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      Teaching and Teacher Education: The Need 
to Go Beyond Rhetoric                     

     John     Loughran    

1          Introduction 

    There have been debates about how, where, by whom, and for what purposes teachers 
should be educated ever since teacher education emerged … For just as long, there have 
also been debates about what kind of an activity teaching is and what knowledge and skills 
teachers need to have in order to teach well. (Cochran-Smith & Demers,  2008 , p. 1009) 

   As has been  demonstrated   time and time again, when questions about the quality 
of teaching and teacher education arise, responses are often based on individuals’ 
personal experiences and opinions,  education systems’   expectations, demands and/
or  politicians’   desires for higher rankings through various international educational 
testing schemes. It is not surprising then that views about teaching and teacher edu-
cation end up being infl uenced by sweeping generalisations that masquerade as  evi-
dence   and that the type of data used to shape policy is based on bold statements such 
as, ‘Parents are concerned about  teacher quality   …’; or ‘ Principals   see a decline in 
 standards   of  beginning teachers   …’; or ‘Teacher education does not make student 
teachers classroom ready’. 

 Cochran-Smith and Demers (above), like many before them, highlighted the 
recurrent nature of debates about teaching and teacher education. As has been 
argued elsewhere, teaching and teacher education are complex and  sophisticated   
enterprises (Bullock,  2011 ; Labaree,  2000 ; Loughran,  2015 ; Richardson,  1997 ) 
although they are not necessarily recognized as such by the casual observer. So why 
is it that the same debates continue and that public expectations of teaching and 
teacher education do not appear to be realized? Darling-Hammond ( 2006 ) offered 
one way of interpreting the situation:
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  One of the most damaging  myths   … is the notion that good teachers are born not made. 
This superstition has given rise to a set of policies that rely far too much on some kind of 
prenatal alchemy to produce a cadre of teachers … and far too little on systematic, sustained 
initiatives to ensure that all teachers have the opportunity to become well prepared. 

 A companion myth is that good teacher education programs are virtually non-existent 
and perhaps even impossible to construct. As a consequence of the fi rst myth or their own 
experience, a startling number of  policy makers   and practitioners appear to believe one or 
more of these notions: that teaching is mostly telling others what you know and therefore 
requires little more than subject matter knowledge, that people learn[ing] to teach learn 
primarily from (more or less unguided) experience, or that education schools can offer little 
more than half-baked “theories” that are unnecessary and perhaps even an impediment in 
learning the practical requirements of teaching. Thus there is little reason to require much 
in the way of  teacher preparation   or to invest in the institutions that are expected to prepare 
teachers to teach. (p. ix) 

   If teaching is not understood as complex and  sophisticated   business then there is 
little wonder that teacher education is also dismissed as simplistic and superfi cial 
leading to front loading views of, and sadly, approaches to, what teaching teaching 
should entail. Hence, Darling-Hammond’s conclusion (above) that such thinking 
leads to a view that there is little need to invest in  teacher preparation  , unfortunate 
though it may be, poses major  challenges   for mounting claims to the contrary. But, 
just stating that teacher education is complex and  sophisticated   business does not 
resolve the situation. 

 This chapter examines four issues (the notion of a  prescribed curriculum   for 
teacher education; a  vision for teaching  ;  professional    knowledge   of practice; and, 
 evidence   of  impact  ) that offer a starting point for a more informed debate about 
teaching and teacher education – something that is crucial if Darling-Hammond’s 
 myths   are to be addressed and the situation is to substantially change. In so doing, 
the  challenge   is to go beyond the common rhetoric associated with existing practice 
and make clear that teaching and teacher education is complicated,  sophisticated   
and important business.  

2      Prescribed Curriculum   

  Criticism and ridicule of teaching and teacher education is not new, Labaree ( 2004 ) 
encapsulated the ever persistent complaints well when he stated that:

  Education in general is a source of chronic concern and an object of continuous criticism … 
[yet] citizens give good grades to their local schools at the same time that they express 
strong fears about quality of public education in general … [Such] threats include every-
thing from multicultural curricula to the decline in the family, the infl uence of television, 
and the consequences of chronic poverty. One such threat is the hapless and baleful educa-
tion school, whose incompetence and misguided ideas are seen as both producing poorly 
prepared teachers and promoting wrong-headed curricula. For the public at large, this insti-
tution is remote enough to be suspect (unlike the local school) and accessible enough to be 
scorned … [making] it the ideal scapegoat, which allows blame for problems with schools 
to fall upon teacher education … for critics of public education, the ed school’s low status 
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and its addiction to progressive educational rhetoric make it a convenient target for blame. 
(p. 3) 

   To some, the idea of a prescribed teacher education  curriculum   is enticing; the 
argument often being that ‘if teacher education taught the right things, the right way, 
then students of teaching would be properly prepared for the demands of teaching’. 
But as studies of  curriculum      consistently illustrate, just setting a mandated  curricu-
lum   does not necessarily lead to the desired learning outcomes; not least because of 
the range of issues associated with  curriculum   alignment, i.e., the hidden  curricu-
lum  , excluded  curriculum  , recommended  curriculum  , written  curriculum  , supported 
 curriculum  , tested  curriculum  , taught  curriculum   and learned  curriculum   (Glatthorn, 
 1999 ). Clearly, the interactions between these curricula  challenge   the perceived 
cause and effect expectations that tend to fl ow from a misguided belief that mandat-
ing the  curriculum   will resolve the situation. 

 With all that we know about teaching and learning, although the notion of a lin-
ear relationship might be comforting, it does not apply in education in the ways so 
often expected – in contrast to some areas of science where the experimental and 
control approach is steadfast. In fact, as the literature on educational change contin-
ues to illustrate, when a linear cause and effect problem solving approach is applied 
to teaching and learning, an ever-growing set of issues that infl uence the perceived 
problem tend to emerge as opposed to leading to a generalizable solution. As a con-
sequence, the suggested solutions begin to create their own new sets of problems, 
all of which tend to distract from the original problem initially set to be ‘solved’. 
Much of the ‘can be solved with a single solution’ approach is as a consequence of 
assuming that teachers can (should) be told what to do, ignoring the fact that teach-
ers are professionals who in the normal course of their work are constantly making 
judgements about what to do, how and why, in response to not just the  curriculum   
but more importantly, their learners and their pedagogical context. 

 There is furious agreement that quality in teaching matters, “even among those 
who argue for diametrically opposed approaches to  teacher preparation  , there is an 
apparent consensus that  teaching quality   is a critical infl uence on how and what 
students learn. The frequency of citations by researchers and  policy makers   of all 
stripes … [is] that individual teachers are the single largest factor that adds value to 
student learning” (Cochran-Smith,  2003 , p. 95). The same clearly applies in teacher 
education. Teacher educators matter; they critically infl uence how students of teach-
ing learn about, and come to understand, teaching. 

 It seems reasonable to suggest then that, rather than attempting to  mandate   the 
correct ‘what and how’ of teacher education, it is more judicious to consider the 
vision it projects for teaching; a vision that should be strong and clear. It is hard to 
argue against the notion that teacher education should be able to create a vision of 
what teaching is (or should be) and purposefully build ways of making that tangible 
in the work of students of teaching. If that is the case, then support of that vision 
requires at least two foundational components: the ability to develop teachers’  pro-
fessional knowledge   of practice that is  articulable  , useable and therefore highly val-
ued; and, the expectation that that knowledge will  impact    teachers’   practice and, as 
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a consequence, lead to enhanced student learning. If that were the case, then teacher 
education would be in a position to offer the  evidence   necessary to push back against 
Darling-Hammond’s  myths   and superstitions that continue to confound and trivi-
alise the serious work of teaching and teacher education. That is a  challenge   that 
must be addressed and is the imperative for going beyond rhetoric.   

3     A  Vision for Teaching   

  The notion of a  vision for teaching   offers an opportunity to create a meaningful way 
to argue against views of practice that are primarily based on a transmissive or bank-
ing model of teaching (Freire,  1972 ). In a study of priorities for teacher education, 
Kosnik and Beck ( 2009 ) found that their participating teachers “gave a high priority 
to having a general teaching approach or philosophy … a “vision” for teaching. 
Being helped to develop such a vision was one of the things they appreciated most 
in their pre-service program” (p. 147). However, they also cautioned that there were 
problems with creating a  vision for teaching   in teacher education programs. Three 
issues in particular that they noted were that visions were often: too abstract; too 
narrow; and/or, unrealistic. They proposed nine principles that they considered vital 
to creating a sound  vision for teaching  :

    1.    Pursue a broad range of goals   
   2.    Select and prioritize objectives, topics and activities   
   3.    Connect to students’ lives   
   4.    Engage students   
   5.    Teach for depth   
   6.    Integrate learning   
   7.    Build community in the classroom   
   8.    Teach  inclusively     
   9.    Build close teacher-student relationships. (p. 157)    

  Kosnik and Beck’s principles are certainly laudable, but it is not diffi cult to see 
how they could unwittingly be interpreted by a teacher as being realized in practice 
without necessarily questioning the nature of one’s existing practice. Such a per-
spective was not uncommon when teachers were initially introduced to  PEEL   
(Project for Enhancing Effective Learning; Baird & Mitchell,  1986 ; Baird & 
Northfi eld,  1992 ), a teacher-led project that aimed to develop students as active 
learners by explicitly developing their metacognitive skills by teaching for under-
standing as opposed to teaching through transmission. Despite the major shift to 
teaching and learning inherent in the aims and practices of  PEEL  , many teachers 
introduced to the project were often of the view that they were already teaching in a 
manner congruent with a  PEEL   approach. 
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 Teachers involved in  PEEL   were typically attracted to the project because they 
recognized the poor learning tendencies (see, Mitchell,  1992 , p. 179 for full details) 1  
that fostered passive learning in their classrooms. Interestingly, many teachers not 
involved in the project also acknowledged these features as typical in their students. 
But the difference between involvement and non-involvement in  PEEL   often hinged 
on whether, as a teacher, there was some acceptance of responsibility for their stu-
dents’ learning behaviours. For example, when fi rst introduced to  PEEL   Hynes 
( 1997 ) stated:

  I listened carefully to what Ian [Mitchell] and John [Baird] were saying and how they saw 
what the program meant. I spent a great deal of time thinking over a couple of basic issues 
which left me with an insecure feeling – my reaction to the meetings and what everyone 
was saying was ‘but I do this anyway! – I can’t quite grasp onto how their ideas are different 
to what has been said and tried before’. (pp. 28–29) 

   Many teachers were of this view. They recognized that their students were pas-
sive learners however they tended to consider passive learning to be a part of ‘nor-
mal schooling’, rather than being linked to the nature of their teaching. Hence the 
‘we already do this’ view of teaching masked the reality of their existing classroom 
practice. It is not hard to see then how important it is to create a  vision for teaching   
through which the rhetoric and reality match! 

 As this brief  PEEL   example suggests, the  challenge   for teacher education is to 
consistently create meaningful pedagogical experiences through which purposeful 
teaching transforms subject matter through learning, and in so doing, to make the 
links between teaching and learning explicit. Because the long recognized   appren-
ticeship of observation    (Lortie,  1975 ) dramatically infl uences how many students of 
teaching have experienced, and therefore conceptualize teaching, the ability to cre-
ate a realistic vision that  challenges   their experiences of teaching and learning is no 
simple task. 

 Many aspects of teacher education can rightly be criticized for reinforcing trans-
mission as the dominant mode of practice rather than challenging it. If students of 
teaching are to understand teaching as more than transmission then telling them it is 
not so can never suffi ce. Teacher educators need to embrace what it means to genu-
inely model teaching for understanding in order to consistently reinforce the devel-
opment of  pedagogical relationships   that result in quality learning. Creating 
opportunities for students of teaching to see into their teacher educators’ pedagogi-
cal reasoning is crucial in order to illustrate that good practice is not innate, but 
thoughtfully structured and conducted. 

 To  challenge   the ‘we already do this’ view of teaching, teacher education must 
primarily be a site in which practice is opened up for scrutiny, exploration and 
research. Teacher educators must be able to illustrate that teaching is more than tell-
ing and learning is more than listening. They must consistently model not just good 

1   Briefl y, the list of Poor Learning Tendencies (PLTs) is: (1) superfi cial attention; (2) impulsive 
attention; (3) premature closure; (4) inappropriate application; (5) staying stuck; (6) non-retrieval; 
(7) ineffective eradication; (8) lack of internal refl ective thinking; and, (9) lack of external refl ec-
tive thinking. 
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teaching, but illustrate how that teaching is conceptualized, structured, implemented 
and reviewed. In that way, the complex and  sophisticated   nature of teaching can be 
made clear to students of teaching as they experience it. 

 Going beyond an ‘activities that work’ (Appleton,  2002 ) approach to the teach-
ing  and  learning of teaching matters. Teacher educators’ practice needs to be 
responsive to, whilst also challenging, the needs and expectations of their students 
of teaching. There is a constant need to extend learning about teaching so that stu-
dents of teaching seriously engage with the complexity of practice.

  The remarkable feature of the  evidence   is that the greatest effects on student learning occur 
when teachers become learners of their own teaching, and when students become their own 
teachers. When students become their own teachers, they exhibit the self-regulatory attri-
butes that seem most desirable for learners (self-monitoring, self-evaluation, self- 
 assessment  , self-teaching 2 ). Thus it is visible teaching and learning by teachers and students 
that makes the difference. (Hattie,  2012 , p. 18) 

   In essence, a vision of teaching should be suffi ciently concrete and useable to 
genuinely shape one’s practice. Teaching for quality learning requires  sophisticated   
knowledge  of  and  in  practice. Teacher education should therefore support students 
of teaching to make that vision robust,  articulable   and realizable in their practice. In 
that way, teachers’  professional knowledge   of practice might be catalysed.   

4      Professional    Knowledge   of Practice 

   A strong example of how an important aspect of a  vision for teaching   might unwit-
tingly be undercut is encapsulated in academic arguments about teachers’  profes-
sional knowledge   of practice. There has long been debate about knowledge in 
relation to teaching and the ways in which defi nitions of such knowledge shape 
what does, and does not, count and the perceived status fl owing from such decisions 
and allocations. Fenstermacher ( 1994 ) drew attention to the distinction between the 
knowledge that “teachers generate as a result of their experience as teachers, in 
contrast to the knowledge of teaching that is generated by those who specialize in 
researching teaching” (p. 3). In so doing, he posed an important question about the 
nature of teachers’ knowledge of practice – whose knowledge is it and what purpose 
does it serve? 

 Schön ( 1983 ,  1987 ) captured some of the salient features of differences in under-
standings about, and perceived value of, knowledge. He examined the nature of 
theoretical knowledge emanating from the ‘ivory towers’ and the practical knowl-
edge imbued in the ‘swampy lowlands’. His exploration of these forms of knowl-
edge focused in on how a technical rational approach to practice contrasted with a 
practitioner’s  knowing in action  . Schön began to articulate the tacit knowledge 

2   These points resonate well with PEEL  and the importance it places on fostering students’ meta-
cognitive skills through teaching aimed at supporting such an active approach to knowledge devel-
opment and understanding. 
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deeply embedded in a practitioner’s doing and initiated a new wave of interest in 
refl ection that had its crescendo in teaching and teacher education - thus comple-
menting and extending Dewey’s ( 1904 ,  1933 ) earlier work in the fi eld. 

 By refocusing attention on the role of refl ection, Schön heightened interest in 
knowledge of practice. Importantly, in teaching and teacher education, it also trig-
gered new ways of exploring practice, specifi cally from the privileged position of 
the teacher. Teacher research (Clarke & Erickson,  2003 ; Cochran-Smith & Lytle, 
 1990 ,  1993 ; Mitchell,  2002 ), practitioner research (Cochran-Smith & Lytle,  2004 ; 
Zeichner & Noffke,  2001 ) and self-study (Bullough,  1994 ; Hamilton et al.,  1998 ; 
Loughran, Hamilton, LaBoskey, & Russell,  2004 ) led to the development of knowl-
edge of practice,  for  practice,  by  practitioners. As these practice-based research 
approaches gained momentum, they initially sat ‘uncomfortably in the hallowed 
halls’ as their products were not necessarily considered commensurate with the 
more highly valued public/codifi ed knowledge from more traditional research 
approaches. As teacher education has long jockeyed for position in the hallowed 
halls of academia, it too has struggled to come to grips with how to portray, enact 
and value knowledge of teaching. Unfortunately that struggle has heightened ten-
sions around the  theory-practice gap   (Nuthall,  2004 ), most notably exacerbating 
tensions for students of teaching through their professional experience. 

 Students of teaching need to be able to see, and experience, knowledge of teach-
ing as making a difference in their practice and, as a consequence, enhance their 
students’ learning. Therefore, teacher educators need to be able to make informed 
choices not only about what knowledge is important in teaching about teaching, but 
also how it might be used by their students of teaching and support their learning 
about teaching.

  Research is often seen by teachers as too theoretical, too idealistic, or too general to relate 
directly to the practical realities of classroom life … they consider [research reports] pri-
marily as a source of useful ideas about things they might try when circumstances permit. 
They evaluate research by fi nding out if its recommendations can be effectively adapted to 
their own classrooms. (Nuthall,  2004 , p. 274) 

   Nuthall (above) accurately describes a major issue in relation to research and 
teaching; and by extension, teacher education. If teachers apply recommendations 
from research in their classrooms and they are found to be wonting, it tends to rein-
force the view that theory is less than helpful in practice. 

 There is a great need for research fi ndings to resonate with teachers’ experience 
of their understanding of student learning in their classrooms. From a teacher’s 
perspective, it does not matter how generalizable research fi ndings might be, nor 
how robust or rigorous the method that led to those fi ndings might be, if when 
applied they do not make a difference in an individual’s classroom, they do not mat-
ter. As a consequence, a teacher’s knowledge (however that might be defi ned) 
derived of personal experience tends to be more highly regarded by that individual 
than research knowledge that can too easily be seen as abstract and removed from 
the reality of classroom practice. 
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 If teacher education cannot illustrate the value of research and portray the resul-
tant knowledge in meaningful ways for students of teaching, then it more than likely 
reinforces the oft’ bemoaned  theory-practice gap   (Korthagen & Kessels,  1999 ). 
Munby and Russell ( 1994 ) described how students of teaching are confronted by the 
tension between the   authority of position    and the  authority of    experienc    e .  Authority 
of position   can be seen as carrying similar intentions to that of ‘telling as teaching’, 
therefore how teacher educators navigate the teaching of theory is clearly important 
as the  how  perhaps matters more than the  what . Teacher educators need to ensure 
that students of teaching do not experience a situation in which ‘knowledge from on 
high is transmitted to them’; teaching IS the message (Russell,  1997 ) and in teacher 
education there is little doubt that actions speak louder than words. 

 Teachers typically share their knowledge of practice through stories of classroom 
experiences, activities and teaching procedures. Being able to unpack those experi-
ences, to explore why activities and procedures work facilitates a shift in focus from 
doing to thinking. It is in the underlying pedagogical reasoning that the ability to 
create knowledge of practice begins to come to the surface, and it is in teacher edu-
cation that such reasoning should be nurtured and enhanced. 

 Understanding the nature of knowledge in teaching is crucial to understanding 
how it might  impact   practice so who determines that knowledge, why and how mat-
ters. Teacher education must be at the forefront of making that knowledge clear, 
useable and meaningful in the developing practice of students of teaching. In so 
doing, teachers’  professional knowledge   of practice is able to be articulated, por-
trayed and applied - despite the problematic nature of teaching which is, “an inter-
active process in which teachers must always be creating or adapting methods to 
meet the requirements of the  curriculum   as it relates to the specifi c needs and abili-
ties of their pupils at particular moments in time” (Nuthall,  2004 , p. 276). 

 If students of teaching are to see beyond teaching as doing, they need to have 
such practice modelled by their teacher educators, they need to see that teachers’ 
 professional knowledge   of practice is informative, useful and valued. Teacher edu-
cation must be at the forefront of so doing.    

5      Evidence   of  Impact   

   …   research about teacher education needs now to be undertaken using methods that will 
increase our knowledge about important features of teacher education and its connections 
to the outcomes that are important in a democratic society … however … although empiri-
cal research can inform important decisions about research and policy, it cannot tell us what 
to do. Simply because something has been researched does not tell us much about what 
people actually do or should do in preparation programs. Indeed, we see many instances 
where the same research is interpreted to justify dramatically different practices and policy 
decisions. (Cochran-Smith & Zeichner,  2005 , p. 31) 

   One of the enduring issues around the perceived effectiveness of teacher educa-
tion is the diffi culty associated with offering acceptable  evidence   of  impact  . This 
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issue is one that disturbs education more generally. Those things that can be 
 measured to show  impact   tend to assume a short term, perhaps superfi cial, linear 
cause and effect relationship; something that troubles efforts to support and better 
value deeper learning in contrast to the simple accumulation of information. And, 
herein lies the recursive nature of the educational paradox. When telling as teaching 
and listening as learning dominates, measurement appears as a relatively straight-
forward process. Thus,  assessment   seeks to answer two major questions: If the 
information was delivered (read taught) can it be recounted? If so, how accurately 
is it recounted and how profi ciently can it be used (read learnt)? 

 In seeking quality in teaching and learning there is a need to go beyond recall of 
propositional knowledge in order to pursue deeper levels of understanding. However, 
in so doing,  assessment   becomes increasingly complex and resource heavy. 
Evidence of  impact   therefore requires research that purposefully goes below the 
surface. In education that has typically taken the focus away from large-scale stud-
ies with generalizable outcomes, to small scale, context specifi c cases of particular 
instances or situations. Despite what might be uncovered through specifi c  small 
scale studies  , they tend to be less infl uential in the public domain than studies that 
offer generalizable fi ndings – especially so in the political world where proof of 
improvement in numeric terms inevitably dominates. 

 That does not mean that small scale, context specifi c cases are not important. 
Rather, it is about being clear about purpose and intent. Purposefully investigating a 
situation, seeking to better understand how teaching shapes learning, or being able 
to describe quality of outcomes, may well precede quantifi cation. Understanding 
the relative value of the nature of  evidence   matters - it goes hand in hand with the 
nature of the research. For example, Hattie’s ( 2012 ) visible learning has attracted a 
great deal of attention in recent times because it speaks to issues around teaching 
and learning in ways that can be seen to offer  evidence   of solutions. His extensive 
meta-analyses underpinning effect-size across a large range of specifi c outcomes is 
both informative and impressive. Having such knowledge is helpful; how to do 
something as a consequence requires pedagogical expertise. 

 Expert teachers are skilled and knowledgeable professionals (Loughran,  2010 ) 
who must constantly manage competing pedagogical needs, issues, concerns and 
expectations.

  The act of teaching requires deliberate  interventions   to ensure that there is cognitive change 
in the student; thus the key ingredients are being aware of the learning intentions, knowing 
when a student is successful in attaining those intentions, having suffi cient understanding 
of the student’s prior understanding as he or she comes to the task, and knowing enough 
about the content to provide meaningful and challenging experiences so that there is some 
sort of progressive development. It involves a teacher who knows a range of  learning strate-
gies   with which to supply the student when they seem not to understand, who can provide 
direction and redirection in terms of the content being understood and thus maximize the 
power of feedback, and who has the skill to ‘get out the way’ when learning is progressing 
towards the success criteria. (Hattie,  2012 , p. 19) 

   Evidence of the ability of a teacher to perform in the way described by Hattie 
(above), must surely be powerful. Clearly, the same applies to teacher education 
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where the knowledge, skills and ability necessary to teach teaching abounds. The 
ability to demonstrate expertise carries with it an invitation for teacher educators to 
develop research programs that actively address issues about quality,  impact   and 
value in teaching  and  learning about teaching. 

 Now is the time to decide how to respond to the recurring questions placed before 
teaching and teacher education and to do so in ways that have  impact  . There have 
been countless studies that offer insights into aspects of quality in teaching and 
teacher education. It is time to develop coherent, well-linked research programs that 
build on these fi ndings and offer opportunities to demonstrate (qualitatively and 
quantitatively) that which makes a difference. That which has been learnt from 
small scale, context specifi c descriptive studies needs to be built upon. For example, 
if teachers’  professional knowledge   of  practice   is able to be captured, articulated 
and portrayed, how is it used and to what extent? In a similar vein, what aspects of 
a  pedagogy of teacher education   infl uence teacher educators’ practice? To what 
extent do the results of standardized tests infl uence teachers’ practice? There is a 
pressing need to be able to ‘scale up’ research and seek convincing  evidence   of 
 impact   beyond the particular in order to embrace the general. Challenging as it may 
be, there is a need to be able to offer measures of improvement that speak to the 
demands to be able to show that expertise in teaching and teacher education makes 
a discernible difference. Without such  evidence  , the technical-rational approach 
will always be seen as a simple solution.    

6     Conclusion 

 If teaching really is complex and  sophisticated   business, then teachers themselves 
need to be able to illustrate why that is so. The same applies in teacher education. 
There needs to be a concerted, coherent and thoughtful approach to illustrating what 
teacher education has to offer and how it makes a real difference in the development 
of the next generation of skilled professionals. If teacher education is to be a valued 
starting point for a career as a teaching professional, then teacher educators need to 
lead the way in responding to questions that have, for so long, been answered in less 
than convincing ways to the sceptical observer.

  As every seasoned teacher educator can attest, the work is all-encompassing, sometimes 
exhaustively so. The press of time, of building programs, of dealing with bureaucracies, of 
endless meetings with collaborators, of countless hours with candidates, of getting from 
one school to another, of applying for grants, and more can make philosophical refl ection 
seem like a remote luxury … the politicized environment surrounding teacher education 
generates anxiety, anger, distraction, and confusion. The environment places relentless 
pressure on teacher educators to showcase and defend their work … all of these factors 
militate against calm, tenacious, and honest refl ection on purpose. (Hansen,  2008 , p. 5) 

   If we as teacher educators do not take the time for ‘calm, tenacious and honest 
refl ection on purpose’ as Hansen (above) suggests, and make decisions about what 
to do, how can we expect the situation to change? Although the issues in teaching 
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and teacher education lie heavily on the profession, the response inevitably begins 
with the individual. The  challenges   are clear; at a personal level, how will you 
respond?      
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