowledge that this kind
of talk may not always be of high quality and may not get candidates closer to
enacting practice.

Overall, our data sources reveal somewhat fewer opportunities to rehearse or
roleplay teaching practices. Our data suggest some opportunities in this area and
perhaps more than we expected given the rarity of these occurrences in US
teacher education (Grossman et al., 2009). Related to these OEP, teacher educat-
ors have acknowledged that the shift toward practice-based TE requires con-
siderable changes for teacher educators themselves. Asking candidates to enact,
simulate, and rehearse requires teacher educators to shift their practices away
from leading discussions and reflective conversations toward modeling and
coaching such practices (Grossman et al., 2009; Stroupe & Windschitl, in press).
Given the relative newness of the work to involve teacher candidates in enacting
practices, we are somewhat surprised to find that candidates reported teacher
educators modeling practices, though this finding differed across data sources.

Our candidates reported fewer opportunities to look at samples of pupils’
work, to analyze videos from real classrooms, and to analyze examples of work
by real classroom teachers. These resources seem to be used far less frequently
by teacher educators, perhaps because of issues with access, permission, or lack
of high-quality examples. Indeed, candidates in these programs reported fewer
opportunities to discuss, consider, and analyze pupil learning, yet many edu-
cators would agree that analyzing pupils’ work and strategizing how to use the
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findings to inform instruction is central to the work of teaching. Increasingly,
teacher educators argue that pupils’ learning should be at the center of teacher
learning and education (Windschitl et al., 2012). Indeed, recent research has
found that mentor—teacher candidate teams learn even more deeply when pupils’
work is at the center (Thompson, Windschitl, & Braaten, 2013). Our consistent
finding about the scarcity of such opportunities points to a generative and
important area for attention and improvement.

Implications

This study’s findings point to some key implications for TE in methods and
research as well as in program design and pedagogy. This cross-case, compara-
tive study provides initial data suggesting that, on some level, we can begin to
look at issues of linkages to practice and find patterns across programs. While
we recognize the considerable contextual differences, the consistent patterns we
see across data sources and across programs suggest that, within TE, we can
work to develop some common understandings and frameworks that allow for
examination across contexts. Our initial findings also suggest that the develop-
ment of instruments and measures to be used across programs, even in quite
different national contexts, is a worthwhile and potentially fruitful pursuit.

Despite the differences in programs, policy contexts, and national education-
al contexts, our research reveal the potential for cross-case examination to offer
understanding of the longstanding challenges of linking TE to teaching practice.
Across these programs, we see established and evolving approaches of connect-
ing to practice, and we see evidence of both efforts across our data sources.
Opportunities to ground candidates’ learning in artifacts of teaching and to learn
about teaching in the context of national curriculum, for instance, seem well
established in the programs we studied. While we were less certain we would
see opportunities to enact teaching practice or to rehearse or simulate such
practice, we find growing evidence suggesting that they are evolving and gain-
ing ground in the programs. We also see some evolving opportunities to analyze
pupil learning. It might be useful for each program to consider its current
opportunities and ask if they seem appropriate or if some areas need more
attention. Looking across programs not only confirms efforts to strengthen links
to practice, showing some areas that reveal increasing attention, but also illumi-
nates arenas for even deeper connections to practice that programs can now
begin to pursue.
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