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SERIES EDITOR’S FOREWORD

In recent times there has been an increasing focus in the academic literature on the
nature of teacher education, in part as a response to the ways in which education
bureaucracies around the world have sought to position the field and its work.
However, what has often been overlooked has been the role of teacher educators in
the teacher education enterprise (Murray, 2011) as program structure, organisation,
expectations and purpose have tended to dominate. It is almost as though, like
teaching, that the work of teacher educators has been superficially perceived as
relatively straight forward and easy to understand. As a consequence, the purpose
of teacher education, the sophisticated knowledge, skills and ability necessary to do
that work well, are either overlooked or, sadly, ignored. Through this book,
Lunenberg et al. have responded to that situation by offering insights into the
important work of teacher educators. In so doing, they begin to articulate crucial
aspects of what it means to be a teacher educator and to create real opportunities to
better understand what that means in relation to the professional development of
teacher educators themselves.

In order to set the scene for what is their examination of the ‘roles, behaviour
and professional development of teacher educators’, the authors outline a program
of study that makes clear not only how they approached their review the way they
did, but also why it is important; both to them as researchers and to the profession
of teacher educators more generally. The significance of this work should not be
quickly glossed over. Because teacher education is ubiquitous and an integral
component of education systems world-wide, concentration on the organisation of
teacher education has overshadowed the development of deeper understandings of
those that work within the system. With this book, the way in which teacher
educators work, how they develop, what it is they ‘know and are able to do’, and
how their professional learning might be supported and enhanced, comes to the
fore in interesting and informative ways. It begins to frame the ways in which
many individual teacher educator’s studies can be brought together to create the
big picture of teacher education and acknowledge the fundamental purpose of
pedagogy in ways called for by scholars such as Berry (2007), Brandenburg (2008)
and Russell (2010).

Through this book, the authors make clear that if we wish to take ‘being a
teacher educator’ seriously, then it is imperative that data drives our understanding
and, that evidence lies at the heart of the conclusions we draw. As they state, ‘the
goal of the study was to arrive at a solid overview of what is known about the
professional roles of teacher educators, the related professional behaviour, and the
professional development of teacher educators regarding these roles and the
accompanying behaviour’. Their study was carried out with the support of a grant
from The Netherlands Organisation for Scientific Research (NWO) and their
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FOREWORD

analysis is detailed, thoughtfully portrayed and clearly presented. In being
sponsored by NWO, it also illustrates a developing acceptance of the need to study
the field in more systematic and meaningful ways and to go beyond teacher
education as only a preparatory step in becoming a teacher.

In reading this book, the strength of the authors’ knowledge of the field is
immediately obvious. They analyse the literature in ways that offer a range of
engaging perspectives on the nature of teacher educators, their work and their
professional development. They bring to the surface that which might be described
as the status-quo in the profession whilst also highlighting issues and concerns
regarding how some teacher educator roles are constructed, perceived and
performed. Through their analysis, Lunenberg et al. shine a light on aspects of the
field that require more concerted research efforts and highlight the value in so
doing. In essence, they begin to set an agenda for research and practice that might
make a difference for teacher educators, the ways in which they work, and the
manner in which they develop as professionals.

This book demonstrates that the professional development of teacher educators
is gathering attention and building in momentum. Lunenberg et al’s. study creates a
productive way of thinking about what professional development of teacher
educators might mean and how the outcomes of such work might be employed so
that it is useful and applicable for the profession. An obvious outcome of their
focus on studying the professional development of teacher educators is that it also
rekindles interest the nature of teaching and learning about teaching in new ways.
Their study helps to refocus attention on the pedagogy of teacher education and
reminds us all about how important that is as a base for professional knowledge of,
and practice in, teacher education (Heaton & Lampert, 1993; Korthagen & Kessels,
1999; Loughran, 2006; Ritter, 2007).

The professional development of teacher educators appears a natural flow on
from the outcomes of over two decades of work in the field of self-study of teacher
education practices (S-STEP, see Hamilton et al., 1998); a field in which the
authors themselves have been continually involved. As S-STEP has become so
much more a part of the educational teaching and research landscape, the breadth
of work produced by that community is now at such a stage that new questions
about teacher education are emerging that demand more organised and
programmatic responses. Through a community such as S-STEP, the challenges,
ideas, issues and possibilities pertaining to the professional development of teacher
educators may be supported and pursued so that a coherent and constructive
agenda for development might emerge. Lunenberg et al. are very well placed to
support and pursue such an agenda.

This book has set the scene for the next steps in making the work of teacher
educators more public, accessible and understandable. The complex and
sophisticated work of teaching about teaching cannot be dismissed and simplistic
views and approaches to teacher education should not avoid scrutiny. The
challenge now is to ensure that the groundwork established through this book is
built upon in appropriate ways so that it might have genuine impact on the thinking
about, and practices of, teacher education in institutions generally but in their
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FOREWORD

faculties of education more specifically. I have found this book to be most
engaging and thought provoking; I trust the same occurs for you.

John Loughran
Monash University, Australia

REFERENCES

Berry, A. (2007). Tensions in teaching about teaching: Understanding practice as a teacher educator.
Dordrecht: Springer.

Brandenburg, R. (2008). Powerful pedagogy: Self-study of a teacher educator’s practice. Dordrecht:
Springer.

Hamilton, M. L., with, Pinnegar, S., Russell, T., Loughran, J., & LaBoskey, V. (Eds.). (1998).
Reconceptualizing teaching practice: Self-study in teacher education. London: Falmer Press.

Heaton, R. M., & Lampert, M. (1993). Learning to hear voices: Inventing a new pedagogy of teacher
education. In D. K. Cohen, M. W. McLaughlin, & J. Talbert. (Eds.), Teaching for understanding:
Challenges for policy and practice (pp. 43-83). San Francisco: Jossey-Bass.

Korthagen, F. A. J., & Kessels, J. (1999). Linking theory and practice: Changing the pedagogy of
teacher education. Educational Researcher, 28(4), 4-17.

Loughran, J. J. (2006). Developing a pedagogy of teacher education: Understanding teaching and
learning about teaching. London: Routledge.

Murray, J. (2011). Towards a new language of scholarship in teacher educators’ professional learning?
In T. Bates, A. Swennen, & K. Jones (Eds.), The professional development of teacher educators (pp.
202-213). London: Routledge.

Ritter, J. K. (2007). Forging a pedagogy of teacher education: The challenges of moving from classroom
teacher to teacher educator. Studying Teacher Education: A journal of self-study of teacher
education practices, 3(1), 5-22.

Russell, T. (2010). Lesson learned as a teacher educator. http://sites.google.com/site/
lessonslearned19772010/.

X


http://sites.google.com/site/lessonslearned19772010/
http://sites.google.com/site/lessonslearned19772010/




1. INTRODUCTION: WHY THIS BOOK?

“Teachers of teachers — what they are like, what they do, what they think — are
typically overlooked in studies of teacher education.”
(Lanier & Little, 1986*', p. 528)

1.1. CONTEXT AND BACKGROUND

This is a book about teacher educators and their profession. Until now, such a book
has been rather unique, as for a long time only limited attention was paid to the
important work of teacher educators. However, after the above observation by
Lanier and Little in the 1980s, a fundamental shift has taken place. Since the
1990s, the crucial role of teacher educators in the educational chain has gradually
received more attention in research, practice, and educational policy (see, e.g.,
Koster, Brekelmans, Korthagen, & Wubbels, 2005). Nowadays, there seems to be a
quite general consensus that, to a large degree, teacher educators determine the
quality of teachers and that these teachers are a crucial factor in the quality of
primary and secondary education (Liston, Borko, & Whitcomb, 2008). Hence, it is
important that teacher educators are able to function at a high professional level.
What does this mean? And do teacher educators meet this requirement?
Notwithstanding the increased attention to teacher educators, the literature does
not give clear answers to such questions (Verloop, 2001*). Martinez (2008) states:

Little systematic research has been undertaken to inform us about
fundamental characteristics of the professional lives of this occupational
group — their qualifications, their recruitment, their career pathways into and
through the academy, their teaching and research practices, the problems they
encounter, or their professional development needs and practices. (p. 35)

However, especially during the last decade, many publications have offered partial
answers to questions about the characteristics of the profession and the behaviour
of teacher educators. Hence, if we wish to take the profession of teacher educator
seriously, this situation asks for a solid analysis and synthesis of what is known in
this field. This was the incentive to conduct the review study described in this
book.?

This study fits into an international trend. Various authors have emphasised that
for too long the profession of teacher educators has received too little attention.
Worldwide, a growing number of studies on teacher educators are now being
published. For example, within the Assocation of Teacher Educators (ATE, USA)
as well as within the Association of Teacher Educators in Europe (ATEE), there is
an ongoing debate about the importance of further professional development of
teacher educators, not only for enhancing the quality of their work, but also for
elevating their status and position as a professional group.

This review study is also relevant, because the professional community of
teacher educators is rather diffuse, which until now made it difficult to arrive at a
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clear and solid framework for the profession. As Lunenberg (2010%*) states, teacher
educators form a rather heterogeneous group. One becomes a teacher educator by
being appointed as such. There is no formal educational route, tied to admission
requirements for the profession, to becoming a teacher educator (Cochran-Smith,
2003). Many teacher educators, but not all, started their carcer as a teacher
(Dinkelman, Margolis, & Sikkenga, 2006; Berry, 2007*). We will return to this
issue in Section 2.1.

1.2. GOAL OF THIS REVIEW STUDY AND RESEARCH QUESTIONS

The goal of the review study was to arrive at a solid overview of what is known
about the professional roles of teacher educators, their related professional
behaviour, and the professional development of teacher educators regarding these
roles and the accompanying behaviour. We will also analyse what is known from
the literature about critical features determining the professional roles, the
accompanying professional behaviour, and the professional development of teacher
educators.
The following research questions have guided this study:
1. What professional roles of teacher educators can be identified?
2. What are the critical features determining the professional roles of teacher
educators and the accompanying professional behaviour?
3. What are the critical features determining the development of the professional
roles and the accompanying professional behaviour of teacher educators?
This study focuses on the professional roles and the professional behaviour of
individual teacher educators. This implies, for example, we do not draw
conclusions about the level of professionalism of the community of teacher
educators as a whole, although some of our findings do touch upon this issue.
On the basis of our analysis, we also give an overview of blind spots in the
current research and we offer suggestions for further research. After our final
conclusions and discussion, we also offer suggestions for practice.

1.3. RELEVANCE FOR RESEARCH

As we mentioned, already in the 1980s, Lanier and Little (1986*, p. 528) stated
that there was too little knowledge about the work of teacher educators. One of the
first and leading publications having the teacher educator as its object of study was
the book The lives of teacher educators by Ducharme (1993*). In the 1990s, world-
wide more studies appeared about teacher educators and their work, and there was
a growing acknowledgment that the profession of teacher educator should meet
certain professional requirements. In this respect, an important development was
the formation, in 1993, of a Special Interest Group of the American Educational
Research Association (AERA), named Self-Study of Teacher Education Practices,
or briefly S-STEP (Russell, 2010%*). Zeichner (1999*) maintains that this may have
been the most important development ever to the research in the area of teacher
education. A publication by Russell and Korthagen (1995*), named Teachers who
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teach teachers, brought together experiences from members of the Special Interest
Group. As such, it offered in-depth insights into the daily work and struggles of
teacher educators world-wide. In 2004, the Special Interest Group published the
International Handbook of Self-Study of Teaching and Teacher FEducation
Practices (Loughran, Hamilton, LaBoskey, & Russell, 2004*), which is an
extensive and rich collection of studies in this area, with much attention to the
practical work of individual teacher educators and their professional development.
This means that a point had been reached at which, for the first time, there was a
broad and in-depth overview of what teacher educators actually do and think and,
most of all, what they struggle with.

Hence, it is only since the beginning of the 1990s that we know more about the
teacher educator (Koster et al., 2005). This leads to the need for a clear and
research-based overview of what is known to date about the professional
functioning of teacher educators and the factors contributing to this, as well as to
their further professional development. Until now, such an overview has been
missing.

In 2005, AERA published the review study Studying Teacher Education
(Cochran-Smith & Zeichner, 2005*). This contains an analysis and synthesis of the
available empirical research relevant to policy and practice in teacher education.
However, some topics relevant to teacher education are not discussed in this AERA
study, such as an historical analysis of teacher education and in-service teacher
education (Cochran-Smith & Zeichner, 2005*, pp. 59-60). Also absent is a clear
perspective on the roles and behaviour of individual teacher educators and on
factors determining their quality and their development, which is exactly what the
present review study focuses on. Hence, the present review fills in a blank in the
available research. Moreover, the AERA study was limited to research carried out
in North America, whereas we have adopted an international perspective.

1.4. PRACTICAL RELEVANCE AND RELATION TO OTHER DEVELOPMENTS

The significance of this review study may be important to practice and to society as
a whole, as teacher educators increasingly fulfil a crucial role in the educational
chain (Liston et al., 2008). Moreover, there is much emphasis nowadays on the fact
that the profession of teacher educator is a specific profession, which differs from
the profession of teacher in primary or secondary education (Murray & Male,
2005). Also, many researchers have noted that teacher educators need support in
their work in order to develop their professional behaviour (Cochran-Smith, 2003;
Koster et al., 2005; Snoek, Swennen, & Van der Klink, 2011; Swennen, Jones, &
Volman, 2010). In this respect, this review study offers a framework for such
support. Given the fact that many teacher educators are constantly struggling with
time constraints, this book could be a powerful instrument, as it offers a brief
overview of the most important research in this area.

This review study also fits into a trend in the Netherlands, which has taken place
during recent years. As we will further discuss in chapter 6, important steps have
been taken regarding the professional development of teacher educators. First,
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during the previous decade, the Dutch association of teacher educators developed a
registration procedure. Teacher educators choosing to pass through this procedure,
undergo a peer assessment (Koster, Dengerink, Lunenberg, & Korthagen, 2008;
Koster & Dengerink, 2008). In addition, projects were started to promote self-
studies by teacher educators (see, e.g., Lunenberg, Zwart, & Korthagen, 2010).
Also, in co-operation with the Dutch association of teacher educators, VU
University in Amsterdam developed a knowledge base for the profession. Such a
knowledge base for teacher educators is rather unique in the world. With this
review study, we aim at putting an even stronger theoretical basis under this
knowledge base, which could possibly also lead to further adaptations in the
knowledge base itself.

Finally, based on the knowledge base for teacher educators, a professional
development trajectory for teacher educators was developed in the Netherlands.
This trajectory is linked to the registration procedure of the Dutch association of
teacher educators. Both institution-based and school-based teacher educators
participate in this trajectory, which attracts quite some interest from the
professional community. This is a development which is important as,
internationally, structured trajectories for teacher educators are rare, and if they
exist at all, they are often rather limited in scope. On the basis of an extensive
study in the 1990s, Wilson (1990%) concluded that in Europe, systematic training
or coaching of teacher educators was almost completely missing. He rightly added
that this situation was highly remarkable in an area where professional
development has always been the operative word. Ten years later, the situation had
not changed much, as noted by Buchberger, Campos, Kallos, and Stephenson,
(2000*). We believe that this review study could offer the building blocks for
structured and in-depth trajectories for teacher educators. As such, it could
contribute to a higher level of professionalism and positive outcomes for education
as a whole.

NOTES

References marked with * are additional to the database of this review study. (See Chapter 3 for an
explanation.) A list of these references can be found at the end of this study.

The review study has been carried out with a grant of The Netherlands Organisation for Scientific
Research (NWO).



2. CONCEPTUAL FRAMEWORK

In this chapter, we explain the core concepts used in this review study. We discuss
how we define ‘teacher educator’, ‘professional role’, ‘professional behaviour’,
and ‘critical features’.

2.1. TEACHER EDUCATOR

Teacher educators are a heterogeneous group. Not only do they come from
different backgrounds, but they also work in different settings (Lunenberg, 2010%).
Some work in an institution for teacher education for primary education, some in a
teacher education institution for secondary education. Others work in teacher
education institutions for specific fields such as the arts, technology, or agriculture.
Moreover, there is a growing group of school-based teacher educators co-operating
with those who are institution-based and with their students (Van Velzen &
Volman, 2009). Teacher educators also have a variety of tasks. They teach a
subject or pedagogy, and support students who do field work. In addition, teacher
educators are increasingly expected to develop and carry out courses for
experienced teachers and to do research (Koster, Dengerink, Lunenberg, &
Korthagen, 2008).

Koster (2002%*) states that it is difficult to find a satisfying description of what a
‘teacher educator’ is. He cites Carter (1984*, p. 126-127), who defines a teacher
educator as ‘a faculty member in a tenure track who had taught at least one
required undergraduate professional education course during the preceding twelve
months’. Koster (2002*, p. 7) himself formulates the following definition: ‘A
teacher educator is someone who teaches at a teacher education institution or
supports students’ field work in schools, and contributes substantially to the
development of students towards becoming competent teachers’.

Koster’s definition evokes three questions. Firstly, the word substantial is
ambiguous. Secondly, the tasks and responsibilities of school-based teacher
educators have been extended during the previous decade. And thirdly, we also
want to include in our definition teacher educators responsible for courses for
experienced teachers, especially because the boundaries between initial teacher
education and professional development courses are fading more and more.

Therefore, in this review study, we define teacher educators as: all those who
teach or coach (student) teachers with the aim of supporting their professional
development.

Hence, we include all those who, in teacher education institutions and in
schools, are responsible for teaching and coaching future, beginning and
experienced teachers.
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2.2. PROFESSIONAL ROLE

Van Doorn and Lammers (1984%), as well as De Jager, Mok, and Sipkema (2004*)
define a role as a cluster of more or less stringent expectations of the behaviour of
a person in a certain position. These expectations may be those of a professional
group, an organisation in which a person works, or of society. They can be — in part
— formally established, for example in a professional standard. More important,
however, is what is in practice expected of a person in a certain position, and what
is demanded from this person by members of his or her working environment.

In this review study, we use the concept professional role. ‘Professional’ refers
to a complex of systematically organised and transferable theoretical knowledge
(see for example Knoers, 1987*, p. 6). The use of the adjective ‘transferable’
emphasises that the teacher educator should be able to make theoretical knowledge
explicit.

We define the concept ‘professional role’ as: a personal interpretation of a
position based on expectations from the environment and on a systematically
organised and transferable knowledge base. (Note: In the following chapters, we
will often abbreviate ‘professional role’ to ‘role’.)

The concept ‘professional role’ should not be confused with the concept
‘professional identity’, which has recently become more popular in the literature.
Klaassen, Beijaard, and Kelchtermans (1999*, p. 337) describe professional
identity as ‘relatively stable views, reflection patterns on professional behaviour,
and the accompanying self-image’. So, the concept ‘professional identity’ mainly
focuses on personal views and self-images, whereas the concept ‘professional role’
mainly focuses on position and expectations from the environment.

2.3. PROFESSIONAL BEHAVIOUR

Knoers (1987%), as well as Jansma and Wubbels (1992%), Eraut (1994*), Hoyle
and John (1995*), Koster (2002*), and Verloop (2001*), emphasise that
professional behaviour means behaviour based on a knowledge base. As explained
above, teacher educators should be able to make this behaviour explicit. Implicit
knowledge and ‘practical wisdom’ (Lunenberg & Korthagen, 2009%) are in our
view not a sufficient foundation of professional behaviour.

In the medical field, among others, the attention to values and norms is also
explicitly mentioned as an important aspect of professional behaviour. An ethical
standard for teacher educators, however, is not yet available. Verloop (2001*)
concludes that professionals have a certain amount of freedom to make their own
judgment with regard to what is considered appropriate practice. The fact,
however, that an ethical standard for teacher educators is still absent, does not
mean that attention to ethical issues is also missing (see for example Coldron &
Smith, 1999*; Beijaard, Meijer, & Verloop, 2004*).

Hence, in this review study, we define professional behaviour as: behaviour
based on a systematically organised and transferable knowledge base expressing
the values and norms of the professional community.
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The definitions above do not completely cover the professional role and
professional behaviour of teacher educators. Van Doorn and Lammers (1984%*), as
well as Hoving and Van Bon (2010*) emphasise that a role can be an object of
discussion, also because in practice several roles are often combined. That teacher
educators combine several roles seems obvious. Ducharme (1993*) uses the
metaphor of a (two-faced) Janus-head, and adds that teacher educators seem to
have even more than two faces: “School person, scholar, researcher,
methodologist, and visitor to a strange planet” (p. 6). Such role combinations can
be a source of tensions and conflict, because one has to meet several expectations
and norms, which are sometimes hard to combine.

2.4. CRITICAL FEATURES

We define critical features as: features determining the quality of professional roles
or professional behaviour, or determining the quality of the professional
development of teacher educators with regard to roles or behaviour.

As we will explain in the next chapter, we will limit our conclusions about
critical features to those features that are empirically and adequately underpinned.
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3.1. EIGHT STEPS

For this review study, we have used the methodological framework for a
(qualitative) literature review as described by Randolph (2009*). Randolph
describes eight steps, formulated as tasks that researchers have to carry out:

. Create an audit trail;

. Define the focus of the review;

. Search for relevant literature;

. Classify the documents;

. Create summary data bases;

. Identify constructs and hypothesised causal linkages;

. Search for contrary findings and rival interpretations;

. Use colleagues or informants to corroborate findings.

In this chapter, we will describe how we have applied these steps in this review
study.

0NN W=

1. Create an Audit Trail

The aim of this first step is to carefully document all stages of the review process.
We have done so and will explain below the selection of our sources and of the
studies we have used in the review study. We will also describe the process of data
analysis and data interpretation. Next, we will report on how we have enhanced the
trustworthiness, transparency and completeness of this study through collegial
collaboration. We have further underpinned these by involving an international
group of experts (the ‘critical friends’, see step 8).

2. Define the Focus of the Review
The focus of our review is defined by the goal of this study and by the three
research questions. These are described in Chapter 1.

3. Search for Relevant Literature

According to Randolph, step 3 is focused on searching for relevant literature. We
started this search process with an orientation phase, followed by a selection phase.

Orientation phase
We started with an orientation phase in which we conducted tryouts in order to
arrive at the identification of search terms, quality criteria, and a demarcation of the
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publishing period, which would lead to an overview of relevant studies as complete
as possible. Such an overview could help us to answer our research questions.

To begin with, we explored what would be the most relevant search terms for
our study. Based on our orientation, we chose the following central search terms
for this study: ‘teacher educator(s)’, ‘teacher trainer(s)’ and ‘mentor teacher(s)’. By
adding the latter search term, we explicitly included in our study persons
responsible for teaching and coaching student teachers in their school practice.
Combining these search terms with the core concepts of our research questions
(role, behaviour and professional development) proved not to be efficient. For
example: the combination of the search terms ‘teacher educator’ and ‘role’ hardly
provided any literature on the role of teacher educators, but mainly articles on the
role of reflection in teacher education. As a consequence, we decided not to work
with combinations of the three search terms that we had chosen and the core
concepts as described in the previous chapter.

Next, we looked for quality criteria. We decided on limiting our main search to
articles in journals recognised by the Institute for Scientific Information (ISI) or by
the Dutch Interuniversity Centre for Educational Sciences (ICO). In addition to ISI,
ICO recognises a few more journals dedicated to teacher education and teacher
educators, for example ‘Studying Teacher Education’. The academic forum regards
the quality of these journals as adequate. Among others, these journals use the
quality criterion of ‘double blind review’ in judging articles.

It is more difficult to find a comparable quality criterion for books. We assume
that Ph.D. dissertations do meet quality criteria, but also take note that the
information from Ph. D. dissertations relevant to this review study has very often
also been published in an article. We know that articles in some relevant
handbooks are solidly reviewed, but in most cases books are a grey area when it
comes to guaranteeing the quality.

Hence, we decided to use ISI- and ICO-articles as the primary source in
answering our research questions. Where it seemed sensible, we used book
publications as an additional source. These mostly proved to be books that were
frequently referred to in the selected ISI- and ICO-articles. In this review study,
references to additional publications are marked with an asterisk (*).

Another point of attention in this orientation phase was to determine the period
of time we would focus on. We chose the period 1991-2011, because before the
nineties of the previous century, hardly any studies on teacher educators had been
published (as is stated by Wilson, 1990*; Ducharme, 1993*; Zeichner, 1999%;
Buchberger, Campos, Kallos, & Stephenson, 2000%).

Finally, we had to decide which search engines to use. We tried out
which would lead to the best quantitative and conceptual saturation. This proved
to be a combination of Web of Knowledge, Science Direct and Tandfononline.
The use of these three, combined with the search terms ‘teacher educator(s)’,
‘teacher trainer(s)’, and ‘mentor teacher(s)’, led to the results represented in
Table 3.1.
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Table 3.1. Overview of search results for the terms teacher educator, teacher trainer, and
mentor teacher using three search engines, for the period 1991-2011

Search engine Search terms Number of (additional) hits
Web of Knowledge Teacher educator(s) 979 hits
(in title and topic) Teacher trainer(s)

Mentor teacher(s)
Search terms in title and

subject’
Science Direct Teacher educator(s) + 139 additional hits
(in title, keyword and Teacher trainer(s)
abstract) Mentor teacher(s)

Search terms in title,
keyword and subject

Tandfonline Teacher educator(s) + 142 additional hits
(in title, keyword and Teacher trainer(s)
abstract) Mentor teacher(s)

Search terms in title,
keyword and subject

Total 1260

Selection phase

Starting with the 1260 articles we had found, the second phase consisted of the
further selection from this body of literature. Based on the journal titles and the
abstracts, we narrowed down our search using two criteria:

1. the article should have been published in an ISI or ICO-journal;

2. the teacher educator, teacher trainer or mentor teacher should be the focus of the
study reported on in the article.

The choice of this second criterion was important, because there are many studies
on teacher education - for example on the learning of student teachers - that contain
recommendations for teacher educators, but they basically do not focus on teacher
educators. Such studies were not included in our selection.

Two researchers independently used these two criteria in judging the first 300 out
of the 1260 abstracts. This led to a Cohen’s Kappa of .80. Because of this high
inter-rater reliability, the other abstracts were judged by only one of the
researchers. In case of doubt, however, a second researcher was consulted. This
selection procedure resulted in a list of 405 articles.

4. Classify the Documents

In steps 4 and 5, according to Randolph, the selected studies should be classified
and summarised into a database. Randolph emphasises that this is an iterative
process. We carried out these two steps as follows.

The 405 studies were read in their entirety by one of the three researchers with
the aim of selecting those articles that offered information about the professional
roles, the professional behaviour and the development of the professional roles or
professional behaviour of teacher educators. A list was made of the relevant
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articles, mentioning the core concept(s) studied in these articles, and also including
some additional information about the studies. We removed some studies dating
back to the beginning of the nineties, in which themes related to the core concepts
were mentioned, but which were obviously outdated (for example a study asking
for the attention of teacher educators to the gap between theory and practice, but
not offering empirical underpinning or options for behaviour). We also discovered
that the criterion that an article should have been published in an ISI- or ICO-
journal was not in itself a watertight quality guarantee. Hence, we also removed a
few articles because of the lack of quality (for example in cases where a
description of the methods used was missing or was very superficial). We found
that approximately 130 articles were useful in answering our leading questions.
These articles offered information about the professional role, the accompanying
professional behaviour and/or the professional development of teacher educators.

5. Create Summary Data Bases

Using the lists of articles created in step 4, we summarised our findings and created

a database in which for each of the selected studies we described:

. The country or countries in which the study had been carried out;

. The central research question(s) or the focus of the study;

. The method(s) used;

The data sources;

The number of teacher educators that had been objects of study;

. The number of others, for example students that had been objects of study;

. The roles and/or accompanying behaviour on which the study provided

information;

8. The professional development of roles and/or accompanying behaviour on
which the study provided information.

Table 3.2 shows the format of the database.

N N N

Table 3.2. Format of the database for this study

Article Coun- | Research Methods | Data N N Roles Develop-
try question/ Sources Teacher Others and ment
Focus educators Behaviour | Roles and
Behaviour

6. Identify Constructs and Hypothesised Causal Linkages

Randolph remarks that the goal of the sixth step “unlike meta-analysis, is to
increase the understanding of the phenomena being investigated” (p. 10). We
followed a grounded theory approach (Strauss, 1987*; Strauss & Corbin, 1998*) to
analyse the data, and used an inductive analysis (Patton, 2002*). We chose this
approach, because no ready-made frame of reference was available for answering
our research questions.
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Our procedure was as follows. First, using the database, we identified what
professional roles of teacher educators were being distinguished within the selected
literature (Research Question 1). This was sometimes quite complicated. In some
studies, roles were named and described explicitly, but other studies only presented
more abstract descriptions. Besides, similar names for a role appeared not always
to lead to similar descriptions, and similar descriptions not always led to the same
name for a role. After discussing these issues among the three researchers, one of
them carried out the overall analysis, which was then checked by the other two.
Based on this procedure, we distinguished six roles.

During the process, it became clear that, after analysing about 50 studies, no
more roles were to be found, so conceptual saturation (Van Veen, Zwart, Meirink,
& Verloop, 2010*) had been reached.

Next, we analysed which critical features, according to the selected literature,
characterise a professional role and the accompanying professional behaviour
(Research Question 2). The number of studies we found for each of the six roles,
and the accompanying behaviour varied in quantity and quality. As a result, some
aspects were mentioned only a few times in small, qualitative studies. Therefore,
we put together related aspects. In this way, we achieved a strengthened empirical
basis. Isolated aspects from small qualitative studies not found in other studies,
were thus not included in this review.

Hence, it is important to note that we only formulated a critical feature for a
role, and/or the accompanying behaviour, if we found several studies that
mentioned (aspects of) such a critical feature. Especially because many of the
studies we found were small-scale and qualitative (case studies, interview studies,
self-studies), we have carefully guarded the empirical underpinning of the critical
features we identified.

For some roles and behaviours, the number of selected studies was small and/or
the results were not very consistent. As a result of our careful procedure, for two
out of the six roles we only found one critical feature.

We followed the same procedure for the analysis of the critical features of the
professional development of each of the roles and the accompanying behaviour
(Research Question 3). For three of the six roles and the accompanying behaviour
we found hardly any studies that answered research question 3. Hence for these
three roles we could not formulate critical features for the professional
development.

To enhance internal validity, for each role two researchers independently
analysed at least part of the studies on that role and the accompanying professional
behaviour. We did the same for the studies on the development of the roles and
behaviour. Especially with regard to studies focusing on several roles, this proved
to be important in order to arrive at a consistent description across roles, behaviour
and development. In the few cases the researchers arrived at different outcomes,
the differences were discussed, and the relevant studies were analysed again, until
agreement was achieved.
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7. Search for Contrary Findings and Alternative Interpretations

During the year we, the three researchers, worked on this review study, we met
every three weeks. In the meetings, we critically discussed the steps described
above. We also looked for alternative interpretations, especially during the time
step 6 was being carried out. After step 6 had been carried out, we wrote a draft
text that included a description of the methods used and a first version of the results
we had found. This text was sent to our ‘critical friends’ (see step 8). Their
comments led to a sharpening of our interpretations.

8. Use Colleagues or Informants to Corroborate Findings

A draft version of the Methods and Results chapters of this study, together with an
overview of the selected articles, was reviewed by seven critical friends, experts in
the field of teacher education, from different countries’. We asked them to
comment on the trustworthiness and transparency of the methods, on the
completeness of our literature selection, and on other aspects of their own
choosing. They all wrote underpinned, mostly positive, reactions. Below, we
summarise their critical remarks and comments. We also describe what we did with
their comments.

Goal and concepts

In most comments, questions were asked about the exact aim of the study and
about how we had defined its core concepts. Although we had explained in an
accompanying letter to them that we would describe this in the first chapters of the
study, they clearly missed this information in the draft text. Their questions,
however, proved to be helpful in precisely formulating the core concepts and in
writing the first two chapters.

Context

Our critical friends emphasised that we should take into account that the contexts
of studies differ from country to country and sometimes even within a country.
This has consequences for the meaning of the wording used. Sometimes, they also
offered suggestions coloured by specific ideas about teacher education or research.
These comments enhanced our already present awareness that, where relevant, we
should make explicit how visions and meanings were context-related.

Method
With regard to the method, our critical friends pointed to three aspects, mainly
related to steps 3 and 4, which required further clarification.

Firstly, they mentioned that the choice of search terms also determined the
results that would be found. As explained above (step 3), our choice was partly
pragmatic. Search terms related to the term ‘teacher educator’ proved to be the
most productive, while, for example, searches with the combination of the terms
‘teacher educator’ and ‘role’ proved not to be efficient.
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More specifically, some critical friends pointed to the consequences of the
choice of the search term ‘mentor teachers’ to the results. This was a choice we had
also struggled with. In our view, because of the increasing importance of school-
based teacher education, studies on school-based teacher educators should be
included in our review. So, in the orientation phase, we tried out which search term
would work best. The term ‘school-based teacher educator’ proved to be too
narrow. In contrast, the term ‘mentor teacher’ was rather broad. Moreover, the
tasks and responsibilities of a mentor teacher vary per country and context. For
example, in some countries the mentor teacher is the person responsible for
coaching students inside the university, while in other countries the mentor teacher
is the school teacher who coaches the student teacher in the school practice
component of the teacher education programme. Hence, using the search term
‘mentor teacher’ would cause some vagueness. Nevertheless, we decided to use it
and to read the selected studies carefully to decide whether or not the research
described was about school-based teacher educators. We did so by keeping in mind
the research questions and central concepts of our study while selecting relevant
literature.

The second methodological aspect mentioned by our critical friends also
concerned step 3. The choice of only including in our selection articles focussing
on teacher educators meant that studies were missing that did not focus on teacher
educators but, for example, on professional development schools or on subject
matter, curriculum development or assessment in teacher education. They rightly
noted that those studies could also offer useful insights into the professional roles,
behaviour and development of teacher educators. In the context of this review
study, however, we had to make choices and it would be impossible to include all
studies on teacher education in our selection. The number of studies would have
been too large if we would have taken into account all publications in which
teacher educators were discussed. All the same, we recognised that our choices had
influenced the results we had found.

The third methodological aspect eliciting questions from our critical friends
concerned the way we had taken into account in the process of selecting articles
criteria with regard to quality, empirical strength, and validity. The question
emerged if it would be possible to code the levels of quality, empirical strength and
validity.

As described above, our most important quality criterion was that, in order to be
selected, an article had to have been published in an ISI- or ICO-journal. We have
already mentioned that this was not a watertight criterion. While reading the
complete articles (step 4), we discovered a few articles that in our view could not
stand the test of criticism. As a consequence, we did not include these few articles
in our selection. In the Appendix to this book, we describe for each of the selected
articles the research methods of the study reported on in the article. It was almost
impossible to judge the quality of these very diverse and mainly qualitative studies.
Because of the large variety in the kind of studies — from quasi-experiments to self-
studies — judging the validity in an unambiguous way appeared tricky. Therefore,
we decided not to do this.
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In our description of step 6, we explained our choice of strengthening the
(internal) validity by only formulating a critical feature for a role and/or the
accompanying behaviour, and the development of a role and/or the accompanying
behaviour, if we found more studies mentioning (aspects of) such a critical feature.
In this way, we carefully guarded the empirical support of the critical features we
identified. So, we only drew conclusions on critical features if several studies
pointed in the same direction.

Completeness

The additional literature suggestions the critical friends offered can be divided into

three categories:

1. Suggestions for studies outside the boundaries set by the above described
choices we had made. These studies were not included.

2. Suggestions for some articles that were on our first list of 1260 studies, but were
not included in the selection. We reread these articles and added a few to our
final selection.

3. Suggestions for books and other additional studies. We carefully checked these
suggestions and in this review study used as additional references those that
were relevant.

Other remarks

Finally, our critical friends offered some editorial comments. For example: we
had made a critical comment about the competencies of teacher educators with
regard to self-regulated learning. Two critical friends remarked that this
general comment was not in line with their experiences. These kind of comments
helped us to keep a close watch on the literature as well as on the conclusions we
drew based on this literature. The literature, however, was leading in drawing our
conclusions, and not the possibly somewhat context-bounded views of individual
critical friends.

3.2. THE FINAL DATABASE

The steps described in the previous section led to a final list of 137 articles, which
are included in our database (see the Appendix). The database shows that most of
the research on the professional roles, the professional behaviour, and the
professional development of teacher educators is concentrated in North-America, a
few European countries (UK, The Netherlands), Israel and Australia (see
Table 3.3).

From the database, we can also conclude that the research in this area
shows a strong growth over the previous decade. Out of the selected 137 studies,
130 (95%) originate in 2002 or later years. The database also shows that a major
part of the articles (61%) were published in a relatively small number of
journals, of which Teaching and Teacher Education is represented the most (see
Table 3.4).
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Table 3.3. Overview of the six countries where most of the selected studies
were carried out. Not counted are studies carried out in more than one country

Country Number of
studies
United States 46
The Netherlands 23
UK 14
Israel 9
Canada 9
Australia 8
TOTAL 109 (80%)

Table 3.4. Overview of the five journals in which more than 60%
of the selected articles were published

Journal Number of
studies

Teaching and Teacher Education 39
European Journal of Teacher Education 12
Professional Development in Education 11

Journal of Teacher Education 11
Studying Teacher Education 11

TOTAL 84 (61%)

Table 3.5. Overview of the research methods in the selected studies

Method Number of
studies

Case study 36

Self-study 28

Essay 17

Interview study 15

Survey 7

Correlation study 3
Quasi-experiment 3
Descriptive study 3
Document analysis 2
2
2
1

Literature study
Comparative study
Action research

Observation study 1
Combination of methods 17
TOTAL 137 (100%)

In the studies included in our database, various research methods were used. In
Table 3.5 an overview of these methods is presented. Mainly used were qualitative
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methods, and many studies were small-scale. The method was often a case study, a
self-study or an interview study (together 58% of the studies). We also found a
relatively high number of essays (12%). The quantitative studies we found were
generally limited in scope. This was why a statistical meta-analysis of the literature
was not possible.

NOTES
In Web of Knowledge searching on keywords is not possible.
We would like to thank our critical friends Ronnie Davey (New Zealand), Clare Kosnik, Jackie

Delong, Lynn Thomas (Canada), Melanie Shoffner (United States of America), Perry den Brok and
Harm Tillema (The Netherlands) for their contributions to this review study.
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4. RESULTS: CHARACTERISTICS OF THE
PROFESSION

In this chapter, we present the results of our review study. In Section 4.1, we
describe the six professional roles of teacher educators we have found. In the
following sections (Sections 4.2 to 4.7), we describe the critical features for each
role, and for the accompanying behaviour. Next, we report on the critical features
for the development of that professional role and the accompanying behaviour.

4.1. SIXROLES

As mentioned in Chapter 2, Ducharme (1993*, p. 4) characterises the identity of
teacher educators as ‘Janus-like’. He even uses the word ‘schizophrenic’. Three
years later Koster, Korthagen, Wubbels, and Hoornweg (1996*) attempted to
describe what teacher educators do. They mention facilitating the learning process
of students and teachers, and stimulating them to reflect. Further on, they mention
that teacher educators also develop curricula, are responsible for the induction into
the profession of teacher, carry out research, and keep in contact with relevant
persons and organisations in and outside their institution. In the following years,
the discussion about what it means to be a teacher educator continued. Cochran-
Smith (2003), for example, points to the shift of responsibilities for the education
of teachers from institution-based to school-based teacher educators. Several
authors (Murray & Male, 2005; Martinez, 2008; Mayer, Mitchell, Santaro, &
White, 2011) remarked that, worldwide, most teacher educators have been a
teacher before becoming a teacher educator, although there are also teacher
educators entering the profession after a Ph.D. study (Kosnik, Cleovoulou,
Fletcher, Harris, McGlynn-Stewart, & Beck, 2011). The numeric ratio between
these two groups differs per country (Martinez, 2008; Van Velzen, Swennen, &
Jaffe, 2010; Menter, 2011), but overall one can say that most beginning teacher
educators have already had a career that has influenced their professional identity.

4.1.1. Teacher of Teachers and Researcher

The profession of teacher educator essentially differs from the profession of
teacher (Murray & Male, 2005). A teacher educator is not a primary or secondary
school teacher, but a higher education teacher, which — among others — requires a
solid academic knowledge base. In higher education, however, teacher educators
are also seen as a specific group given the nature of their work. Teachers who
become teacher educators, sometimes have the idea that the difference between
both professions is small, but they soon find themselves confronted with many new
situations.

Bullock and Ritter (2011), for example, conclude in their collaborative self-
study that, in their transition from being a teacher to becoming a teacher educator,
aspects important to their professional identity were the confrontations with
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implicit and explicit expectations in their institutions for teacher education and
their own reflections on their competencies as teachers of teachers and as
researchers.

Murray and Male (2005) interviewed 28 teachers who had become teacher
educators. The analysis of these interviews resulted in the following key aspects of
the process of becoming a teacher educator: 1. Developing a personal pedagogy of
teacher education; 2. Learning to work in a higher education context; 3. Starting to
conduct research and developing an inquiry-based attitude.

Lunenberg and Hamilton (2008%*) carried out a collaborative self-study of their
own professional development as teacher educators. They conclude that the
vagueness of the profession together with the fact that a formal educational
programme is missing, means that the influence of one’s personal history on the
way the profession is practised, seems to be greater than in other professions. They
emphasise that the development of a personal pedagogy of teacher education,
especially with regard to modelling (being a role model) and stimulating students’
reflection, was a key element in their professional development. A second
important shift they mention is changing from being a knowledge consumer to also
becoming a knowledge producer (cf. Murray & Male, 2005).

Swennen et al. (2010) analysed 25 studies on the transition from teacher to
teacher educator. Based on their analysis, they distinguish four sub-identities of
teacher educators: 1. The (previous) teacher; 2. The teacher in higher education; 3.
The teacher of teachers; 4. The researcher. They also stress that the transition from
teacher to teacher of teachers and to researcher is a key in the development towards
becoming a teacher educator. They also found that modelling, theoretically
underpinning this modelling, and studying one’s own practice are stimulating
aspects in the professional development of beginning teacher educators.

Taking into account the studies mentioned above, it is not surprising that the
roles of teacher of teachers and researcher emerged prominently in our analysis of
the 137 selected studies. In Sections 4.2 and 4.3, we discuss the results we have
found for these two roles. Based on our analysis, four other roles of teacher
educators can also be identified, which we will introduce below.

4.1.2. Coach

For the role of coach, in the literature also named guide, mentor, mentor teacher,
cooperating teacher, facilitator or school-based teacher educator, we did not find a
generally accepted definition, but widely shared is the basic idea that stimulating
the learning process of the student teacher is the focal point of this role. The studies
we have found for this role are mostly related to stimulating the learning process of
students in the school practice part of a teacher education programme. Section 4.4
is devoted to this role.
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4.1.3. Curriculum Developer

Developing a curriculum for teacher education is, according to our initial
literature search, object of relatively many studies. An analysis of these studies
shows that only in a few of them the teacher educator as curriculum developer is
the object of (self-) study. The studies we did find, however, clearly show that the
role of curriculum developer is a specific professional role teacher educators can
fulfil.

Hence, although we did not find many studies focused on teacher educators,
those we did find gave some indications of the way teacher educators can shape
this role. In Section 4.5 we further discuss this role.

4.1.4. Gatekeeper

A fifth role that came up from our analysis concerns the responsibility of teacher
educators in admitting student teachers to the profession of teacher. Often the
studies on this role are focused on the tension between, on the one hand,
constructivist views on active or self-regulated learning and, on the other,
requirements established in standards and profiles for the profession of teacher. We
will return to this role in Section 4.6.

4.1.5. Broker

In the past, the role of mentors or cooperating teachers in the school was often
limited to coaching a single student and keeping in touch with a single institution-
based teacher educator. This situation is changing rapidly. Schools and mentors
increasingly become co-responsible for the teacher education programme. As a
consequence, there is a need for teacher educators in both schools and institutions
to be able to shape this cooperation. This is the role of the broker or facilitator.
According to the studies we have found, stimulating the cooperation between the
partners often happens in a community of learners. We further discuss this role in
Section 4.7.

4.1.6. Number of Studies for each of the Six Roles

For each of the six roles, Table 4.1 shows the number of studies we have found
contributing to answering research questions 2 (second column) and 3 (third
column).
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Table 4.1. Studies describing critical features of a professional role and/or behaviour (a),
and studies describing critical features of the development of a role and/or behaviour (b)

Role Number of studies on Number of studies on Total number of

role and behaviour (a)  development of role studies on a or b
and behaviour (b)

Teacher of 33 41 67

teachers

Researcher 13 18 26

Coach 18 12 25

Curriculum 14 0 14

developer

Gatekeeper 8 0 8

Broker 10 1 11

4.2. TEACHER OF TEACHERS

The role of teacher of teachers evolved as the most prominent in the literature we
used. We found 67 relevant publications. In these publications, the distinction
between the profession of teachers and that of teacher educators is a prominent
theme.

Already in Chapter 4 we mentioned that most teacher educators had been
teachers in primary or secondary education before being appointed as a teacher
educator. This is not surprising, as experience as a teacher is an important criterion
in the recruitment of teacher educators (Twombly, Wolf-Wendel, Williams, &
Green, 2006). Teachers take with them their teaching experience, their ability to
communicate and to engage students, their sensitivity to group-dynamics, their
ability to create a safe and stimulating learning environment in the classroom, their
ability to motivate students and to support reflection. They also have their
flexibility and organisational skills (Van Velzen et al., 2010). Additionally, they
possess specific content knowledge of subject disciplines (Greensfeld & Elkad-
Lehman, 2007). But, even with all of these qualities, they are not yet teachers of
teachers.

4.2.1. Role and Behaviour

We have found seven crucial factors for the role of teacher of teachers and the
quality of the behaviour within this role. These factors can be put into four
categories:

I.  Second order teaching

II. Promotion of self-regulated learning

III. Explicit modelling

IV. Dealing with tensions and dilemmas.

Most of these factors require a specific pedagogy of teacher education rooted in
constructivism (Korthagen & Kessels, 1999%; Korthagen, Loughran, & Russell,
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2006). From the perspective of constructivism, themes such as the promotion of
active and self-regulated learning of students, modelling and making pedagogical
behaviour explicit including dealing with tensions, are important aspects of the role
of teacher of teachers (Loughran & Berry, 2005; Berry, 2009).

1. Second order teaching

In their interview-based study of the professionalism of teacher educators in
England, Murray and Male (2005) distinguish between first and second order
teaching. First order teaching refers to the teacher who teaches pupils; second order
teaching to the teacher educator who teaches (prospective) teachers. Also Berry
(2009), Harrison and McKeon (2008), and Swennen, Lunenberg, and Korthagen
(2008) indicate that there are two such levels. Important factors determining the
quality of second order teaching are:

1. The ability to work with adult learners in higher education

The transition from teacher to teacher educator implies a transition from primary or
secondary education towards higher education and from teaching children to
teaching adults (McKeon & Harrison, 2010). The study by Murray and Male
(2005), based on 28 beginning teacher educators, confirms earlier findings from
Kremer-Hayon and Zuzovsky (1995%) that teachers who become teacher educators
have difficulties to translate pedagogical skills acquired in primary or secondary
education to working with adults. They search for suitable ways of transferring
knowledge and give shape to discussions (Mueller, 2006); it means that they
should acquire knowledge about how (young) adults learn and discover how they
can support the learning of these adults (Murray & Male, 2005). In their survey
study, Swennen et al. (2010) confirm that the transition towards higher education is
problematic for beginning teacher educators and that most of them express a lack
of guidance.

2. The ability to articulate tacit knowledge and underlying theory

Smith (2005) asked 40 beginning teachers and 18 teacher educators from Israel
what it means to be a good teacher educator. About two-thirds of the beginning
teachers indicated they expected from good teacher educators the ability to make
explicit the practice and underlying approach of their pedagogy of teacher
education. It is remarkable that not a single teacher educator mentioned this item.
In their study of values in teacher education, Willemse, Lunenberg, and Korthagen
(2008) too, stress the importance of articulating tacit knowledge in the pedagogical
domain: teacher educators should develop a “moral language” to make their tacit
knowledge explicit. Articulating tacit knowledge is also emphasised by Mueller
(2006) as an important aspect of her role as a teacher of teachers.

1. Promotion of active learning

Another important topic that surfaced after the turn of the millennium, was the
promotion of student-directed, or self-regulated, and active learning, both in
schools and in teacher education (e.g. Tillema & Kremer-Hayon, 2002). This
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seems a direct consequence of the increasing international attention to
constructivist views of learning. Within this category we found one important
factor:

3. Having a vision and being able to promote active (self-regulated) learning

The study by Bronkhorst, Meijer, Koster, and Vermunt (2011) has as its main
research question how teacher educators can stimulate student-directed learning,
and encourage that this leads to meaning-oriented learning and the development of
deliberate practice among their students. Through interviews with twelve Dutch
expert teacher educators, they arrived at twelve pedagogical principles, such as
challenge student teachers’ assumptions, include diverging perspectives, model
meaning-oriented learning and explicate teacher education pedagogy.

However, we may question to what extent teacher educators share these
principles and act accordingly in their practices. Donche and Van Petegem (2011)
studied the learning and teaching strategies of 119 Flemish teacher educators.
Especially their finding that these teacher educators show a preference for external
steering of the learning process of prospective teachers indicates that the
importance of the promotion of active and self-regulated learning is not yet
commonly shared, or at least not translated into practice. Goubeaud and Yan
(2004) conducted a secondary analysis on data of 524 teacher educators from the
National study of Postsecondary Faculty (NSOPF-93), collected by the US
Department of Education, to examine the instructional practices of teacher
education faculty. A similar tendency emerges in this study: though teacher
educators differ from other teaching staff in the university in their instructional
methods, still more than half of them used lectures as their main instructional
method. A little bit more than a quarter of them used discussion and only six
percent used group work as their main instructional method. Also, from interviews
with Israeli and Dutch teacher educators (Kremer-Hayon & Tillema, 1999) comes
an image that the promotion of active and self-regulated learning is not common
practice among teacher educators. In this study, the teacher educators had a
positive attitude towards self-regulated learning, but said that they were hindered
by conditions when it comes to implementation. The authors warn us that the
introduction of such views in teacher education is a complex endeavour, and
conclude on the basis of their study:

Teacher educators stress the need to motivate and stimulate students whereas
students indicate they need support and fear becoming isolated learners in
self-regulated learning, not having enough opportunity for cooperative
learning. These concerns may be justified in that self-regulated learning
requires skills in self-management and goal setting which need to be
developed in students and implemented prior to and alongside programmes in
teacher education. (p. 519)

The studied teacher educators reported to be bound by curriculum restrictions and
time constraints. When asked about activities that might promote self-regulated
learning, nobody refers to the affective dimension or metacognition. The activities
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these teacher educators mention are less demanding for students in terms of
cognition. The subsequent small-scale studies by Tillema and Kremer-Hayon
(2002, 2005) and Cabaroglu and Tillema (2011) show that teacher educators in the
Netherlands, Israel and Turkey experience two interconnected dilemmas: (a) the
tension between theory and practice and (b) the tension between teacher-directed
and student-directed learning. Interviews with them show that cultural and
contextual differences between these groups of teacher educators have
consequences for the extent and manner of implementation of self-directed
learning.

Case-studies about the behaviour of teacher educators in their role of teachers of
teachers confirm that further improvements are possible regarding the promotion of
active learning (e.g. Dozier & Rutten, 2005). Andrew (2007) used the results of the
already mentioned study by Goubeaud and Yan as a starting-point for a multiple
case-study and interviewed and observed mathematics teacher educators. The
interviews showed that teacher educators desired to implement teaching methods
which can, according to Andrew, be labelled as constructivist. However, during
observations it became apparent that their practice was only partially congruent
with their conceptions. Lunenberg and Korthagen (2003, 2005) drew similar
conclusions based on their multiple case-study of the promotion of active learning
by Dutch teacher educators, who were interviewed and observed as well.
Moreover, the authors observed that teacher educators did not make their
exemplary behaviour explicit, nor did they explain it.

Finally, in her case-study, Holt-Reynolds (2000) points to the risk that teacher
educators should be sensitive to, namely that prospective teachers conceive
constructivism as a pedagogical instead of a learning theory, with the result that the
means becomes an end in itself and that they focus on generating discussions
instead of enhancing new learning. Holt-Reynolds concludes:

We will need to consciously create opportunities to hear in the midst of
prospective teachers' noisy enthusiasm for constructivist practices their
silence in response to critical questions about what students should learn
through the activities and how teachers work to ensure that learning. (p. 30)

1II. Modelling and making modelling explicit

4. Two levels of modelling

As stated above, the retrieved studies describe modelling as a characteristic feature
of the pedagogy of teacher education. One of the first publications on this theme is
the case-study by Wood and Geddis (1999). Based on their collaborative self-
study, Loughran and Berry (2005) describe modelling at two levels. The first level
is concerned with exemplary behaviour of the teacher educator: in teacher
education classes, the teacher educator practises the behaviour expected of student
teachers in their teaching (‘teach as you preach’; ‘walk your talk’). At the second
level, the teacher educator makes the pedagogical grounds of his or her choices
explicit and explains the reasoning, feelings, thoughts and actions accompanying
these choices. Loughran and Berry developed a rich variety of strategies to
promote this meta-learning, such as the teacher educator thinking aloud, journaling,
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discussions during and after class with groups and individual student teachers (p.
194). In this way, the teacher educator makes his or her approach explicit and
accounts for it.

5. Modelling in practice

According to the retrieved studies, in-practice modelling by teacher educators is a
difficult issue. Modelling requires that the teacher educator calls his own role into
question and takes a vulnerable stand. An observation study by Lunenberg,
Korthagen, and Swennen (2007) on the practice of modelling shows that, only
incidentally, six out of the ten observed teacher educators made their exemplary
behaviour explicit. Four of them also made a connection with the practice of the
students. Never was their explanation combined with theoretical references. In a
subsequent study of three teacher educators, a workshop was given to promote
modelling (Swennen et al., 2008). This study shows that these teacher educators
lacked a professional language and theoretical knowledge to be able to make their
exemplary behaviour explicit and legitimise it effectively. Also from the study by
Willemse (2006*; Willemse et al., 2008) on the knowledge and practice of teachers
of teachers regarding moral education, it becomes clear that teacher educators
struggle with finding a language to make explicit how they model values in
practice.

6. Attention for the affective side of modelling

The results of the study by Willemse et al. (2008) can make us aware of the
affective side of modelling. Frequently, students name attitude, empathy,
understanding and availability as important aspects of the exemplary role of
teacher educators. Kim and Schallert (2011) illustrate the process by which a
teacher educator builds a caring relationship with three students, making use of
online communication. Their findings show the significance of the role of trust as a
mediating factor in the development of caring relationships. But they also point out
that teacher educators who are committed to caring for their students, reflect on
their own strengths and limitations, too. A study by Vagle (2011) yielded similar
results. He joins other calls for examination of the self in teacher education
practices — in particular calls for compassionate, mindful, caring, thoughtful, and
tactful pedagogies. This implies, according to him, that the teacher educator
carefully examines his or her own practices, and reflects how those practices are
driven by particular assumptions and strongly held beliefs. Also, he stresses that
these caring and tactful pedagogies need to be aimed at what is at stake in a
broader societal sense, and how these pedagogies reside in relationships,
discourses, systems and practices in teacher education.

Several North-American studies dealing with diversity stress the affective
dimension of modelling, too. In her self-study, Cochran-Smith (2000) reflects on
her experiences as a white teacher educator with a course focussing on the
examination of race, class, and culture as part of a teacher education curriculum.
Two fields of tension emerge from this study. The first is the circumstance that
teacher education students are predominantly white, while their next-door
neighbours are schools and communities populated by African, Latino and Asian
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immigrants. The second is the tension between the cognitive approach towards
diversity in this course, and the often strong personal feelings and emotions which
come along with this subject.

The self-study of Bair, Bair, Mader, Hipp, and Hakim (2012) also refers to these
two areas of tension. They add the importance of reflection of teacher educators on
their own feelings and interpretations, as a condition for supporting the
professional development of their students in this area. This reflection is influenced
by personal characteristics (e.g. the awareness of being culturally different, and the
choice of masking or disclosing this) and contextual characteristics, such as the
curriculum and the feedback of students and the institution. They also stress the
importance of talking with colleagues, in order to pay more attention to the
affective side of modelling. This is not always easy:

As much as we have benefited personally from this self-study, the process
also brought many challenges. Self-study required us to be unflinchingly
honest. Self-scrutiny, especially of our emotions, was an exhausting process.
There was an element of risk involved in laying bare our feelings of
vulnerability. While it was hard enough to confront emotions privately,
sharing them with colleagues was harder still. Collaborative relationships do
not just happen; they need to be nurtured and they take time to develop. This
is even truer in cross-cultural collaboration, with its potential for multiple
interpretations of the same reality. (p. 108)

The self-studies by Galman, Pica-Smith, and Rosenberger (2010) and Adler (2011)
confirm these conclusions.

1V. Dealing with tensions and dilemmas

7. Tensions

We already referred to tensions teacher educators are confronted with in their

development of a pedagogy of teacher education. Berry (2007*) conducted

systematic research on this topic and distinguishes six main tensions:

1. Telling and growth (how to find a balance between the desire to tell prospective
teachers about teaching and providing opportunities for prospective teachers to
learn about teaching themselves);

2. Confidence and uncertainty (stick to established approaches to teaching or move
away to explore new, more uncertain approaches to teacher education);

3. Action and intent (discrepancies between goals teacher educators set out to
achieve in their teaching and the ways in which these goals can be undermined
by the actions chosen to attain them);

4. Safety and challenge (creating a safe environment for students and pushing
students beyond the climate of safety, necessary for learning to take place);

5. Valuing and reconstructing experience (helping prospective teachers to
recognise the value of personal experience in learning to teach, and helping
them to see that there is more to teaching than simply acquiring experience);

6. Planning and being responsive (implementing a predetermined curriculum, and
responding to learning opportunities arising within the context of practice).
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Berry (2009) stresses that educating (prospective) teachers is never predictable and
can never be fully controlled, and therefore requires substantial knowledge,
experience, and understanding to do the right thing at the right moment. Teaching
teachers requires specific knowledge in specific situations (Koster et al., 2005). By
again and again finding the right balance in these tensions, the teacher educator
gives shape to the role of teacher of teachers. This is not easy, as is illustrated by
the case-study by Gort and Glenn (2010) about an English language teacher
educator. According to Clandinin, Downey, and Huber (2009), teacher educators
ought to be thoughtful of the tensions arising between what happens in the
classroom and the shifting educational landscapes outside their classrooms teachers
have to work in, and about working to create spaces in which they can support
teachers to come to know what works “for now” in these shifting landscapes.

Another tension experienced by teacher educators is about the relation between
theory and practice (Mueller, 2006; Korthagen & Kessel, 1999%). This tension is
not very explicit in most of the retrieved literature, but seems to be an implicit and
underlying theme for the factors and approaches that help in fulfilling the role of
teachers of teachers.

Critical features
In sum, we may distinguish the following critical features in the professional role
of teacher of teachers and the accompanying professional behaviour in this role:

1. Second order teaching. The teacher of teachers teaches (prospective) teachers
instead of pupils or students. This means that the teacher educator should get along
with adults in the context of higher education, and should have the knowledge
about adult learning and about how to promote adult learning. It requires the ability
to articulate experiential knowledge and to bring into practice theoretical
knowledge.

2. Promotion of active and self-regulated learning. The teacher of teachers should
be able to promote active, self-regulated and meaningful learning of students.
Research shows that teacher educators have a positive attitude towards this aspect,
but often fail to put it into practice.

3. Modelling and making modelling explicit. Teacher educators are an example to
teachers, but on another level. This implies that they make explicit the pedagogical
foundations underlying their behaviour. Additionally, in order to support the
affective development of teachers, teacher educators should be able to make their
own feelings explicit and reflect on them. Also in this respect, our retrieved studies
show that teacher educators hardly put this into practice.

4. Dealing with tensions and dilemmas. Dealing with tensions in specific situations
requires from teacher educators thorough theoretical knowledge, experience and
reflective judgements. By finding the right balance in these tensions at the right
moment, teacher educators make sense of their role of teacher of teachers.
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4.2.2. Professional Development

As we have indicated already, in their first years teacher educators rely heavily on
the expertise acquired as a teacher, but discover that this expertise is not sufficient
for the role of teacher of teachers (Van Velzen et al., 2010; Greensfeld & Elkad
Lehman, 2007; Noel, 2006). The self-study by Ritter (2007) points out that
teachers who become teacher educators are seldom aware of the qualities required
for teacher educators. Looking back, Ritter concludes: “I will never again take for
granted the skills, expertise and knowledge required to be a teacher educator” (p.
107). For teacher educators entering the profession after a Ph.D. study, the
situation is sometimes even harder. They are often wrestling with their professional
identity (Bullock & Ritter, 2011).

Many of the retrieved studies deal with the first years of being a teacher
educator, when they have to settle down in their new environment (Dawson &
Bondy, 2003; Dinkelman, Margolis & Sikkenga, 2006; Gallagher, Griffin,
Ciuffetelli Parker, Kitchen, & Figg, 2011; Harrison & McKeon, 2008; McKeon &
Harrison, 2010; Murray & Male, 2005; Shagrir, 2010; Van Velzen, Van der Klink,
Swennen, & Yaffe, 2010). In some cases, a study evolves from enduring
disappointing experiences of teacher educators with the results of their students.
Choi (2011), for instance, decided on this basis to figure out how a teacher
educator can improve a course on action-research.

Below we describe eight factors, within four categories, accounting for the
professional development of teacher educators in their role of teacher of teachers:

I.  Context

II. Building on personal qualities of the teacher educator
III. Support

IV. Research.

1. Context

1. Availability of a frame of reference

Several authors (Byrd, Hlas, Watzke, & Valencia, 2011; Greensfeld & Elkad-
Lehman, 2007; Koster & Dengerink, 2008; Murray, 2008b; Shagrir, 2010; Snoek et
al., 2011) stress the positive effects of a national frame of reference, for instance a
professional standard, for the professional development of teacher educators.
Shagrir (2010) adds to this the importance of the availability of a knowledge base.
In the retrieved studies, the American standard of the Association of Teacher
Educators and the Dutch professional standard of the Association of Teacher
Educators in the Netherlands were mentioned as examples. According to Murray
(2008b) and Koster and Dengerink (2008), professional standards should not be
formulated too strictly, in order to prevent them from becoming a straitjacket.
Preferably they serve as a frame of reference in promoting understanding of the
complex work of the teacher educator and in supporting professional development.
In a study by Koster et al. (2008), teacher educators reported positive changes in
knowledge and behaviour, as a result of their participation in a standards-based
assessment procedure and an accompanying trajectory of professional
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development. About one-third of these teacher educators also perceived positive
effects in their environment. Additionally, the procedure proved to contribute to
self-esteem, moral development and enthusiasm for the profession. After having
completed the procedure, these teacher educators were more able to regulate their
professional development.

1I. Building on personal qualities of the teacher educator

2. Personal qualities

Personal qualities such as openness to new ideas, eagerness to learn, and
enjoyment of sharing are, according to Silova, Moyer, Webster, and McAllister
(2010), important factors contributing to the professional development of teacher
educators. In their study, Drent and Meelissen (2008) stress the personal factor of
interest in technological developments and a student-oriented focus:

Personal entrepreneurship turns out to be the anchor point for stimulating the
innovative use of ICT in education. The teacher educators characterised as
‘personal entrepreneurs’ in this study, created possibilities to experiment with
ICT applications, researched the use of ICT in their education, reflected on
their outcomes, and exchanged ideas with colleagues. (p. 197)

Above, we already referred to Choi (2011), who considers his embarrassment with
disappointing results of students as an important incentive for taking up his
valuable self-study. In line with this, Dinkelman et al. (2006) stress that especially
less positive reactions of students may be an important catalyst for professional
development. Additionally, Byrd et al. (2011), in their study of teacher educators in
the field of teaching second languages, stress the importance of a personal interest
in the subject-discipline, in students, and personal experiences with and an interest
in other cultures as important motivators.

3. (Gaps in) Prior knowledge and experience

Van Velzen et al. (2010) reported that the main challenges of beginning teacher
educators were: preparation of lessons, assessment, the use of adequate teaching
styles and coping with students’ motivation. The beginning teacher educators
struggled with finding a balance between providing structure and inviting students
to learn independently or in a group. These teacher educators sought support on
these themes.

To overcome their primary ‘classroom concerns’, perhaps the most important
need of beginning teacher educators is, according to Dinkelman et al. (2006), the
quality, nature and organisation of time. Following Cochran-Smith (2003), several
authors (Greensfield & Elkad-Lehman, 2007; Silova et al., 2010) stress the
importance of the promotion of “inquiry as a stance”. This means that teacher
educators learn to pose questions and make use of empirical data, to improve and
deepen their teaching practice. Chauvot (2009), Byrd et al. (2011) and Greensfeld
and Elkad-Lehman (2007) refer to experiences and interactions with students as
important sources for informing teacher educators about their gaps of knowledge
and experience, and for supporting their development.
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1II. Support

The learning of teacher educators is usually informal workplace learning (Van
Velzen et al.,, 2010). This means that their learning is seldom organised in a
systematic manner and that the quality of the learning depends on the learning
opportunities offered in the workplace. Some of the following aspects are related to
this.

4. Coaching by a mentor

Several studies have the coaching of beginning teacher educators by a mentor
(mostly an experienced colleague) as their central theme. Mayer et al. (2011) stress
the critical role of a significant mentor in helping to understand the culture of the
university and the role of academics, and to find a balance between research and
teaching in their work. A study by Murray (2008a) shows that, in England, only
one third of the institutions for teacher education had a structured induction scheme
for new colleagues. According to this study, the role of mentor was sometimes
taken up by the head of the department or another executive, with the risk of
conflating appraisal and probationary requirements with mentoring and coaching.
Additionally,

Care should be taken to ensure that provision for work-based learning does
not generate only ‘local’ or parochial knowledge of teacher education ...
Induction ... also needs to reflect the accepted discourses and practices of
teacher education as a professional discipline in the university sector. (p. 131)

In the studies by Harrison and McKeon (2008, 2010), all interviewed teacher
educators were assigned a mentor, but the mentoring took place incidentally, and
the mentoring sessions were without an agenda and reports. The teacher educators
did not have a clear vision on what to expect from mentors.

We may conclude that many beginning teacher educators only sporadically
receive a kind of mentoring. Hence, their professional development is often
individual, incidental, spontaneous, unconscious (Smith, 2003), and based on trial
and error (Harrison & McKeon, 2008). Notably in their first period as teacher of
teachers, they rely on their expertise as a teacher out of necessity (Dinkelman et al.,
2006).

5. Learning from and with colleagues

Many teacher educators indicate that they learn from colleagues in daily practice,
at the micro-level within the department or team (Murray, 2008a; Harrison &
McKeon, 2008, 2010; Van Velzen et al., 2010). In their Australian study, Schuck,
Aubusson, and Buchanan examined the value of peer observations and subsequent
professional conversations and their contribution to professional development. As
important conditions, they mention a strong mutual professional and personal
relation, based on willingness to take risks, respect for each other’s expertise in
teaching, and the ability to reflect collaboratively on the teaching and learning of
the participants. Dawson and Bondy (2003) describe a similar experience in the
U.S. Silova et al. (2010) report on a project in Latvia, in which beginning and
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experienced teacher educators participated in a network aimed at collaborative
learning. Key factor for positive outcomes was a common approach, based on
“inquiry as a stance”. Williams and Power (2010) describe how “core-reflection”
helped them in exploring their professional identities in their mutual professional
relationship. Also, Chauvot (2009) stressed the importance of interactions with
colleagues, in committees and colloquia within the university department and at
conferences.

6. Participation in a community of learners

Participation in a community of learners stimulates the professional development
of teacher educators (LeCornu & Ewing, 2008). Based on their study of eight
teacher educators in a professional development community, Hadar and Brody
(2010) developed a layered model to understand the effects of such a community.
The first layer is called “breaking of isolation” and is focussed on acquaintance, a
shared topic, interdisciplinary discourse and a safe environment. The second layer
is called “improvement of teaching”, which includes skill acquisition, classroom
implementation, documentation and collegial reflection. As the professional
development community progresses, the third layer, called “professional
development”, emerges. It consists of acquiring a disposition towards teacher
thinking, a sense of accomplishment and a feeling of personal efficacy. It leads to
adopting a broader pedagogical outlook. In a study by Draper (2008), participation
in a professional development community also led to a shift of focus from ‘teacher
education’ towards ‘teacher educator education’.

The study by Greensfeld and Elkad-Lehman (2007) indicated that communities
of learners, particularly those aiming at inquiry, creation and representation of new
knowledge, contribute to the process of change in thinking. In this respect, they
explicitly mention the importance of working in a partnership with schools and in a
companionship with a colleague, aimed at carrying out research in education.
Poyas and Smith (2007) reported similar outcomes in their study on the
experiences of teacher educators, who, in a series of meetings based on the notion
of a ‘community of practice’, aimed at elevating pedagogical content courses to a
higher level. The study by Gallagher et al. (2011) indicated that, through authentic
conversations in a self-study community of practice, there are more opportunities
of finding resonance in each other’s stories. These conversations helped to promote
professional development amongst all members.

7. Participating in a course

In a study by Murray (2008a), eight out of 35 new teacher educators had taken part
in a Postgraduate Certificate Teaching in Higher Education programme. Other new
teachers seemed to have been exempted from this qualification, often because they
were already qualified school teachers. This is confirmed in the studies by Harrison
and McKeon (2008, 2010), who have interviewed new teacher educators several
times during the first phase of their career. The teacher educators who followed the
course for this certificate reported a limited usefulness, because of their extensive
teaching experience. The course had its focus mainly on teaching and not on
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getting acquainted with the research culture in higher education and with linking
teaching and research, while the latter themes were the problematic ones for
teacher educators, coming from the world of primary and secondary education into
the world of higher education.

In a study by Lunenberg (2002), a group of experienced teacher educators
designed a two-year curriculum especially for university-based and school-based
teacher educators. The competencies to be acquired were mainly derived from the
Dutch professional standard for teacher educators, and subsequently from a
literature study and ten case-studies on teacher educators. These case studies
showed that these teacher educators acted as a good role model, but none of them
explained their pedagogical and educational choices systematically.

While this study does not report on the realisation and outcomes of a
curriculum, the study by Shagrir (2010) does. She studied which elements in a
programme for novice teacher educators, offered by the MOFET-Institute in Israel,
contributed most to their professional development. The one-year programme (one
day a week, 112 hours) served university- and college-based lecturers as well as
school-based mentors of student-teachers. The data collected reflected as most
important elements: the interaction with practice, the collegial support group, the
availability of a professional coach guiding the participants throughout the year,
and the opportunity to work with colleagues towards developing and grounding the
profession. The standards of ATE proved to be a useful frame of reference.
Moreover, the cooperative learning of teacher educators from different universities
and schools proved to be a great advantage. It enabled them to discover new
models and frames of teaching and learning, and to develop interpersonal working
skills. Regarding the benefits and results of the programme, the study revealed
three main domains: building a professional self, being a member of a community
of professionals, and improving the teacher educator’s professional skills.

A study by Kosnik et al. (2011) deals with the design and realisation of a
Canadian initiative, aimed at a group of doctoral students who wanted to become
teacher educators. Most of these twelve doctoral students had teaching experience.
The community, called “Becoming Teacher Educators” (BTE), had monthly
meetings on a voluntary basis for three years. Activities included discussing
scholarly articles, observing and interviewing teacher educators, lectures by and
discussions with guest speakers, reviewing websites of schools of education,
presentations by members of the BTE group on their research, and discussing their
teaching experiences. According to this study, the participants in this trajectory
developed the skills to be successful teacher educators. The development of their
professional and academic identities was also strongly influenced by the project.

1V. Research

8. Studying one’s own practice

Many authors, among them Dinkelman (2003), Gallagher et al. (2011), Geursen,
De Heer, Korthagen, Lunenberg, and Zwart (2010), Loughran and Berry (2005),
Schuck et al. (2008), Wood and Geddis (1999), and Zeichner (2007), maintain that
self-studies are an excellent way for teacher educators of reflecting in a systematic
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and well-founded manner on their own practices as teachers of teachers. Zeichner
and Liston (1996%*) state that “self-study highlights the reflective process and yields
knowledge about practice that does not arise from daily practice alone” (p. 9).

Shteinman, Gidron, Eilon, and Katz (2010), one of the rare publications
explicitly dealing with the professional development of experienced teacher
educators, stress that researching one’s own practice and writing about it not only
leads to the improvement of practice, but also to one’s development as a ‘reflective
practitioner’. Based on interviews with 18 experienced Israeli teacher educators,
they found that all of them felt that “writing enabled integration of their theoretical
and practical knowledge to a new kind of ‘learning’ that developed during the
writing process” (p. 352-353). The teacher educators evaluated their own learning
as more productive because of doing the work collaboratively. They stress that it
strengthened the position of the teacher educators within the academic community.
Teachers of teachers who work on their own professional development in this way,
also take on the role of researcher. This role will be elaborated in Section 4.3.

Critical features

From the above we may derive the following critical features regarding the
professional development in the role teacher of teachers and the behaviour in this
role:

1. Context. The availability of a frame of reference, such as a professional standard
or knowledge base, is important in guiding the professional development of the
teacher educator as a teacher of teachers, and in promoting self-confidence.

2. Building on personal qualities of the teacher educator. Personal qualities of
teacher educators, such as eagerness to learn and interest in the subject-discipline
and students, are important. Moreover links with (gaps in) prior knowledge and
experience improve professional development.

3. Support. Informal learning from and with colleagues, but also through peer-
coaching, seminars and conferences, and within professional learning communities,
is supportive of professional development in this role. Although, according to the
retrieved studies, the assignment of a mentor to a novice teacher educator occurs
regularly in practice, the mentoring turns out to be limited. Programmes for teacher
educators have to be specifically tailored to this profession. The research on such
programmes is still limited.

4. Research. Studying one’s own practice proves to be productive for the
professional development in the role and for the behaviour as a teacher of teachers.

4.3. RESEARCHER

On the basis of the selected studies, we conclude that the conviction that teacher
educators should do research is increasingly shared by institutions for higher
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education, i.e. universities, but also polytechnics and colleges (the so-called new
universities). This is not only true for Western countries (Gemmell, Griffiths, &
Kibble, 2010; Jaruszewicz & Landrus, 2005; Murray, Czerniawski, & Barber,
2011), but also for countries such as Saudi Arabia (Borg & Alshumaimeri, 2012%)
and South Africa (Chetty & Lubben, 2010). However, in practice the situation is
quite complicated, as we will see below.

Our discussion of the critical features regarding the role and the behaviour of the
teacher educator as a researcher is based on 26 articles found using our selection
method.

4.3.1. Role and Behaviour

In the literature, we have found eight features, which can be grouped into three
categories, as being critical to the role and the behaviour of the teacher educator as
a researcher. These categories are:

I.  Views of the role of researcher;

II. The practical elaboration of the role of researcher;

III. The focus of research.

1. Views of the role of researcher
1. Acknowledgment of the role of researcher
The view that the role of researcher is a feature of a good teacher educator, is not
supported by all teacher educators. A study by Smith (2005) showed that only half
of 18 teacher educators who filled in a questionnaire found that good teacher
educators are involved with research. None of the 40 teachers in Smith's study
mentioned this as a feature of a good teacher educator. This concurs with findings
from Wold, Young, and Risko (2011), who sent a questionnaire to 61 teachers.
Only 6% of these teachers found that their quality as a teacher was dependent on
the fact that their teacher educator did research.

Murray et al. (2011) interviewed 20 teacher educators in England and found a
lot of different views concerning the question of whether doing research should be
part of their work or not.

2. Friction with the role of teacher of teachers

Such findings from Murray et al. are in contrast with the increasing emphasis
institutions of higher education put on research by teacher educators, and thus on
their role as researchers. Sometimes teacher educators struggle with this contrast.
They feel the attention to their role as researchers undermines the importance of
their role as teachers of teachers (Mayer et al. 2011; Jaruszewicz & Landrus,
2005). At the same time, teacher educators often identify themselves with their role
as teacher of teachers. This has become clear from a study by Griffiths, Thompson,
and Hryniewicz (2010), who interviewed six teacher educators and their six
research supervisors. The teacher educators saw themselves primarily as teachers
of teachers and found it hard to view themselves also as researchers. This concurs
with findings from the collective self-study by Gemmell et al. (2010).
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3. Meaning of the role of researcher

Those teacher educators from the study Murray et al. (2011) who did consider
research as part of their work as a teacher educator, had different ideas of what this
would mean. For some of them, doing research meant reading and reflecting,
which seems to refer to a conception of research that approaches the notion of
scholarship. For others, it meant doing research oneself, and publishing about it
(compare Atkinson, 2001* and Boyer, 1990*). In addition, the 20 interviews held
by Chetty and Lubben (2010) among teacher educators yielded a variety of views
of the role of researcher, for example including being a coach of research carried
out by students. For Houston, Ross, Robinson, and Malcolm (2010) such
differences in views formed the starting point of their collective self-study, in
which they focused on the question of how they wanted to elaborate their role as
researchers.

II. The practical elaboration of the role of researcher

4. Lack of time, information, and support

A study by Jaruszewicz and Landrus (2005), based on a questionnaire sent to 57
teacher educators and focusing on the practical elaboration of their role as
researchers, shows the practical problems they encounter. Lack of time and lack of
information were important obstacles, but also lack of support, both from their
research supervisors and from research assistants. Murray and Male (2005), Borg
and Alshumaimeri (2012%), and Gemmell et al. (2010) also stress the time aspect.
In a study by Griffiths et al. (2010), too, lack of time, information, and support are
important limiting factors as far as the role of researcher is concerned:

Unanimously the main barrier to research cited by both teacher educators and
research mentors was time, or rather lack of time: ‘a massive issue’, as one
teacher educator put it. Teacher educators have highly intensive teaching
timetables and there is very little time left over for research. [...] Teacher
educators theoretically had a minimum of half a day per week research time,
but in practice this tended to disappear. Apart from the intensity of the
teaching load itself, teacher education programmes follow a school year
rather than a university year, therefore there is less time overall for research;
regular validation and inspections by government agencies are an added
pressure. (p. 253)

5. Ambivalence

Regarding the time aspect, Griffiths et al. (2010) also conclude from their study
that an ambivalence seems to play a role. On the one hand, many teacher educators
are overburdened by teaching and organisational tasks, and many have little
research time available. On the other hand, as a result of their background as a
teacher, they tend to give priority to the contact with students over doing research:

In addition, the teacher educators saw teaching as the central and most
important part of their work, and therefore this tended to be put first,
particularly the student-teachers’ needs. (p. 253)
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6. No research culture

Several authors maintain that the above aspects are connected with the fact that, in
general, a research culture is missing within institutions for teacher education
(Gemmell et al., 2010; Griffiths et al., 2010; Houston et al., 2010), which makes it
difficult for teacher educators to shape their role as a researcher.

1II. The focus of research

7. Traditional research focus

There are three dominant research foci of teacher educators as researchers: (1) the
(school) subject, (2) pupils and/or teachers, and (3) one's own teaching practices.
Based on their research among 82 teacher educators of a prominent university in
Saudi Arabia, Borg and Alshumaimeri (2011%) conclude that for teacher educators
their discipline or primary or secondary education are their traditional research
objects. Related to this is the idea that the roles of teacher of teacher and researcher
represent separate worlds and that a researcher is an objective outsider, collecting
mainly quantitative data (Griffiths et al., 2010).

8. Research into one's own practices

Increasingly, teacher educators carry out research into their own teacher education
practices, as has become clear from the enormous growth of the self-study
movement over the last fifteen years. This choice has a content aspect (knowledge
development by the professional community itself), but also a practical side; it is a
matter of “double dipping” (Jaruszewicz & Landrus, 2005): data are often easy to
collect and research outcomes not only yield academic output, but also contribute
to the improvement of one's own practices. Cochran-Smith (2005) states that this
kind of research deserves more attention, as it can offer important contributions to
our knowledge about teacher education. However, she also discusses that this
standpoint is under discussion in academic circles (see also Griffiths et al., 2010).
The most important critique of research into one's own practices is, on the one
hand, the quality and generalisability of the often qualitative research (Lunenberg,
Ponte, & Van der Ven, 2007), and, on the other hand, the absence of a research
programme in which the cohesion between individual studies is guarded (Zeichner,
2010).

Critical features
Summarising, we found three critical features for the role of researcher and the
behaviour in this role:

1. Views of the role of researcher. In order to be able to function well in the role of
researcher, teacher educators themselves need to acknowledge the importance of
this role. Such acknowledgment is not common. Teacher educators often put more
priority on their role as a teacher of teachers. In addition, more clarity is needed
about what it means to be a researcher, as teacher educators who do consider this
role as part of their profession, differ in the way they interpret the role.

37



4. RESULTS: CHARACTERISTICS OF THE PROFESSION

2. The practical elaboration of the role of researcher. Practical issues, such as time
and information require attention, and also the provision of suitable support. In
addition, teacher educators themselves should give more priority to their role as
researchers, which can be promoted by creating a research culture within
institutions for teacher education.

3. The focus of research. In general, there are three dominant research foci: the
subject, primary or secondary education, and the teacher educator’s own practice.
This variety of foci is accompanied by a debate about goals, methods, and quality
criteria, in particular when research into one's own practices is at stake. It would be
helpful if there would be more clarity about and acceptance of research into one's
own practices, which can be improved by clear methodological guidelines for such
research.

4.3.2. Professional Development

Many issues mentioned in the literature point to the need of professional
development of the teacher educator as a researcher, such as the tension between,
on the one hand, the view of institutions for higher education that teacher educators
should do research, and, on the other hand, the ambivalence of teacher educators
themselves regarding this role, the practical problems that teacher educators
encounter in their role as a researcher, and the lack of clarity with regard to the
type of research which is suitable and acceptable. We will now discuss the research
that has focused on the professional development of the teacher educator as a
researcher.

We found fifteen factors that are mentioned in the literature with regard to the
development of the role of the teacher educator as a researcher and the
accompanying behaviour. We have put these factors into three categories:

I. Context;

II. Factors in the teacher educator-researcher himself or herself;,

II1. Specific incentives to start as a researcher and to keep going.

These three categories are not completely separable, as the various factors in the
three categories show much overlap.

1. Context

1. Creating a research culture

Important to the professional development in the role of researcher is the creation
of a research culture within the workplace, in which the experiences and attitudes
of teacher educators with regard to research receive explicit attention through
presentations, discussions, and other exchanges (Houston et al., 2010). Based on
their study of teacher educators in Saudi Arabia, Borg and Alshumaimeri (2012%)
too, consider this an important factor:

(...) overall, respondents felt the context they worked in was only moderately
conducive to research activity. In particular, there was a perceived tension
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among respondents between institutional expectations and the actual support
they received in relation to their research activity. (p. 354)

2. Making institutional expectations and requirements explicit

Too often institutional expectations and requirements remain implicit, or they are
considered self-evident by others who do have research experience, whereas this is
not the case for those to whom the area of research is new. This is why it is crucial
that institutional expectations and requirements regarding research activities by
teacher educators are made explicit (Borg & Alshumaimeri, 2012%*). As Griffiths et
al. (2010) state it, research should be “on the agenda” within institutions for teacher
education.

3. Providing clear information

Emerging from, for example, the research by Griffiths et al. (2010) is the
importance of giving clear information about research facilities. This concerns, for
example, access to journals, possibilities for study leave, and the criteria for
promotion within the profession.

4. Providing support

Support is needed when teacher educators design and carry out research (Borg &
Alshumaimeri, 2012*; Geursen et al., 2010), especially in the form of frequent and
personal coaching, in which feedback and advice is provided and trust is being
built (Griffiths et al., 2010).

Several initiatives have surfaced aimed at supporting teacher educators in
carrying out research. For example, Lunenberg, Zwart, and Korthagen (2010)
facilitated a group of teacher educators in carrying out self-studies that both
contributed to their own development, as well as to the knowledge base of the
community of teacher educators. Their study shows that such support is much
needed and helps teacher educators in overcoming obstacles they encounter when
starting to take the first steps on the road of self-study. One such obstacle is
becoming a beginner again:

Teacher educators starting a self-study are often experienced professionals.
At the same time, with regard to research they are novices. Hence,
experienced teacher educators starting a self-study have the courage to
expose themselves and become vulnerable. (p. 1285)

The approach described by Lunenberg, Zwart, and Korthagen concurs with a study
carried out by Gallagher et al. (2011), who describe an approach to the professional
development of pre-tenure teacher educators through the establishment of a self-
study group. This group evolved into what the authors call “a community of
scholars” (p. 884), a process stimulated by the fact that the participants were “in
the same boat” (p. 885) concerning issues such as promotion and tenure. Gallagher
et al. present evidence as to how teacher educators can work together to build a
culture linking teaching practice to scholarship. A strong feature of their
community was the authentic conversations about individual and collective
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concerns, which built trust and allowed for the mutual vulnerability that Lunenberg
et al. (2010) also pointed to. Important is also that facilitators are easily accessible
(Lunenberg et al., 2010, p. 1282, speak about “a sense of being next door”).

5. Identifying and offering additional support and resources

What is also important is identifying additional support and resources that teacher
educators need for their research activities. This kind of support can take many
forms, for example taking care of physical and financial resources, courses, formal
and informal acknowledgment (Borg & Alshumaimeri, 2012%*), and the availability
of experts (Lunenberg et al., 2010). Katz and Coleman (2005) mention the
importance of statistical support by facilitators. Also, courses and methodological
training can offer important support. They can build trust in the beginning
researcher, as concluded by Harrison and McKeon (2010) on the basis of a study of
three teacher educators. This issue is also mentioned in an essay by Lin, Wang,
Spalding, Klecka, and Odell (2011). Very important is the engagement of
experienced researchers who can offer tailor-made methodological help and who
can suggest research instruments fitting the needs of the teacher educator-
researcher at that moment (Lunenberg, et al., 2010).

6. Planned and protected time

Helpful is planning and protecting time for research (Griffiths et al, 2010), for, as
noted above, teacher educators continuously experience time pressure (Borg &
Alshumaimeri, 2012%):

Following from induction, many teacher educators thought that ‘dedicated’
research time should be timetabled, because this would help them preserve
research time and ‘give them permission’ to do it. A (new university) teacher
educator suggested faculty research days, in addition to the scholarship days
that already existed: ‘This is time for you to do your research. I don’t see any
evidence of that’. (Griffiths et al, 2010, p. 258)

7. Role models

Griffiths et al. (2010) point to the importance of role models. Through guidance
from more experienced researchers functioning as role models, or through
cooperation with other researchers, teacher educators can develop the knowledge,
skills, and attitudes needed for doing research. In this context, Lin et al. (2011)
advocate an apprenticeship model. In such a model, an experienced teacher
educator-researcher can, for instance, model how to deal with the continuous
pressure on research time coming from practice. Harrison and McKeon state that
beginning researchers can start with carrying out ‘low risk’ research activities,
which may help them to gradually become part of a research culture.

8. Collaboration structures

Helpful is the promotion of collaboration between teacher educators in carrying out
research, which can include creating possibilities for exchanges about research and
for learning from each other (Gemmell et al., 2010; Houston et al., 2010; Kitchen
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& Stevens, 2008; Lunenberg et al., 2010). Griffith et al. (2010) state that peer
support is important. McGee and Lawrence (2009) discuss that this creates safety.
On the basis of a joint self-study trajectory of five Dutch teacher educators,
Geursen et al. (2010) state that collaborating on research can stimulate a sense of
professional intimacy which furthers deeper analyses of one's own practices (see
also Fitzgerald, East, Heston, & Miller 2002*). McGee and Lawrence (2009) note
that collaboration on research is more productive if there is a shared research
question linked to the teacher educators’ practices.

9. Institutional reflection and reframing

At the institutional level, reflection and possibly reframing should take place with
regard to conceptions about research, because - as mentioned above - exactly in
this respect teacher educators experience problems:

The way in which their institutions define scholarship and classify research
efforts are not necessarily consistent with the kind of work they are engaged
in. (Jaruszewicz & Landrus, 2005, p. 110)

According to Lunenberg and Willemse (2006), to teacher educators a form of
research is productive in which the focus lies on unique practical situations and in
which the value of personal experiences is acknowledged.

In fact, a reframing seems necessary within the whole professional community
of teacher educators, as Day (1995%*) states. This statement is in line with Cochran-
Smith (2005), who puts forward a critical comment, stating that:

[...] there are currently competing agendas and viewpoints about the worth of
research conducted by teacher educators themselves on their own practice,
their own knowledge and perspectives, and their own students’ (i.e.,
prospective teachers) learning. [...] On the one hand, there is now more
research being conducted about teacher education by teacher educators
themselves than at any previous time. This trend reflects a
reconceptualization of the role of the teacher educator and a rethinking of the
kinds of knowledge and skills teacher educators ought to have. On the other
hand, in some of the most influential syntheses of the teacher education
research literature, research conducted by practitioners about their own work
is discounted and ignored because it does not meet standards for rigor or
because it is considered to have very little value in terms of generalizations
across contexts. (p. 224)

Murray et al. (2009) conclude:

The time may also be right for a re-framing of what ‘counts’ as research
activity for teacher educators whose busy day job is practice in teacher
education [...]. Any such reframing of research and scholarship activities in
teacher education could be part of a long term and intra-professional
challenge for teacher educators, one that establishes a new language of
learning and scholarship. (p. 949)
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10. Writing

Writing about practical experiences promotes teacher educators’ professional
development and helps them elaborate theoretical insights, for example by writing
a book about them. Shteiman et al. (2010) report about good experiences with this
approach in Israel, where funding is available for such writing projects, and also
other support from the MOFET Institute, which focuses on the professional
development of teacher educators. These authors state that this elevates the status
of teacher educators, while at the same time the available knowledge about the
theory and practice of teacher education is broadened.

1I. Factors in the teacher educator-researcher himself or herself

11. Developing personal qualities

Important is the development of personal qualities in the teacher educator-
researcher, such as motivation, passion, and steadfastness. The best way to start on
the path of research is, as Wilson (2006) states, beginning it:

The best way to learn research is to do research, even though most of us
know that immersion is not always the best teacher - whether one is learning
to be a teacher or to be a researcher. (p. 323)

12. Broadening one's perspective

Gemmell et al. (2010) describe a joint self-study trajectory of nine Scottish teacher
educators that shows how they needed a shift in perspective in order to change
their attitudes with regard to research. They had to abandon the idea that their work
was all about teaching teachers, or that research was something they only learned
about through the publications of others. Hence, what is especially helpful to
teacher educators is a broadening of their perspective on research by learning about
various forms of research. For example, in contexts where quantitative research is
dominant, the teacher educator can deliberately dive into publications on
qualitative research methods (Borg & Alshumaimeri, 2012*; Gemmell et al.,
2010). As stated above, it is important to promote that teacher educators learn
about and start to value a non-traditional view of research (Houston et al., 2010),
especially a view aimed at the development and improvement of their own
practices (practice-oriented research, action research, self-studies) (Gemmell et al.,
2010). This requires a reframing within institutions or within the professional
community as a whole of what is or could be research (see factor 9), but also at the
level of the individual teacher educator, as teacher educators often think that
research has little to do with their everyday work, or adhere to a rather technical
view of research (Harrison & McKeon, 2010). However, research focused on one's
own practices should also contribute to the professional field as a whole (Borg &
Alshumaimeri, 2012*). Research is more than a personal reflection (Murray,
2010). However, this is sometimes problematic: Zeichner (2007) states that teacher
educators often have a limited focus in which they only give attention to their own
practices at the cost of contributing to the existing scholarly knowledge and the
development of the professional community of teacher educators.
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1II. Specific incentives to start as a researcher and to keep going

13. A motivating focus

McGee and Lawrence (2009) discovered that teacher educators are more focused
on the learning of their students than on their own learning, and that this
phenomenon can be deliberately used for connecting their research questions to
this interest. This concurs with a conclusion by Murray et al. (2009) from a project
aimed at helping teacher educators do research, namely that it is important to build
on the professional values and missions of teacher educators when promoting a
research-oriented attitude:

[...] the project needs to work with the existing institutional structures,
interests and expertise and with the teacher education researchers’ personal
agency and habitus [...], and underlying senses of professional values and
missions. Of central importance here, we suggest, is how the relationships
between research, scholarship and teaching are conceptualized both
individually and institutionally. (p. 949)

14. Going public

Very stimulating is going public with one's own research, at conferences and other
professional meetings (Geursen et al., 2010; Griffiths et al., 2010; Lunenberg et al.,
2010). Even writing a paper proposal is an important incentive for development
(Kosnik et al., 2011). It is very stimulating when a teacher educator knows that a
presentation about his or her own research has been scheduled. Going public with
one's own research also provides a counterbalance to the above mentioned concern
expressed by Zeichner about the often limited focus that teacher educators
sometimes adopt.

Having to report about one's own research is also stimulating when such a report
only takes place within one's own institution. When the teacher educator researcher
knows that a report or presentation about the research should be delivered, this is
an important incentive for working hard to atrive at tangible results. Griffiths et al.
(2010, p. 259) state that an essence is “having to be accountable for research time”.

15. Rewards

Important is the rewarding of completed research with a title or a higher position,
for example as an associate professor, or any other form of acknowledgment
(Griffiths et al., 2010). Another possibility is, for example, giving an award or
providing extra research time (Lin et al., 2011).

Critical features

From the above list, we can derive the following critical features determining the
development of the professional role of the teacher educator as a researcher and the
professional behaviour of teacher educators in this role:

1. Context. Important is building a supportive context through work environments

in which there is a research culture with an appropriate view of research, in which
institutional expectations and requirements are made explicit, and in which various
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ways of support are provided (frequent supervision, training, availability of
resources, and so forth), and in which collaboration is promoted.

2. Factors within the person of the teacher educator-researcher. Important is
attention to the development of personal qualities, such as motivation, passion, and
steadfastness, and to a broadening of perspectives with regard to possible forms of
research.

3. Specific incentives to start as a researcher and to keep going. Professional
development in the role of researcher is promoted by specific incentives, such as
going public with the research, reporting about it, and receiving rewards.

4.4. COACH

Teacher educators and students from all institutions for teacher education agree
that practice is an important experiential source of learning and also that the
student teacher should be supported while learning from practice (Zanting,
Verloop, Vermunt, & Van Driel, 1998). In the literature, the role of the person
offering this support is referred to by various terms, such as coach, guide, mentor,
or facilitator. We will use the term coach. As we discussed in Section 4.1.2, the
central aspect of this role is facilitating the learning process of student teachers, a
view broadly shared in the literature. Research by Wold et al. (2011) among more
than 60 literacy teachers into the impact of various roles of the teacher educator on
these teachers’ professional development, shows that the teachers consider the role
of the teacher educator as a coach as being most influential. The teachers under
study report that the most important in this role are qualities such as being
generous, forgiving, enthusiastic, approachable, inspiring, irreverent but respectful,
helpful but not controlling, and being nonjudgmental.

Coaching of the learning process of student teachers takes place in the
institution for teacher education, as well as in the workplace, i.e. the school. In
4.1.2, we noted that the person in charge of supporting the learning in the
workplace, is generally named a mentor, mentor teacher, cooperating teacher, or
school-based teacher educator. Clear definitions of the various terms are absent in
the literature, and conceptualisations differ per country and context (Zanting et al.,
1998). Moreover, the term mentor is used both as a description of a position, and
for referring to a role. Below, we will use the term workplace facilitator for all
those supporting the learning of the student in the workplace.

Only a few studies deal with teacher educators working as a coach in institutions
for teacher education (institution-based teacher educators). Most of the selected 25
studies dealing with the role of a coach, have a bearing on workplace facilitators.
Various orientations are possible regarding this role (Wang & Odell, 2007).
Hennissen, Crasborn, Brouwer, Korthagen, and Bergen (2008) published a
literature review on the role of the workplace facilitator that we were happy to use
for mapping out the factors that are determinant for the role of the teacher educator
as a coach and their behaviour in this role.
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4.4.1. Role and Behaviour

We found five factors determining the role as a coach and the behaviour in this
role. They can be placed into two categories:

I. The task of workplace facilitators;

II. The task of institution-based coaches.

1. The task of workplace facilitators

1. Offering local knowledge

A study carried out in the US by Hall, Draper, Smith, and Bullough (2008) among
264 workplace facilitators shows that they consider coaching as their key activity.
This concerns both professional support (giving information about the curriculum
and classroom management, serving as a role model), as well as emotional support.
The workplace facilitators in this study emphasise professional support over
emotional support.

The most important resources workplace facilitators use in their coaching are
personal qualities and experience as a teacher. Cothran, McCaughtry, Smigell,
Garn, Kulinna, Martin, and Faust (2008) found as the most important activities of
the workplace facilitator: providing contextual subject matter knowledge and
experience, and skilful communication. In an international comparative study,
Wang (2001) found similar results.

Workplace facilitators mainly function as a local guide. Hall et al. (2008)
conclude that this role conception is limited, as students should develop a broader
than only local perspective on education (cf. Zeichner, 2002*; Loughran, 2006*).

2. Practical orientation: giving advice about curriculum and classroom practice
Rajuan, Beijaard, and Verloop (2007*, 2010*) did a study on the cooperation
between 20 Israeli students and their 10 workplace facilitators. Both groups
experienced a good balance between support and challenge as being the most
effective in coaching. Such a balance appeared to be present in most combinations
of students and coaches. The students found a personal orientation of the coach the
most important, and next, a practical and technical orientation. The coaches,
however, appeared to be mainly practically and technically oriented.

A Dutch study by Crasborn, Hennissen, Brouwer, Korthagen, and Bergen
(2010) showed that the image workplace facilitators form about their students is
often implicit or rudimentary, which leads to giving advice instead of asking
questions, discussing, and giving attention to problem solving. In the stimulated-
recall interviews the researchers held with the workplace facilitators under study,
these coaches themselves considered only 20% of their conversations as reflective.
A case-study by Perry, Hutchinson, and Thanberger (2008) showed another
perspective, namely that workplace facilitators are in fact able to give the latter
type of support, but on the basis of recorded conversations they conclude that
offering information and support was more helpful to the students than asking
questions and modelling. In a second study, Crasborn, Hennissen, Brouwer,
Korthagen, and Bergen (2011) conclude from the literature that the topics most
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discussed in the dialogues between workplace facilitators and students are
instructional and organisational situations and, to a lesser degree, pupils, classes,
and subject matter. This concurs with a study by Strong and Baron (2004), who
found that teaching was the most important topic in such conversations. Wang
(2001) studied 23 workplace facilitators in the US, UK and China. He states that, in
their interactions with students, workplace facilitators mainly focus on aspects of
the curriculum (goals, learning activities, instructional materials, plans and
schedules) and on pedagogy. Whether the emphasis is more on the curriculum or
on the actual practice of teaching seems to depend on the national context. In the
US, there is much attention to individual pupils and the curriculum, which to a
large degree can be made specific by the teacher himself or herself. In China,
where the national curriculum limits teachers’ autonomy in making decisions about
the curriculum content and assessment, the focus is more on helping novices learn
how to teach the standardised curriculum and develop a shared understanding
about norms. The UK takes a middle position.

The emphasis on giving advice is also found by Barrera, Braley, and Slate
(2010) in their study of 46 workplace facilitators who supported beginning teachers
in schools in Texas (US). This may be related to a lack of clear information about
expectations: the coaches reported to feel a need for well-defined goals and more
clarity about their duties and responsibilities.

3. Promoting reflection aimed at transfer

In the studies cited above there is frequent emphasis on the increasing part school-
based teacher educators play in the education of teachers. As a result, attention is
needed for the tasks and role conceptions of workplace facilitators (Yendal-
Hoppey, 2007). Loughran (2006*) offers building blocks for this. He states that the
workplace facilitator should create a context that makes it possible for the
beginning teacher to become engaged in a discussion about, a reflection on, and
critique of views and practices of teaching. However, from studies by Burn (2007)
and Van Velzen and Volman (2009) we learn that a problem occurs when giving
such tasks to workplace facilitators. They appear not able to provide reflection
aimed at transfer, as they are not competent at connecting their practical knowledge
with theoretical concepts. This is also the reason why the exemplary role of
workplace facilitators often remains implicit; they do show exemplary behaviour,
but hardly make this behaviour or the thinking leading to explicit (Levine &
Marcus, 2010%*). Zanting et al. (1998) and Margolis (2007) stress that workplace
facilitators should do this more often.

The study by Rajuan et al. (2007*, 2010*) already mentioned above, show that
Israeli workplace facilitators scored significantly low on academic and critical
orientation. This was similar in their students, which might be a result of the
orientation of their coaches. A case-study by Bullough (2005) on the identity
development of one workplace facilitator showed how complicated collaboration
structures between the institution and the school were. As a result of the lack of
clarity about what was expected from her, the coach took on a ‘caring mother role’.
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Another view is presented in a study by Whitehead and Fitzgerald (2007) of an
interesting and successful project based on “a living theory approach to action
research” as described in the work of Mc Niff, Lomax, and Whitehead (1996*) and
McNiff and Whitehead (2002*). Based on an initiative from and supported by the
university, the workplace facilitators and students collaborated developing and
giving lessons, and afterwards systematically discussed video recording of these
lessons. In the first stage, this was a lesson by the workplace facilitator; in the
second stage a lesson given by the student. In this project, the emphasis was on
developing a reflective dialogue. Through this approach, reflection was promoted
in both the mentor and the student. As one of the participants said: “We weren’t
just getting a lesson on a lesson: we are getting a lesson on reflection as well” (p.
7). Based on the collected data, the authors conclude that a real learning
community was created.

1I. The task of institution-based coaches
4. The caring therapist
The few studies we found on the institution-based coach mainly deal with pitfalls
connected with the role of a coach. Boote (2003) discusses the shift from
traditional perspectives on teacher education towards a constructivist view, and
notes that, as a result of this shift, an increasing number of teacher educators
consider themselves mainly as coaches and less as teachers of teachers. Boote
explores the boundaries and pitfalls of this role conception, which he rather
ironically refers to as a ‘belief-and-attitude therapist’. Nicol, Novakowski, Ghaleb,
and Beairsto (2010) examined the tension between the role of a coach who mainly
focuses on care, and a role in which the focus lies on inquiry in the role of a teacher
of teachers. The institution-based teacher educator in this study mainly focused on
care. This teacher educator built primarily on her experiences as a teacher and
shared these with the students. This means that the role conception of such an
institution-based teacher educator resembles that of many workplace facilitators.
These findings from Boote and from Nicol et al. raise the question whether
institution-based teacher educators are in fact able to enact the broader conception
of the role of coach proposed by Loughran (2006)*, and whether they are
competent at creating a context that engages the beginning teacher in a discussion
about and critical reflection on education.

5. Fading boundaries: overlapping tasks

The tasks, and thus the roles, of on the one hand institution-based teacher
educators, and on the other the workplace facilitator, are increasingly merging, as
we saw above. In addition, Poyas and Smith (2007) note that a growing number of
teacher educators combine working in school and in the institution. This asks for
more precise definitions of the roles and tasks of all those involved. Moreover, for
those teacher educators who often are expert teachers whose roots are in the
school, a specific challenge is the expression of their experiences in professional
terms:
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They joined the college faculty on the basis of an actual identity as expert
teachers. Their stories talk of professional activities and beliefs in a
discursive manner that suits their primary field of practice, the school.
However, when they start teaching methods courses in an academic context,
they struggle to adapt these stories and to define their professional expertise.
The professional knowledge they hold is expected to be verbalised and made
accessible to pre-service teachers and to college faculty. (Poyas & Smith,
2007, p. 332)

Critical features
In sum, we have found the following critical features regarding the role of coach
and the accompanying behaviour:

1. The task of workplace facilitators. The workplace facilitators should not only
take an advisory role and introduce novice teachers to the school, but they should
ask more questions and promote discussion and reflection. While doing so, they
should go beyond the local context. However, from the studies we discussed, a
rather limited role conception of the workplace facilitators arises. They often
conceive their task as restricted to their own location. They base their behaviour on
their personal qualities and their experiences as a teacher, and focus on giving
advice to students about practical issues in the specific school situation, such as
designing and giving lessons, and relating to pupils. In general, workplace
facilitators insufficiently make their own teaching behaviour and the underlying
thinking explicit. In conclusion, they should be better prepared for a broader task
conception.

2. The task of institution-based coaches. For institution-based coaches too, there is
a challenge. They should find more of a balance between their role as a coach and
their role as a teacher of teachers, and they should more clearly mark off their own
tasks from those of the workplace facilitator. In addition, they should avoid the role
of a ‘caring therapist’, should give more attention to discussion and to critical
reflection on education.

4.4.2. Professional Development

In all of the selected studies on the professional development of the coach, the
focus is on the school-based teacher educator. However, as already noted, a
growing number of teacher educators combine work in a school and in the
institution for teacher education (Poyas & Smith, 2007), and this asks for further
and joint professional development of all those participating in the process of
educating teachers. In this context, it is remarkable that so little has been published
about the professional development of institution-based teacher educators
regarding their role as a coach.
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From the studies in our selection, we have derived four factors determining the
professional development of the teacher educator as a coach. We could put these
factors into two categories:

I. Goals and context;
II. Forms of support.

1. Goals and context

1. Towards a research-oriented attitude in the workplace facilitator

As discussed in 4.4.1, the participation of workplace facilitators in the education of
teachers is growing. This influences the goals of the professional development of
workplace facilitators. Burn (2007), for example, emphasises that through a more
research-oriented attitude in workplace facilitators, an identity change can take
place from experts in teaching to professionals who put their own teaching under
discussion and both the students’ and their own professional development.
Although this may sound attractive, Burn warns us that

combining research with teacher education, however, means asking mentors
to adopt simultaneous roles as learners and teachers; something that can only
be done if they and their partners fully recognise the critical role that their
existing knowledge bases play in the construction of new professional
knowledge. (p. 463)

2. A strong partnership between schools and the institution for teacher education
Support from their own school and from the institution for teacher education is
important to the professional development of workplace facilitators, in particular in
order to overcome an isolated perspective on one's own practice (Burn, 2007). In
this respect, various studies (Barrera et al., 2010; Crasborn, Hennissen, Brouwer,
Korthagen, & Bergen, 2008; Crasborn et al., 2010; Dever, Hager, & Klein, 2003)
emphasise the importance of a strong partnership between institutions for teacher
education and schools as a prerequisite to effective professional development.

1. Forms of support

3. Training

The Dutch studies by Crasborn et al. (2008, 2010) and Hennissen, Crasborn,
Brouwer, Korthagen, and Bergen (2010) describe a training for workplace
facilitators, based on the principles of ‘realistic teacher education’ (Korthagen,
Kessels, Koster, Lagerwerf, & Wubbels, 2001*) and micro-teaching. The training
resulted in significant behavioural changes, visible in the conversations of the
workplace facilitators with their students: they became more of “encouragers”, and
less advisers and instructors, and they used the available time more efficiently
(Crasborn et al, 2008). The researchers also found that the coaches became more
consciously aware of their behaviour (Crasborn et al., 2010). Moreover, more
frequently they used suitable coaching skills and, after training, they indicated in
stimulated-recall interviews that there were more reflective moments in their
conversations (a growth from 20% in the conversational sequences to 33%). As a
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result, there was more attention to the learning process of the student teachers
(Crasborn et al., 2010; Hennissen et al., 2010).

Dever et al. (2003), too, report about a study of the training of workplace
facilitators. This training was primarily focused on giving feedback. An evaluation
of the training showed that the participants became more able to collect objective
data when observing students and could give more specific feedback on the
students’ behaviour. Margolis (2007) supported seven teachers (with four to six
years of experience) who became workplace facilitators. Important in this
successful experiment was that these relatively new teachers were themselves
trained in making their own thinking and dealing with challenges explicit and that
they themselves chose to become a coach as a new step in their professional
development. Nevertheless, this study showed it took at least six months before the
workplace facilitators were able to explain their approaches, choices, and dilemmas
to their students. Co-teaching by the workplace facilitator and the student teacher
deepened the process and promoted joint learning, and also learning from each
other’s mistakes.

4. Communities of learners

Similar to what we saw in the discussion of the role of teacher of teachers, the
professional development of workplace facilitators appears to be promoted by
participating in communities of learners. Cochran-Smith (2003) describes a study
in which institution-based and workplace facilitators used “inquiry as a stance” for
improving the coaching of student teachers. Doing research together, continuously
asking each other questions, and using data from practice, did indeed lead to
fundamental developments. For example, it promoted a move away from an
emphasis on an existing checklist for the evaluation of students towards a
‘narrative profile with ...

rich vignettes from practice, journal entries, lesson and unit plans,
observation notes, excerpts from student teachers’ interactions with children
and teachers, and other documentation of the student teacher’s work in the
school and classroom. This narrative profile is jointly constructed two times a
year by the student teacher, the cooperating teacher, and the supervisor.
Rather than general impressions or abstract categories, we use concrete
examples to construct a dynamic portrait of the student teacher in action.
(Cochran-Smith, 2003, p. 15)

Zellermayer and Margolin (2005) studied a community of beginning coaches in a
teacher education college in Israel. They base their research on summaries of
conversations about four critical events in this community. An example of such an
event was that one of the participating researchers made herself vulnerable when
discussing her action research. This stimulated the other participants to leave their
comfort zone too, and all of them started to participate actively in the joint learning
process. This finding concurs with studies by Carroll (2005) and Davey and Ham
(2010) that showing that balanced attention to product and process determines the
success of the professional development within a community of learners.
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Critical features
We have found two critical features regarding the professional development in the
role of a coach and its accompanying behaviour:

1. Goals and context. As the participation of workplace facilitators in the education
of teachers is increasing, this requires that they are not only competent at
introducing new teachers to the practices in their schools, but also that they are able
to support novice teachers in reflection, research, and the (theoretical)
underpinning of practical choices. This means that workplace facilitators should
themselves develop a research-oriented attitude. In order to realise such
professional development of workplace facilitators, close partnerships between
schools and institutions for teacher education are necessary. (See also Section 4.7
on the role of broker.)

2. Forms of support. On the basis of the selected studies, we can conclude that
training of workplace facilitators (focusing on coaching skills, promoting
reflection, making one's own behaviour explicit, and giving productive feedback)
and participation in — facilitated — communities of learners (focusing on inquiry
and research into one's own practices) are effective forms of support for promoting
the professional development of workplace facilitators.

4.5. CURRICULUM DEVELOPER

We have found only 14 studies about the role and behaviour of the teacher
educator as a curriculum developer. Regarding this small number of studies and the
relatively poor empirical grounding of most of the retrieved studies, we have put
all the elements we found into only one category, namely "Variety of approaches
and practices’. Subsequently, for reasons of validity and reliability, we confine
ourselves to formulating only one critical feature for the role of teacher educators
as curriculum developers and the accompanying behaviour. In our selection, we
have not retrieved any relevant publications on the professional development of
teacher educators in the role of curriculum developer and/or the accompanying
behaviour.

4.5.1. Role and Behaviour

Variety of approaches and practices

1. Societal discussions

Ideas about curriculum development in teacher education are influenced by socio-
political discussions about the desired qualities of teachers, and subsequently by
different conceptions of learning and teaching (Grossman, Hammerness, &
McDonald, 2009; Krokfors, Kynislahti, Stenberg, Toom, Maaranen, Jyrhimi, &
Kansanen, 2011; LeCornu, 2010). Grossman et al. and LeCornu describe that,
through the years, conceptions of teacher education have changed under the
influence of socio-political discussion. Examples of conceptions are: a focus on a
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curriculum organised by knowledge domains; a focus on skills and teaching
practice; a more reflective orientation in which student teachers go beyond a
consideration of technical skills to consider the moral and ethical issues involved in
teaching; “realistic teacher education” aimed at creating a better connection
between theory and practice, in which teachers’ concerns and needs are at the
centre; an orientation around ‘learning communities’; and curricula organised
around a set of core practices in which novices can develop their professional
knowledge, skills and professional identity.

Cochran-Smith (2006*) argues that teacher educators are ‘public intellectuals’,
who should play an active role in the (inter)national debate about curriculum
development in education, but as yet teacher educators are more likely to be
following than leading in the debate.

2. Principles guiding teacher education

The retrieved literature shows that the discussion about basic pedagogical
conceptions underlying teacher education is still lively among teacher educators.
Moreover, conceptions and principles underlying curriculum development in
teacher education seem to be strongly influenced by local habits and preferences.
While the one teacher educator strongly believes in the use of autobiographical
reflections by students and the sharing of accompanying emotions (e.g. LeFevre,
2011), the other stresses the importance of ICT in the curricula (e.g. Drent &
Meelissen, 2008).

We did find some commonly shared principles for the design of teacher
education curricula, with implications for the role of the teacher educator as a
curriculum developer. One of these is the common principle of linking theory and
practice. Korthagen et al. (2006) designed the concept of “realistic teacher
education” as a means to effectively link theory with practice. They put the
development of the teacher as ‘reflective practitioner’ at the centre of the
curriculum. Important in this respect is to start from the concerns of students (their
struggles, needs and practices). The starting point of this approach is that learning
about teaching requires a shift in focus from the curriculum to the learner, i.e. the
student. The teacher education programme improves learning through the
promotion of student research into their own practice, and through close mutual
cooperation between students and between students and staff. According to the
concept of “realistic teacher education”, the teacher educator as a curriculum
developer has a clear vision of the nature of relevant knowledge, professional
learning, and of meaningful relationships between schools, universities and student
teachers. The teacher educator models the teaching and learning approaches
advocated in the programme. The Dutch study by Van Tartwijk (2011%*) offers a
concrete example of such a curriculum.

We also found some Scandinavian studies on the translation of similar
principles to teacher education curricula (Krokfors et al., 2010; Arreman &
Weiner, 2007). In the Finnish study by Krokfors et al., teacher educators were
asked if the teaching in their teacher education institutions should be mainly
‘research-led’, ‘research-oriented’, ‘research-based’, or ‘research-informed’. The
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majority of the teacher educators preferred a ‘research-based’ curriculum, in which
the curriculum is designed around inquiry-based activities rather than based on the
acquisition of subject matter knowledge. The aim of this kind of teacher education
is “to produce pedagogically thinking teachers” (p. 11).

Struyven and De Meyst (2010) perceive a revival of competency-based curricula
in Flanders, but based on a more holistic approach compared to the more
fragmented behavioural approaches in previous times. In the current approach, an
integral focus on skills, knowledge, attitudes and experience should lead to a
successful interpretation of the role of the teacher. Although this study gives
information about the preferences for competency-based teacher education among
different groups of teacher educators in Flanders, systematic research on how these
teacher educators give shape to such a curriculum has not been conducted.

Mainly in the United States, an approach has emerged in which the curriculum
is built around ‘core practices’ of the teacher profession (Grossman et al., 2009).
"Core practices " are practices frequently occurring in teaching, which novices can
use in classrooms and can actually begin to master. They allow novices to learn
more about students and about learning. They preserve the integrity and
complexity of teaching, are research-based and have the potential of improving
student achievement. A curriculum around a set of core practices is intended to
help students develop professional knowledge and skills, as well as an emerging
professional identity.

The practices of teaching would provide the warp threads of the professional
curriculum, while the knowledge and skill required to enact these practices
constitute the weft. (Grossman et al., 2009, p. 277)

In this way, the gap between theory and practice, which characterised traditional
curricula with foundation courses on the one hand and methods courses on the
other, should be bridged. Grossman et al. use the example of instructional
scaffolding:

When teaching practices related to instructional scaffolding to preservice
teachers, teacher educators can focus on the underlying theoretical principles
of why to scaffold instruction so that teachers learn when and under what
conditions to provide instructional scaffolding. In addition, teacher educators
should provide preservice teachers with opportunities to learn and enact the
instructional routines involved in scaffolding instruction. While novices
experiment with enacting such practices, they also are developing a
professional identity built around their role as a teacher — the practices help
elaborate their understanding of what it means to act as a teacher.
Professional knowledge and identity are thus woven around practices of
teaching. (p. 278)

This kind of curriculum requires a close cooperation between universities and
schools. As a result, university-based teacher educators will be more involved in
the elaboration of teacher education programmes within schools.
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3. Curriculum development in practice

The Australian study by Blaise and Elsden (2007) focuses on changes in their own
curriculum. They collected data on the experiences of more than 300 students with
a new, competency-based curriculum, in which group work, peer-feedback and
group assessment were prominent elements. The authors disclosed the resistance
among students to time-consuming group work with a diversity of participants, and
the need to explicitly address the inequities and power relationships occurring
when individuals are working together. Blaise and Elsden decided to explicitly
share with their students the tensions, discomfort and doubts they had. They made
space in the curriculum for letting students see how they themselves were
questioning and rethinking their pedagogies. According to the authors

This postmodern strategy acknowledges that a teachers’ identity is similarly
constructed like the students’, and therefore, multiple and open to change. (p.
402)

While the educational principle of competency-based learning was leading in the
study of Blaise and Elsden, most of the other studies we found show that teacher
educators working within a curriculum lack a shared guiding principle. Willemse,
Lunenberg, and Korthagen (2005) describe a Dutch case-study of nine teacher
educators who designed a new curriculum for one semester. It was the intention to
realise a better integration of pedagogical aims within the teacher education
curriculum, especially regarding aspects of moral education. The study reveals that
these teacher educators were mainly focused on the development of that part of the
curriculum they were individually responsible for, with the result that moral
education became only recognisable in some parts of the curriculum. Moreover,
objectives were not formulated clearly, with the result that valid assessments
became difficult.

Kosnik and Beck (2008) studied the literacy instruction by ten teacher educators
in their own Canadian elementary preservice programme. These teacher educators
made their own individual choices concerning the way they taught the content of
the curriculum. All of them wrestled with finding a balance between theory and
practice. Six of them indicated they were teaching from a socio-constructivist
perspective.

They built community, tried to have students work from their own beliefs,
presented many options, and used teaching strategies that allowed the
students to experience first-hand many of the suggested methods. (p. 121)

However, a closer analysis of the course outlines revealed that many of the courses
were highly disjointed, “with the instruction ‘skipping’ from one topic to the next
one” (p. 121). Moreover, students complained that they did not understand the
theory presented in their courses and few of them reported using the practical
strategies provided.

In a U.S. study, Caroll (2005), himself a university-based teacher educator,
describes the design process of a curriculum in a team (the Collaborating Teacher
Study Group) together with school-based mentors. According to Caroll, by
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fostering interactive talk in this study group around artefacts of mentoring practice,
which had been developed by the mentors in the team, the members were able to
jointly construct understandings of mentoring. Based on this common
understanding, mentors took an increased responsibility for demonstrating their
own planning in detail, and for creating checkpoints for assessing the progress of
the students. Caroll also analysed his own role in this process, being both a
participant and discussion facilitator. LeCornu (2010) and Martin, Snow, and
Torrez (2011) also refer to the role of the teacher educator as a ‘linking pin’
between university and school in curriculum development. We will elaborate this
aspect in depth in Section 4.7, where we discuss the role of broker.

Critical features

As we indicated above, we have found only a small number of studies on the
teacher educator as a curriculum developer. Based on these studies, we identified
one critical feature for the role of the teacher educator as a curriculum developer
and the accompanying behaviour.

Variety of approaches and practices. Characteristic of the present situation is that
the retrieved literature shows a great diversity in approaches and practices. This
creates an unclear situation for individual teacher educators in their role as
curriculum developers. To a large extent, this role seems to be determined by local
circumstances and socio-political discussions. The public debate is influencing the
specific teacher education principles considered to be guiding for the development
of teacher education curricula in a certain period and context. Mistakenly, the
teacher educator seems to be more likely following than leading in this respect.

Recently, the attention to curriculum development in cooperation with schools
has been increasing. However, a systematic approach to curriculum development,
by starting with clear objectives, is considered to be important, but in practice such
an approach is rare.

4.5.2. Professional Development

In the introduction to this role, we already observed that we have not found any
studies on professional development in the role of curriculum developer. Hence,
we were not able to formulate a critical feature on this topic.

4.6. GATEKEEPER

In the role of gatekeeper, the teacher educator is responsible for the introduction of
the student to the profession of teacher. We have only found 8 studies on this role
and the accompanying behaviour. Three aspects emerge from these studies, which
we have placed into one category, named Variety in assumptions and practices.
This is the same category we used for the role of curriculum developer. Also
similar is that for this role, studies of the professional development of teacher
educators in the role of gatekeeper are absent in our selection of studies.
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4.6.1. Role and Behaviour

Variety of approaches and practices
Three aspects emerge from the literature. We discuss these below.

1. Standards and profiles

In the selected studies, the rod teacher educators use to measure student teachers
against is defined by standards and profiles. Delandshere and Arens (2003) as well
as Struyven and de Meyst (2010) state that these standards and profiles are meant
to measure competencies, and that this view originates in the increasing emphasis
in education on competencies in the previous decades. How student teachers
should be supported to reach the competencies as defined in the standards and
profiles, has been left to teacher educators and institutions for teacher education.
The discussion on this challenge is, according to Struyven and de Meyst (2010),
strongly influenced by constructivist ideas emphasising active learning. In practice,
their study among 51 teacher educators in Flanders shows that there is a huge
variety in approach and in the level of attention to the variety of competencies.
They conclude that the quality of assessment procedures is often questionable. On
the basis of their empirical study, they state that:

In fact, the — reliable — measurement of competencies is an important
problem due to its holistic approach, job-related nature and the integration of
knowledge, skills and attitudes. (p. 1507)

The US study of Goubeaud and Yan (2004) proved that teacher educators use
significantly more constructivist inspired assessment methods (like writing essays
and papers, and using peer feedback) than other teachers in higher education.
Nonetheless, they also use traditional ways of assessment, such as multiple choice
tests, to judge whether or not student teachers match the required standards.

2. Portfolios

Constructivist views about active learning have stimulated the use of portfolios in
teacher education. Students are asked to compose a portfolio, because of the
assumption that this will stimulate their active learning. Therefore, several of the
studies of the role of gatekeeper focus on the teacher educator as an assessor of
portfolios. As these studies (Delandshere & Arens, 2003; Granberg, 2010; Smith,
2007, 2010; Tillema & Smith, 2007) show, there is a lot of confusion about what
should be the content of portfolios, about the reliability and validity of the
assessment of portfolios, and about the purpose of the assessment.

According to Tillema and Smith, an important reason for this confusion is the
dilemma teacher educators face between their role as coach and their role as
gatekeeper (see also Boote, 2003). They feel that using strict criteria does not fit
the context and the development process of individual students. A summative
evaluation, however, is essential to protecting the profession against incompetent
teachers (Smith, 2007), i.e. for the role of gatekeeper. The studies by Tillema and
Smith (2007) and Granberg (2010) show that teacher educators differ substantially
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in the status they attribute to portfolios, and in their tendency towards a formative
or summative assessment of portfolios. The Norwegian/Dutch study by Tillema
and Smith shows that teacher educators value most the use of portfolios as
instruments for development and as a means for authentic assessment. The way
feedback is given and the assessment is grounded, shows a broad variety. Tillema
and Smith examined how 34 teacher educators dealt with portfolios in their
practices. They also offered an authentic portfolio document to 14 different
assessors to compare their quality of rating and the way criteria were used. The
dramatic conclusion from this study is phrased by the authors as follows:

One of the most striking results is the lack of explicit, and above all, shared
criteria between assessors in rating the quality of portfolios. This study shows
there is hardly any communality, not in the grade giving nor in criteria
selection for appraisal. Essentially, this means that the grade the student
receives, based on the presented portfolio, is very subjective. It depends to a
large degree on who the assessor is and what preferences she or he exercises.
(p- 453)

The US study by Delandshere and Arens (2003) of the use of portfolios in teacher
education institutions at three universities, is focused on summative evaluation.
The results of their study emphasise the usefulness of a portfolio for job hunting.
The teacher educators in their study also emphasise that the quality of portfolios is
important to the accreditation of their teacher education programme. In contrast,
the students feel that the formative function of portfolios (as a means of learning to
understand what teaching means and of getting feedback) suffers, because of the
emphasis on matching standards.

3. Assessment of school practices

Struijven and De Meyst (2010) and Smith (2007, 2010) also point to another aspect
of the teacher educators” role as gatekeeper: the assessment of the school practice
component of the teacher education programme, which is a core element of the
programme. Smith (2007) put forward the question what the object of this
assessment is, performance or competencies? If one shares the view that
competencies are an integration of knowledge, skills and attitudes, then
observation would not be sufficient to assess these. If that is the case, a follow-up
question arises how observation of the school practice performance of student
teachers is related to assessment based on competency-based standards.

Because of the shift of responsibilities from institutions to schools, a shift going
on in many countries, the responsibility of the mentor or school-based teacher
educator for assessment, especially with regard to the school practice component of
the programme, becomes more and more important. Smith (2010) studied the
mentors’ influence on assessment and found, among others, that it is not obvious
that mentors and students agree on the focus of the feedback mentors provide on
how students function in practice and on the level they should reach. Smith (2007)
states:
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To find evidence-based answers to all the questions and issues related to
assessment, a dialectic process engaging all teacher educators is required. It
requires intensive cooperation between the school and the university. In
partnership programs which claim to share the responsibility for teacher
education, close cooperation is needed in order to develop mutual trust and
full understanding of how the responsibility for assessment is shared. (p. 284)

Critical feature

We have only found a limited number of studies on the teacher educator as a
gatekeeper. Based on these studies, we formulate one single critical feature for
the role of gatekeeper:

Variety of approaches and practices. Teacher educators are expected to use fixed
standards and profiles to decide whether or not a student teacher should be
admitted to the profession of teacher. The development of ways along which
students learn to match these standards and profiles is the responsibility of teacher
education institutions, and varies hugely between these institutions. Due to a
constructivist view on learning, portfolios are widely used to assess student
teachers. The emphasis on the assessment of portfolios varies from formative to
summative. Conducting a summative assessment, however, is essential to the
teacher educator in the role of gatekeeper.

The validity and reliability of the assessment procedures in teacher education
can be doubted. This is the case for the assessment of portfolios, but also with
regard to the assessment of competencies in the school practice part of the
programme, even more so because the responsibility for the assessment is
increasingly shared with mentors, who often have different perspectives on the
quality criteria student teachers should meet.

Above all, it seems that teacher educators struggle with combining the role of
coach and the role of gatekeeper.

4.6.2. Professional Development

As mentioned before, we did not find any studies on the professional development
for the role of gatekeeper, so no critical issues can be formulated here.

4.7. BROKER

As already discussed in the previous sections on the roles of coach, curriculum
developer and gatekeeper, the contribution of the mentor to the education of
student teachers is growing. In the past, the cooperation between a school and an
institution for teacher education often consisted of a contact between one
institution-based teacher educator, one mentor, and one student teacher. The
purpose of the cooperation among this trio was limited to the coaching of the
student teacher during the practice component of the teacher education programme.
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Although the advice of the mentor was often taken into account in the assessment
of the school practice component, in most cases only the institution-based teacher
educator was responsible for the final decision. A case study by Bullough and
Draper (2004) clearly illustrates how the opinion about each other the two
facilitators had formed, based on limited contact, led to problems for the student
involved. In another case study, Bullough (2005) concludes that the division of
tasks and responsibilities between the institution-based teacher educator and the
mentor defined the mentor’s identity: she focused on interaction and affection, on
compassion instead of inquiry.

However, this situation is changing rapidly. Mentor educators become co-
responsible for the development of the curriculum, for carrying out parts of the
programme, and for the assessment of student teachers. Additional to being a
coach, they also become a teacher of teachers, a curriculum developer, a
gatekeeper, and even a researcher. Mentors become school-based teacher
educators. This change requires adjustment, consultation and joint learning. As a
consequence, it also requires teacher educators who are able to lead this process.
He An (2009) introduced the name of broker for this role, a role often carried out
in the context of a community of learners (Wenger, 1998%*).

We have found 11 studies on this role and the accompanying behaviour. Only 1
study discussed the development of this role and accompanying behaviour, which
was not enough to draw conclusions.

4.7.1 Role and Behaviour

Based on the studies we have found, we can describe three factors defining the role
and the accompanying behaviour of the teacher educator in the role of broker. We
have classified these into two themes:

I. Goals of cooperation;

II. Competencies of a broker.

1. Goals of cooperation

1. The student as the central focus

The primary goal for intensifying the cooperation between school and teacher
education institutions is to better prepare student teachers. In their self-study,
Martin et al. (2011) characterise their roles as brokers as:

critical roles in developing and fostering interactions that could move the
student teaching context from one of cooperation, in which the school simply
agrees to take student teachers and to comply with university expectations, to
one of collaboration, in which university faculty and K-12 teachers work
together for joint aims. (p. 308)

Le Cornu (2010) suggests to create communities of learners consisting of
institution-based and school-based teacher educators, in which the learning of
student teachers is the central focus, and to adjust the roles of the teacher educators
in order to suit the student learning best. The need to tune between institution- and
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school-based teacher educators to enhance the support for students also arises in
several other studies (Bullough & Draper, 2004; Bullough, 2005; Hall et al., 2008).

2. Becoming a collective

Erickson, Brandes, Mitchell, and Mitchell (2005) studied both an Australian and a
Canadian project in which models for joint learning of teacher educators and
teachers were developed. Important factors for success proved to be: a long-term
relationship in a safe environment, agreement on starting points and goals,
connecting to the needs of the participants, taking into account different
orientations of the participants, and also the time and means available to them.

In line with Bullough, Draper, Smith, and Birrell (2004), who state that the
process of forming partnerships needs to be understood less as an administrative
and motivational problem than as a question of identity formation and of
relationship building, Erickson et al. (2005) conclude:

The potential of such projects to achieve these aims depends upon:

(a) a mutually held understanding of what types of classroom practices
nurture good teaching and learning,

(b) a setting where teachers have a strong commitment and control over the
project and decide on its direction, and

(c) a structure that allows teachers and teacher educators to meet regularly in
an atmosphere of trust and mutual understanding. (p. 787)

Graham (1998) emphasises that the development of a joint identity of institution-
based and school-based teacher educators is not self-evident. Both groups come
from different contexts with different foci, tempi, cultures and hierarchies. In his
study, the role of broker circulated among the participants. This resulted in a better
mutual understanding and a more enduring relationship. Martin et al. (2011)
carried out a collaborative self-study to find out how the worlds of the school, the
teacher education institution and the student teacher could become better
connected. They conclude that creating a ‘third space’ with a teacher educator
based in the school as well as in the teacher education institution involved, is
important to connect the complex networks.

II. Competencies of the broker

3. Shaping the role of broker. Based on his self-study, Carroll (2005) found that
important activities of a broker are focusing the communal attention on specific
themes or questions, supporting thinking aloud, and summarizing and
consolidating joint insights and products. His study also shows that inviting and
responsive leadership is important. Carroll summarised his findings as follows:

I (...) focused upon the qualities and skills of leadership needed to promote
inquiry oriented professional learning, I analyzed the role that I played in
developing materials of practice, in designing analytic tasks, in modeling re-
voicing moves myself, and in directing the flow of conversation to promote
inquiry. Taken together, these dimensions of the leadership role call attention

60



4. RESULTS: CHARACTERISTICS OF THE PROFESSION

to the challenges of finding of developing persons with the experience and
capacity to fulfil such roles. (p. 472)

He An (2009) adds that the broker needs communication and negotiation skills to
guide decision making. Davey and Ham (2010) conclude that the most important
points of attention in their collaborative self-study with mentors were: attention to
the process and progress of the mentors’ research, attention to relationships, a safe
environment and a positive atmosphere.

Critical features
The results described above lead to two critical features that define the role and the
accompanying behaviour of the teacher educator as a broker.

1. Goals of cooperation. The literature shows that there is widespread agreement
about the central goal of the cooperation between school and teacher education
institutions, and of the role of the broker in this cooperation: the shaping of the
cooperation between teacher educators with different backgrounds and different
working contexts so that, together, they can better facilitate the learning of student
teachers. The broker should create a third space in which school-based and
institution-based teacher educators can develop a joint vision, approach and
identity.

2. Competencies of the broker. The professional behaviour of a teacher educator in
the role of broker requires specific competencies, such as focusing the joint
attention on specific themes, consolidating joint achievements, attention to
relationships and stimulating inquiry.

4.7.2. Professional Development

We only found one study of the professional development of the role of broker: the
study by Bullough, Draper, Smith and Birrell (2004). These authors emphasise the
process of ‘professional identity development’, because new ways of cooperation
and new relationships require the willingness to change their professional identity
from all who are involved. This one study, however, offers insufficient basis for
defining a critical feature for the professional development of teacher educators as
brokers.
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Recommendations for Research and Practice

5.1. SUMMARY AND CONCLUSIONS

In this section, our review study will be summarised.

In Chapter 1, we discussed that since the 1990s, there has been more attention to
the crucial role of teacher educators in the educational chain. This has led to many
studies about and by teacher educators. However, the research in this area has been
quite scattered and missing until now was a clear, research-based overview of what
is known internationally about the professional functioning of teacher educators.
The aim of this review study was to fill in this blank through an analysis and
synthesis of the literature, giving answers to the following research questions:

1. What professional roles of teacher educators can be identified?

2. What are the critical features determining the professional roles of teacher
educators and the accompanying professional behaviour?

3. What are the critical features determining the development of the professional
roles and the accompanying professional behaviour of teacher educators?

Chapter 2 described the theoretical framework. Teacher educators were defined as:
all those who teach or coach (student) teachers with the aim of supporting their
professional development. A professional role (in this book often briefly referred to
as ‘a role’) was defined as: a personal interpretation of a position based on
expectations from the environment and on a systematically organised and
transferable knowledge base. Professional behaviour was conceptualised as: a
personal interpretation of a position based on expectations from the environment
and on a systematically organised and transferable knowledge base. Critical
features are features determining the quality of professional roles or professional
behaviour, or determining the quality of the professional development of teacher
educators with regard to roles or behaviour.

In Chapter 3, we elaborated on the eight methodological steps described by
Randolph (2009*) which shaped our research method. We used the keywords
‘teacher educator(s)’, ‘teacher trainer(s)’ and ‘mentor teacher(s)’ in our searches in
Web of Knowledge, Science Direct and Tandfonline. We restricted ourselves to
articles from the period 1991-2011, focussing on the teacher educator and
published in journals recognised by the Institute for Scientific Information (ISI) or
by the Dutch Interuniversity Centre for Educational Sciences (ICO).

A draft version of the review study was reviewed by seven ‘critical friends’
from the international community of researchers studying teacher education and/or
teacher educators. In many respects, this led to a validation of the research method
we followed and to a confirmation of the research findings. On a few issues, the
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comments of the critical friends helped us clarify text fragments, add literature, and
slightly adapt the formulation of a few conclusions.

Finally, we ended up with 137 studies that seemed relevant to our research
questions. They are presented in the appendix to this book. A major part of these
studies was carried out after the year 2000, and most of them were published in
North America, Australia, some European countries, and Israel. Qualitative and
small-scale studies were dominant. The research methods most used were case
studies, self-studies and interview studies (together they represented 58% of the
studies found). The quantitative studies were generally limited in size and the
research questions in the studies were quite diverse, which made a statistical meta-
analysis impossible.

Chapter 4 discussed the findings of our review study. We identified six
professional roles (as the answer to research question 1). Below, for each role we
describe the answers we found regarding research questions 2 and 3.

1. Teacher of teachers

We found 67 studies on the role of teacher of teachers, which primarily deal with
the pedagogical behaviour of the teacher educator. Critical features of the role of
teacher of teachers and the behaviour in this role are:

1. Second order teaching.

The teacher of teachers does not teach the students in the schools, but their
(prospective) teachers. This implies that teacher educators should be able to adapt
their behaviour to adults within the context of higher education, and therefore need
knowledge about (promoting) adult learning. This requires, for example, being able
to articulate experiential knowledge and putting theoretical knowledge into
practice.

2. Promotion of active and self-directed learning.

The teacher of teachers should be competent at promoting active, self-directed, and
meaningful learning of students. In general, teacher educators share this view, but
implementing this view is not easy and thus often inadequate.

3. Modelling and making modelling explicit.

Teacher educators are role models to a teacher, although they act at another level
than teachers in primary or secondary education. Hence, teacher educators should
be able to set good examples of effective teaching, to make this exemplary
behaviour explicit, and to underpin their behaviour theoretically. One aspect of this
is that they can reflect on their own feelings and are able to make these feelings
explicit, in order to support the affective development of student teachers. Such
explicit modelling seems difficult to teacher educators and they do it only to a
small degree.

4. Dealing with tensions and dilemmas.

In order to be able to cope with tensions in specific situations, teacher educators
need solid theoretical knowledge, experience and the ability to make wise
decisions (practical wisdom). By continuously looking for the right balance in
complicated situations, teacher educators fill in their role of teacher of teachers.
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Critical features of professional development in the role of teacher of teachers and
the professional behaviour in this role are:

1. Context.

The existence of a frame of reference, such as professional standards and a
knowledge base, are important in giving direction to the professional development
of teacher educators as teachers of teachers, and in promoting their self-efficacy.

2. Building on personal qualities of the teacher educator.

Personal qualities of teacher educators are important, such as the will to learn and
interest in their subject and in students. In addition, it is helpful if the professional
development builds on the existing knowledge and experience of the teacher
educator or fills gaps in this knowledge and experience.

3. Support.

Beneficial is informally learning from and with colleagues, but also through peer
coaching, during colloquia and conferences, and in learning communities. Support
from mentors of beginning teachers appears to take place in a rather fragmented
manner. Learning trajectories for teacher educators should be targeted at their
specific profession, but hardly any research has been done into the outcomes of
such trajectories.

4. Research.

Carrying out research into one’s own practices appears to enhance the development
of the professional role and the professional behaviour as a teacher of teachers.

2. Researcher

We found 26 studies dealing with the role of researcher. Worldwide, they show
agreement that teacher educators should do research. However, in practice this is
not self-evident as teacher educators appear to struggle with the role of researcher.
Critical features of the role of researcher and the behaviour in this role are:
1. Views of the role of researcher.
Teacher educators need acknowledgment of this role, but at the same time, they
themselves tend to give greater priority to the role of teacher of teachers.
Moreover, it is often unclear what the role of researcher involves.
2. The practical elaboration of the role of researcher.
Practical issues, such as the available time and information, should receive more
attention. Also, more emphasis should be put on providing adequate support and
creating a research culture within institutions for teacher education.
3. The focus of research.
Three possible foci for research are: the subject matter, primary or secondary
education, and one’s own practices as a teacher educator. More clarity about and
acceptance of research into one’s own practices seems necessary. In this respect,
methodological guidelines are helpful.
Critical features of development in the role of researcher and the professional
behaviour in this role are:
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1. Context.

Important is creating a supportive context, with an appropriate view of research,
explicit expectations and requirements, and various forms of support and
collaboration.

2. Factors within the person of the teacher educator-researcher.

Important is attention to the development of personal qualities and to broadening
perspectives on possible forms of research.

3. Specific incentives to begin as a researcher and to keep going.

Important incentives are making the research public, reporting about it within one’s
own institution, and rewards.

3. Coach

We found 25 studies dealing with the teacher educator as a coach, which entails
giving process support to student teachers both within the institution and in the
workplace (in the latter case by the workplace facilitator). There seems to be
general agreement in the literature that this is a pivotal factor in educating teachers.

Critical features of the role of coach and the behaviour in this role are:
1. The tasks of workplace facilitators.
Workplace facilitators should not only give advice and introduce beginning
teachers to the practices in the school, but they should also ask probing questions
and stimulate discussion and reflection, going beyond the local context. However,
the selected studies show that workplace facilitators do this insufficiently, and
hardly make their own teaching behaviour and the underlying thinking explicit.
This demands a better preparation of workplace facilitators, targeted at a broader
task definition.
2. The task of institution-based coaches.
Institution-based coaches should find a balance between the role of coach and the
role of teacher of teachers, and should clearly demarcate their task from the task of
the workplace facilitator. They should avoid the role of a ‘caring therapist’, and
focus more on discussion and critical reflection.

Critical features for the development of the coaching role and the professional
behaviour in this role are:
1. Goals and context.
The part workplace facilitators play in the education of teachers is growing, and the
nature of their contribution is changing considerably as increasingly they become
school-based teacher educators. In their new role, they must not only be able to
introduce new teachers to the practices of the school, but also to support them in
reflection and research, and in the theoretical underpinning of their practical
choices. For this aim, workplace facilitators should develop a research-oriented
attitude. In order to realise adequate professional development of workplace
facilitators, a strong partnership between schools and institutions for teacher
education is important.
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2. Forms of support.

Effective are training courses for workplace facilitators and participation in
(guided) communities of learners that focus on inquiry and research into one’s own
practices.

4. Curriculum developer

The development of a curriculum for teacher education is an important aspect of
the work of teacher educators and the object of many studies. However, we found
only 14 studies on the role of teacher educators as curriculum developers. Given
this low number of studies, we limited ourselves to formulating one critical feature.
We did not find any studies on professional development regarding the role of
curriculum developer and/or regarding the accompanying behaviour.

A critical feature of the role of curriculum developer and the behaviour in this
role is:

A variety of approaches and practices.

The literature shows a variety of guiding principles for the role of curriculum
developer and their behaviour in this role, which creates an ambiguous situation for
individual teacher educators. The role of curriculum developer is determined by
local circumstances and by socio-political discussions. Regretfully, in this respect
teacher educators seem more following than leading. During the last couple of
years, there has been much attention to curriculum development in teacher
education in cooperation with schools. However, a systematic approach to
curriculum development, starting with the specification of goals, seems an
exception.

5. Gatekeeper

In the role of gatekeeper, the teacher educator stands guard at the entrance to the
teaching profession. We found only eight studies on this role, which is why we
have again limited ourselves to one critical feature. We did not find any studies
about professional development in the role of gatekeeper and/or the accompanying
behaviour, which is why we did not formulate a critical feature for professional
development in the role of gatekeeper.

A critical feature of the role of gatekeeper and the behaviour in this role is:

A variety of approaches and practices.

In general, teacher educators use fixed standards and profiles for the teaching
profession, but the paths along which students can learn how to meet those
standards differ greatly among various contexts. Portfolios are frequently used as a
means for formative or summative assessment. There are, however, doubts about
the validity and reliability of the assessment of portfolios and also about the
assessment of competencies, in particular because workplace facilitators often have
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a different perspective on quality criteria. Teacher educators struggle with the
combined role of coach and gatekeeper.

6. Broker

The contribution of the workplace facilitator to the education of teachers is
growing, which asks for teacher educators who, in the role of broker, are able to
realise alignment of programme elements in close cooperation between the
institution for teacher education and the schools. We found 11 studies on the role
of broker and the behaviour in this role, but only one of them dealt with the teacher
educator’s professional development in this role. Therefore, we did not formulate a
critical feature for professional development in the role of broker.

Critical features of the role of broker and the professional behaviour in this role
are:

1. Goals of cooperation.

There is much agreement about the central goal of the role of broker, namely
promoting cooperation between teacher educators from different backgrounds and
working in different contexts, in order to better prepare students for the teaching
profession. In order to realise this goal, the broker should promote the development
of a joint vision, approach and identity by educators in the school and the
institution for teacher education.

2. Competencies of the broker.

The professional behaviour in the role of broker requires specific competencies,
such as relational skills, being able to focus the joint attention of participants in the
cooperation towards specific themes, to consolidate results that have been
acquired, and to promote a research-oriented attitude of the participants in the co-
operation.

5.2. AREFLECTION

5.2.1. Methodological Reflection

Although we feel we found a good balance between the available time for this
review study and the amount of literature we studied, some critical comments are
called for concerning the research method used.

Looking at the number of studies we found with the three search engines, we
can conclude that each next search engine yielded more than a hundred new and
possibly relevant publications. Hence, it might be that the use of more search
engines would have contributed to finding more publications. However, we used
the criterion of conceptual saturation, which means that we did not continue our
search because after a content analysis of approximately one third of the studies, no
new roles or critical features were found. However, it is possible that a further
search would have yielded additional insights.
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A similar limitation concerns the choice of the three search terms. This review
study deals with a field on which many, often closely related terms are in use,
which all touch upon aspects that might be important to our study. For practical
reasons, however, we had to accept this limitation. This may in particular have led
to consequences as far as the term ‘mentor teacher’ was involved. If we would
have used the term ‘cooperating teacher’, which is more common in the US, we
would probably have found a number of other studies. It is possible that this would
have led to new insights or slightly different categorisations, although the
disadvantage would have been that the results would then be strongly influenced
by the American context. Anyway, it may be important to emphasise that for each
theme in this review study, the results are partly determined by the choice of the
key words, and by the contexts or the countries in which the selected studies were
carried out, although we did try to avoid such local ‘bias’ as much as possible. As a
result of the strict application of Randolph’s eight steps, which included asking for
feedback from critical friends, we believe that the conclusions of our study are
valid and reliable.

In our selection, we only included studies in which the teacher educator was the
object of study. This means that studies on, for example, effective pedagogies in
certain domains or on curriculum development were not included in this review
study when the role of teacher of teachers or curriculum developer was not the
central focus. Of course, this could mean that studies could exist that do yield
guidelines for the behaviour or professional development of teacher educators in
such roles, but that they remained outside our selection. However, it was
practically impossible to include all those studies in the review. This could be an
explanation for the relatively low number of publications in our selection,
especially where it concerns the roles of curriculum developer and gatekeeper.

Finally, in our analysis and synthesis of the literature, we restricted ourselves to
journals acknowledged by ISI or ICO. From the studies we found, we also removed
a few more because the methodological quality of these studies seemed too low.
Moreover, we did not systematically include book publications, as it was often
difficult to establish their quality, except in the case of Ph.D. theses. The book
publications we did use, are listed in the additional list of references and are
marked with an asterisk. Of course, findings from studies we did not use could
perhaps also have been valid. It is possible that such publications could have
contributed to additional insights. However, for practical reasons, we had to draw a
line in our selection. In Chapter 3 we have explained our choices as much as
possible.

5.2.2. Reflection on the Findings Concerning (the Behaviour in) the Various Roles

In this section, we make some specific remarks about our findings concerning the
(behaviour in) the various roles.
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Teacher of teachers

The role of teacher of teachers requires a lot of pedagogical expertise, which
should be expressed both in the behaviour in this role and in an awareness of
pedagogical principles and theories. Moreover, teacher educators should be able to
make those principles and theories explicit and underpin their behaviour (explicit
modelling). The aim of all this is to promote the use of such theories and principles
by the students enrolled in the teacher education programme in their work as
teachers. As we have noted, this implies, for example, that teacher educators
should have knowledge about adult learning, that they are able to promote active
and self-directed learning, and that they can cope with all kinds of tensions and
dilemmas. Not all of this is easy, and it makes the role of teacher of teachers
complex. In practice, teacher educators do not always possess these competencies,
and perhaps they do not always realise that they are important. What is helpful in
this context is the availability of professional standards, a knowledge base for the
profession of teacher educator, and an educational trajectory and registration
procedure for teacher educators (see also Chapter 6). Institutions for teacher
education could promote or even require that (all) teacher educators actually use
those instruments, as until now, the professional development of teacher educators
generally only took place on a voluntary basis. It would also be helpful to the
professional development in the role of teacher of teachers to bring more structure
into the organisation of peer coaching and coaching by more experienced
colleagues. Finally, the powerful instrument of research into one’s own practices
could be used more broadly in order to promote the professional development as a
teacher of teachers and to stimulate teacher educators towards scholarship as the
basis of their professional functioning.

Researcher

The role of researcher can offer a major contribution to the professionalisation of
teacher educators. It is helpful that relatively many studies focus on this role and on
factors favourable to the professional development in this role and for optimal
behaviour as a researcher. However, the literature also shows that at the
institutional level no “quick fixes” exist for promoting the professional
development of teacher educators as researchers (Murray, 2010, p. 200). An
important reason is that the fulfilment of this role implies a change in the
professional identity of teacher educators, and such an identity change takes time.
As Griffiths et al. (2010, p. 258) state it: “becoming a researcher is not an
overnight process”; it is rather a “slow journey.” Moreover, there is a discrepancy
between, on the one hand views in higher education about what is solid research
and on the other the needs and views of at least part of the teacher educators
themselves.

Coach

The coaching of students’ learning processes is an important aspect of the work of
teacher educators. It is noteworthy that studies on (the development of) the
professional role and the professional behaviour of teacher educators as coaches
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generally focus on the workplace facilitator. Studies on the institution-based
teacher educator as a coach are almost nonexistent, whereas the rare studies we did
find, show that this role creates certain pitfalls. Further research in this area seems
needed.

Although the trend seems to be to promote cooperation between institutions for
teacher education and schools, the selected studies show that, in practice,
workplace facilitators have a rather local perspective and define their own role as
merely being an advisor. Training and participation in communities of learners
seem productive ways for promoting the professional development of workplace
facilitators towards a broader role conception.

Curriculum developer

Although Cochran-Smith (2006*) emphasises that teacher educators should play an
active role in the socio-political debate about principles guiding teacher education
programmes, this is hardly the case. Pedagogical principles appear to be constantly
changing under the influence of certain trends, and are often hardly supported by
research findings. Studies on the practice of curriculum development by teacher
educators are rare. We did not find any studies on the professional development of
teacher educators as curriculum developers. However, as mentioned above, there is
quite some literature about curriculum development in general, or in the area of
pedagogical content matter. This literature may offer guidelines for the teacher
educator’s role as a curriculum developer, but these studies were not included in
our selection if the role of the teacher educator was not an explicit theme.

Gatekeeper

Teacher educators are expected to stand guard at the entrance to the teaching
profession. It is remarkable that we did not find any studies discussing an explicit
view of teacher educators in the role of gatekeeper or the use of standards in this
role, whereas the literature shows that teacher educators struggle with it. The
teacher educator as a gatekeeper is expected to give summative assessments of
teachers based on standard lists of competencies, whereas teacher educators wish
to include their students’ learning processes in their evaluations. Another tension
emerges as assessments of the practical components of the teacher education
programme are often based on observations, whereas the assessment of
competencies requires that besides skills, knowledge and attitudes are also
assessed. Finally, the contribution of the workplace facilitator to the assessment is
often vague. It is noteworthy that we did not find any studies on the professional
development of teacher educators in the role of gatekeeper.

Broker

The role of broker is a relatively new one for teacher educators. In a large number
of studies, one can find references to this role, but research on this role is still
scarce. There seems to be general consensus about the core of this role: the essence
is creating cooperation structures between teacher educators from different
backgrounds and working in different contexts with the goal of improving the
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quality of the education of prospective teachers. The selected studies provide a first
indication regarding the qualities the broker should have in order to fulfil this role.
Given the trend towards professional development schools, this seems a field on
which further research is urgent. Such research should also give attention to the
professional development of teacher educators in the role of broker and the
accompanying behaviour, topics that are at present absent in the literature.

A missing role?

Finally we note that from our review of the literature no role emerges that we could
describe as ‘organiser’ or ‘coordinator’, whereas we know that many teacher
educators put much time and effort into organisational work and coordinating
tasks. Koster (2002*) did an empirical study on the tasks and competencies of
teacher educators and found that important task areas are (a) faking part in policy
development and the development of teacher education, and (b) organising
activities for and with teachers. An explanation for the fact that in our literature
review we did not find a role such as organiser or coordinator could be that this
role is considered an integral part of other roles and is thus not studied separately.
Only in the literature about the role of broker, organisational aspects and
consequences for the teacher educators’ behaviour are explicitly mentioned.
Another explanation can be that this role is perhaps not specific to teacher
educators, because every teacher in higher education fulfils certain organisational
or coordinating tasks. Finally, a simple explanation can be that researchers find this
area less interesting as a research theme.

5.2.3. Reflection on the Status Quo in the Research

This review study provides an analysis and synthesis of the literature that fills a
gap in the research on teacher educators and their work. The roles and critical
features we found make visible what until now had remained below the surface in
the literature. The critical features offer guidelines for further research, for practice,
and for policy. They show the status quo on this field, and as such they may give
support to teacher educators, coordinators, or policymakers searching for
information about the profession of teacher educators. The list of roles and critical
features can also help to further develop a knowledge base for teacher educators
and offer building blocks for the professional development of teacher educators.
Hence, we consider this review study as a step forward on this field.

The growing empirical basis for the profession

We wish to add some critical comments. When overseeing the literature used in

this review study, we draw two conclusions:

1. The literature is unevenly distributed and shows a variety of foci. What is
lacking is conceptual coherence, but also clear lines of research and attempts
to promote collaboration of researchers. Examples in which researchers try to
extend each other’s work are rare.

2. Solid quantitative studies are almost completely absent in the literature.

72



5. CONCLUSIONS AND DISCUSSION

Our first conclusion will not be a surprise, as it was the incentive to carry out this
review study and, in this respect, this study represents an important development,
as an analysis and synthesis has been made of what has been published in quite
scattered sources.

We may conclude that there is a beginning of an empirical basis for the
professional behaviour of teacher educators. However, the degree to which an
empirical basis for the profession of teacher educator exists, differs per role.
Although this study offers an important contribution to the further development of
a systematic, structured, and transferable knowledge base, we have not reached the
point at which teacher educators can dispose of a robust, research-based foundation
for their behaviour in the various roles.
Many studies deal with the central role of teacher of teachers. It is remarkable that
this research also shows that in practice, the behaviour of teacher educators is often
problematic. This may be a reason for the lack of strong empirical support for
specific strategies and pedagogical approaches in teacher education as noted by
Cochran-Smith & Zeichner (2005%).

Studies on the role of researcher show a gap between institutional policies and
teacher educators’ practices. Empirical studies on ways of bridging this gap are
rare. Murray (2010) concludes that

... the hard fact is that, within many other Schools of Education, teacher
educators as new researchers may still find themselves struggling to reconcile
their practitioner research with definitions of ‘acceptable’ and ‘conventional’
research outputs. (p. 206)

According to Murray, the challenge is to develop a “new language of learning and
scholarship” (p. 207) which connects workplace learning, research, personal
experiences, and teacher education practices.

Most of the research on the role of coach is focused on the workplace facilitator.
This research shows that for this role too, there is quite a distance between ideals
and reality. In practice, the workplace facilitator mainly functions as a local guide
and a practical advisor. The ideal is that workplace facilitators become school-
based teacher educators able to put their own teaching practices and those of their
student teachers under discussion, in a reflective manner. The available research
shows some first examples of professional development activities contributing to
such a development.

For the other three roles, too, more research is needed, as discussed above.
Regarding the role of broker, we may conclude that there is a beginning of an
empirical basis, but this basis is still not strong. This is also true for the roles of
curriculum developer and gatekeeper, but we expect that additional building blocks
for an empirical basis for these roles can be found in studies on curriculum
development and assessment in teacher education (i.e. studies in which the teacher
educator is not the central focus).

As far as the improvement of an empirical basis is concerned, the growth of the
self-study movement is important: increasingly, teacher educators do research into
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their own practices. However, in this research strand, methodological rigour, depth
and connections with other literature are sometimes missing. Teacher educators
carrying out self-studies should give more attention to “going beyond the story”, as
Loughran (2010%*, p. 223) calls it. We believe that this is essential to bringing the
profession of teacher educator to a higher level. Teacher educator-researchers
could in this respect try to collaborate more and to combine their efforts.

5.2.4. Reflection on the Relation between Research and Teacher Education
Practices

The literature shows that many teacher educators feel they can hardly build their
behaviour on a robust theoretical framework or on standards formulated by the
professional community (Snoek, Swennen, & Van der Klink, 2011). On the basis
of our review study, we also conclude that where the literature does offer insights
into what kind of teacher educator behaviour is effective in certain roles, the actual
behaviour of teacher educators is not always in line with this. The reason seems to
be that teacher educators are often insufficiently informed about the literature, and
that they are often not focused on strengthening their theoretical knowledge. In
conclusion, it seems important to promote scholarship as the basis of the profession
of teacher educator. This is true for all six roles that we found.

The link between research and teacher educators’ practices can be strengthened
considerably. A mere focus on practical skills of the teacher educator seems
insufficient. In an in-depth study of six teacher educators, John (2002) found that

. they all argued strongly for the preparation of teachers by means of
improving their student teachers’ capacity for professional judgment and
decision making rather than by providing extensive practice of skills in a
single classroom - or even several. They also called for the exercise of
insight, strategic understanding and critical thinking rather than effective
performance of learnt skills. Additionally, they desired to develop practical
wisdom in their students rather than endlessly refined but situation-specific
instrumental knowledge. (pp. 336-337)

We think that many teacher educators will agree with this perspective, but our
study shows that in this respect, there is still much work to be done. This is why
several authors advocate supporting individual teacher educators’ searching for
optimal behaviour by means of a systematic induction programme. However, more
methodologically strong and systematic research is needed in this area before it is
possible to develop an ‘evidence-based’ induction programme. On the basis of the
literature, Murray (2010, p. 205) states that the idea of research into one’s own
practices should get a central place in an induction programme for teacher
educators. This is exactly the kind of research that creates a strong bridge between
research and teacher education practices. A good example can be found in Israel,
where the existence of the MOFET Institute has led to interesting outcomes
regarding the professional development of teacher educators in the role of
researcher. This shows that an investment in creating supportive contexts can be
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fruitful. Helpful contexts cannot always be realised easily within separate
institutions, and it thus seems helpful to organise the professional development of
teacher educators at the national level. A less far-reaching form was described by
Jones at al. (2011), namely a collaboration structure between seven universities in
England, aimed at the promotion of research by teacher educators. Such initiatives
to transcend separate institutions may help to positively shape the helpful factors
that we have discussed.

5.3. RECOMMENDATIONS
5.3.1. Recommendations for Further Research

On the basis of this review study, we can conclude that there is a need for further
strengthening of the empirical basis for teacher educators’ behaviour in most of the
roles. We have the following recommendations for further research:

1. A coherent research programme

As the current research is small-scale and scattered, our overall conclusion is that it
is important to create a coherent research programme on the professional behaviour
and the professional development of teacher educators. More international
collaboration seems important. The following, more specific recommendations
could be leading in such an effort.

2. The professional behaviour of teacher educators

More systematic research is necessary into the professional behaviour of teacher
educators. Also, more knowledge is needed about critical features determining the
behaviour of teacher educators in their various roles, and on the effectiveness of
this behaviour. As studies in this area are often small-scale and isolated, more
coherence is urgent. In particular, longitudinal research into long-term effects of
teacher educators’ behaviour on teachers seems important. In addition, more large-
scale and quantitative studies are needed.

3. Professional development

A similar recommendation can be given regarding the professional development of
teacher educators. This is also an area on which little is known, in particular about
what is effective in supporting teacher educators in their professional growth.
Research should focus on relations between on the one hand promising activities
aiming at the professional development of teacher educators (for example
participating in a training trajectory or carrying out research into one’s own
practices), and on the other hand at resulting learning processes and outcomes, also
in the longer term. Although some research findings seem directly useful to teacher
educators and have yielded knowledge directly applicable to their practices, teacher
educators are often unaware of this knowledge. Hence, research should also focus
on the question of what is helpful to promoting the transfer from research outcomes
to the daily work of teacher educators.
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4. Research into one’s own practices

Given the impressive contribution to the professional development of teacher
educators of research into one’s own practices, it is important to promote this kind
of research at (inter)national and institutional levels. In this respect, the critical
features we derived from the literature could be helpful in creating optimal
contexts. What is also needed is evaluative research on self-study research by
teacher educators (thus research at a meta-level).

5. School-based teacher education and the role of broker

The trend towards school-based teacher education has an important meaning to
society as a whole. Therefore, in the relatively new research area dealing with the
crucial role of the teacher educator as a broker, studies should focus on the
question of what is effective in teacher educators’ behaviour in this role. Here, we
should understand the term ‘effective’ in the sense of what the learning outcomes
in teachers are of the teacher educator’s behaviour in the role of broker. It is also
necessary to do research on the professional development of teacher educators in
this role.

6. Research on the roles of coach, curriculum developer, and gatekeeper

We recommend that specific research should be done into (the effectiveness of) the
behaviour of teacher educators in the role of coach, and on effective forms of
professional development of teacher educators in this role. Such research should
focus both on institution-based teacher educators and workplace facilitators. A
specific point of attention could be how workplace facilitators can be supported to
go beyond their often local perspective.

Research on the role of curriculum developer should focus on the question of
how teacher educators, both in schools and in institutions for teacher education,
could be supported in the joint development of a research-based curriculum, using
new insights into effective pedagogies of teacher education. Here an important
aspect is how to avoid teacher educators becoming entangled in local and political
conflicts and all kinds of short-term trends, and to promote their ability to defend
research-based standpoints and use them for effective curriculum development.
Given the responsibility of teacher educators towards society, in particular in their
role as gatekeeper, more research is needed into the validity and reliability of
assessment procedures in teacher education, the concrete behaviour of teacher
educators in their role of gatekeeper, and their professional development in this
role.

5.3.2. Recommendations for Practice

We have the following recommendations for practice:

1. Use of this review study

Teacher educators could make more use of the existing literature on their

profession. Given the fact that many teacher educators are constantly struggling
with time constraints, this book could be a powerful instrument, as it is a synthesis
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of the most important research in this area. We believe it is important that this
review study would also be used by policymakers at the national and institutional
level.

2. Enhancing professional development

At national and institutional levels, more attention should go to systematic forms of
professional development of teacher educators. To this end, the above conclusions
and discussion can be helpful. Also good examples from other countries can be
used to strengthen the situation in one’s own context. As an example, in Chapter 6
we describe a few productive developments in the Netherlands. More attention is
needed to the professional development of school-based teacher educators and
workplace facilitators, also to help them to transcend a local perspective. Creating
communities of learners in which institution-based and school-based teacher
educators collaborate, can be a powerful instrument.

3. Trends in the pedagogy of teacher education

Given the lack of evidence about pedagogical strategies and instruments in teacher
education, teacher educators and policymakers could be more critical regarding
new trends in the education of teachers. Teacher educators could also contribute
more actively to policymaking in this area.

4. Assessment and the role of gatekeeper

More attention to the validity and reliability of assessment procedures in teacher
education and the concrete behaviour of teacher educators in their role of
gatekeeper seems urgent. In this role, teacher educators have a responsibility
towards society. Hence, more attention is needed to the professional development
of teacher educators in the role of gatekeeper.
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6. THE DUTCH CASE

Quality Improvement in the Profession of Teacher Educators

6.1. INTRODUCTION

As stated in the previous chapters of this book, teacher educators play a crucial role
in maintaining and developing the quality of teachers, both at the primary and the
secondary level (Liston, Borko, & Whitcomb, 2008). As we have seen in recent
years, a variety of scholars have emphasised this implies that teacher educators
have a profession of their own, which should be distinguished from the profession
of teachers, and that there is a need for the further professional development of
teacher educators (Murray & Male, 2005; Swennen, Jones, & Volman, 2010).

Given the fact that many become teacher educators after being recognised as a
good teacher, without any additional training for their new job, one might well ask
what needs to be done before being a teacher educator will really be a profession in
its own right. From the start of this millennium on, the Netherlands has been one of
the countries that has taken the lead with regard to the development of the
profession and the professional development of teacher educators. In this chapter,
we report on these Dutch developments. The chapter is based on three national
projects that the authors of this chapter have been involved in.

Occupation or Profession?

Verloop (2001%*) describes how an occupation can become a profession. In order to
become a profession, an occupation should meet the following criteria: (1) the
profession performs a crucial social function; (2) the profession requires a
considerable degree of skill; (3) its practitioner draws on a body of structured
knowledge; (4) entrance into the profession requires a lengthy period of higher
education; (5) the profession focuses on the pre-eminence of clients’ interests; (6)
professionals have a certain amount of freedom to make their own judgments with
regard to what is considered appropriate practice; and (7) the profession is
rewarded with high prestige and a high level of remuneration. These criteria concur
with a review study by Krishnaveni and Anitha (2007*) on educators’ professional
characteristics, which also confirms that an occupation involves formal
requirements and an extensive formal education in order to become a profession.

In most western countries, the occupation of teacher educator meets the criteria 1, 5
and 6, but the other criteria still seem in need of further attention. Criterion 3, for
example, presumes that a well-defined knowledge base is available, while criteria 2
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and 4 imply that well-defined programmes exist for the professional preparation of
future teacher educators. In sum, criteria 2, 3, and 4 raise the question what and
how teacher educators should learn. Answering these questions, theoretically as
well as in practice, might also contribute to fulfilling criterion 7.

Based on the review study presented in this book, besides conclusions on the
current state of research on the profession of teacher educator and
recommendations for future studies, we have also formulated several
recommendations for practice that answer this question (see Chapter 5).

Our first recommendation is to strengthen the scholarship of teacher educators,
because research shows that teacher educators often feel they lack a frame of
reference and a solid theoretical basis for their behaviour. The review study shows
that national frames of reference as, for example, the Netherlands and Belgium
have developed, are helpful. In the next section, we describe the Dutch professional
standard and the procedure linked to the standard that teacher educators pass
through to become a teacher educator registered with the Dutch Association of
Teacher Educators. We will also summarise the outcomes of a study on this
project, which started in 2002.

More recently, Dutch teacher educators can also consult a web-based
knowledge base. In Section 6.3, we report on the development of this knowledge
base, which started in 2009, and on a study about how teacher educators view and
use this knowledge base.

The review study also showed that, even when a frame of reference and a
theoretical base are available, teacher educators often do not behave in line with
what is known. Hence, teacher educators should be stimulated to learn about and
also use the available knowledge to strengthen their scholarship. Therefore, our
second recommendation is to organise systematic professional development. To
support the difficult search of — beginning — teacher educators for improving the
quality of their teaching of student teachers, the suggestion has been put forward in
several studies to develop a programme for teacher educators. Building blocks
could be a national frame of reference, a systematic knowledge base and, more
specifically, learning to carry out research into one’s own practice. Such research,
if supported by the institutions involved, can bridge the gap between theory and
practice, and is a productive form of professional development (Murray, 2010). In
the Netherlands, a programme based on these ideas was carried out twice (in 2011
and 2012). In Section 6.4, we discuss this programme and how it was evaluated by
the participating teacher educators.

6.2. PROFESSIONAL STANDARDS AND REGISTRATION PROCEDURE'

6.2.1. The Project

In 2001, the Association of Dutch Teacher Educators initiated the project
“Professional Quality of Teacher Educators”. In this project, a professional
standard, and a procedure for (self-)assessment and professional development have
been developed for teacher educators in order to obtain certification.
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The foundation area: basic attitudes and beliefs for teacher educators

F1 A teacher educator can work at three levels:

- has insight into his/her pupils’ development

- facilitates and supervises the student teacher’s development
- takes charge of his/her own professional development.

F2 Teacher educators formulate their own educational vision, one linked to the reality. They are able
to adapt this vision to the pedagogical views of their institution, and to communicate this clearly to
colleagues and students. Their educational vision must therefore be outward looking.

F3 A teacher educators attitudes are:

- is open to others and is a good listener

- dares to take risks and be initiative

- can offer feedback and is synonymously open to receiving it
- stands by his/her views and can argue them convincingly

- is dedicated, committed and involved

- strives to solve problems with tact and diplomacy.

F4 A teacher educator uses in his/her work the following criteria for realistic teacher education:

- takes, as a starting point, the specific practical problems and concerns experienced by

teachers and student teachers, including those of the subject matter being taught

- is oriented towards the stimulation of systematic reflection (Note: this reflection is directed towards
acquiring subject knowledge, establishing routines, seeking professional growth, etc.)

- makes deliberate use of both interaction between the educator and individual students,

as well as between the students themselves

- works in an integrated manner, both with regard to the integration of theory and practice and to the
integration of different disciplines

- acquires and maintains knowledge from a variety of sources.

F5 These attitudes and beliefs mean that the teacher educator must be prepared to take and develop
initiatives together with his/her students in all competency areas. The educator considers the student
as a partner qualified to contribute towards the development, implementation, and evaluation of
his/her own education and development.

F6 Teacher educators must also be a model in all five competency areas. This means, for instance,
that they must implement what they consider to be important into their own pedagogical behaviour.

General competencies

The five competency areas are:

(0) ICT competencies

(1) Content competencies

(2) Pedagogical competencies

(3) Organisational competencies

(4) Group dynamic and communicative competencies

(5) Developmental and personal growth competencies

The last competency area listed is a prerequisite for the first five; it is a ‘meta-competency’ that the
other competencies depend on.

Figure 6.1. The first version of the Dutch standard for teacher educators
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In the first version of the Dutch standard, the attitudes and beliefs of teacher
educators are formulated as ‘The foundation: basic attitudes and beliefs for teacher
educators’. The knowledge and skills of teacher educators are formulated as
‘General Competencies’ consisting of five competency areas. Each area contains a
set of related elements occurring in the teacher educator’s work with some
regularity (see Figure 1).

The standard is used as a reference point by teacher educators going through the
procedure of self-assessment and professional development. They are asked:

1. to analyse their strengths and weaknesses by using a structured standards-
based score form and describe authentic situations demonstrating good
practice examples from their own work;

2. to discuss these products with a peer coach who is also a participant in the
procedure;

3. to assemble feedback from colleagues and student teachers by giving
them a structured standards-based score form to be filled out by at least 30
students and five colleagues;

4. to formulate goals and develop a plan for professional development;

5. to assemble a portfolio containing a description of how they have worked
on their professional development and of the outcomes of their
professional development.

Participants first come together for an introductory meeting. In this meeting, the
procedure is explained and participants select a peer coach. Participation in the
procedure is on a voluntary basis. Every participant is assigned two peer assessors.
The assessors are selected by the Dutch Association of Teacher Educators. Peer
assessors are paid and trained for their work. They evaluate the products and
portfolios of the participants, and judge whether a participant will be allowed to
receive registration.

In the end, successful completion of the procedures of self-assessment and
professional development allows the participant to become registered as a certified
teacher educator. After four years of being registered, the certified teacher
educators will go through a re-registration procedure.

6.2.2 Research on the Project

Regarding the teacher educators participating in the Dutch project “Professional
Quality of Teacher Educators,” we aimed at answering three questions:
1. What goals do they formulate for their professional development?
2. What kind of professional development activities do they engage in?
3. What are the outcomes of their professional development?
For our study on their professional development, we used 25 portfolios, completed
between April 2001 and December 2003, while also securing permission from
those participants to disclose information from their files.

Table 6.1 illustrates the age distribution of the participants.
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Table 6.1. Age of the participants whose professional development
we studied (n=25)

Age of the participants Number of participants
30-39 years 7
40-49 years 13
> 49 years 5

Out of the 25 participants, eleven were working in a teacher education college or
department for primary education, and five in a teacher education department for
secondary education. Six participants were working in a university teacher
education programme, and three in a specific teacher education programme within
subject-based colleges such as art and physical education colleges.

This group participated voluntarily in the procedure of (self-) assessment and
professional development. They were also members of the Dutch Association of
Teacher Educators (VELON).

Koster (2002*) found that a VELON member is, in general, more active in the
field of professional development than a non-member. Our research, therefore,
focused on a specific group: a relatively active, motivated, and experienced group
of teacher educators. And additionally, the members of the group may be
characterised as “early adopters”, because they participated in the first two years of
existence of this (self-) assessment procedure.

Method

To answer our first research question, the elements of the Dutch standard for
teacher educators were used to categorise the goals the participants had defined in
their own assessments of professional development. Two independent researchers
were commissioned to carry out this categorisation.

At times, the participants wrote down goals corresponding exactly to the Dutch
standard categories. In other cases, the researchers categorised the goals teacher
educators had formulated into one or more elements of the standard. The reliability
of the scores of the two researchers was substantial (Cohen’s Kappa = .69).

To analyse the data for answering the second research question, we used a
model based on the work of Hoekstra and Bakkenes (2004*) and Berings, Gelissen
and Poell (2004*). Based on these studies, we selected the following six categories
of professional development activities of teacher educators in our study:

Learning by doing (non-intentional)

Applying or experimenting (intentional)

Reflecting on work experiences

Learning without interaction

Learning through interaction

. Learning outside of work

Again, two independent researchers performed the categorisation. The inter-rater
reliability of the scores of the two researchers was substantial (Cohen’s Kappa =
.81).

R S
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When analysing the data for answering the third research question, which
regards the outcomes of the participants” professional development, we used some
studies (Korthagen & Lunenberg, 2004*; Kallenberg & Koster, 2004*) that
allowed us to set up distinctions between outcomes at the personal level and those
at the collective level:

1. Outcomes at a personal level: change in cognition;
2. Outcomes at a personal level: change in behaviour;
3. Outcomes at a collective level: shared with others.
Two independent researchers performed the categorisation. The inter-rater
reliability was almost perfect (Cohen’s Kappa = .88).

Results

Goals of professional development:

As explained above, the goals of the teacher educators participating in the
procedure of (self-) assessment and registration are categorised in combination
with the professional standard for Dutch teacher educators. The number of times
standard elements are formulated as goals for professional development is
formulated in Table 6.2. In this table, we also list the number of participants who
chose a certain area of the professional standard for their professional
development. As we can see in Table 6.2, almost all seven areas of the professional
standard were used by those participating when formulating their goals for
professional development. The exception is area C.4, group dynamics and
communicative competencies. Only one participant chose this area for professional
development. The reason for such a low score in that area may be due to the fact
that teacher educators are in general more experienced teachers, who have
previously developed these kinds of competencies during their teaching career.

Out of the foundation (area F), participants frequently selected improving their
attitudes as a goal. Taking into account the number of elements in certain areas,
four competency areas were chosen quite often: ICT, pedagogical competencies,
organisational competencies and developmental / personal growth competencies.

As verified in Table 6.2, participants chose professional development of
knowledge and skills 51 times (Areas C.0 to C.5, 20 elements) and the professional
development of attitudes and beliefs (Area F, so the sum of F.1 to F.6, 17 elements)
was chosen 19 times.

As shown in Table 6.3, we observed that 13 participants chose the development
of knowledge and skills, 9 participants chose the development of a combination of
knowledge and skills and attitudes and beliefs, and 2 participants chose
development of attitudes and beliefs only.

We conclude that participants are more focused on the improvement of their
knowledge and skills than on the improvement of their attitudes and beliefs.
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Table 6.2. Number of times an aspect of competence is chosen as a goal for professional
development and the number of participants who chose a certain area for professional
development (n=24)

Area of the standard Number of Number of times Number of
(see Figure 1) elements these elements participants who
within this within this area were chose this area for
area of the chosen for their professional
standard professional development
development
F 1: Three levels 1 0 0
F 2: Educational vision 3 2 1
F 3: Attitudes 6 12 8
F 4: Realistic teacher 5 3 3
education
F 5: Student as partner 1 1 1
F 6: Being a role model 1 1 1
C.0: ICT 1 8 8
C.1: Content competencies 3 6 5
C.2: Pedagogical 7 14 11
competencies
C.3: Organisational 3 12 9
competencies
C.4: Group dynamics and 3 1 1
communicative
competencies
C.5: Developmental and 3 10 9
personal growth
competencies
Competencies outside the 1 2 2

standard

Table 6.3. Number of times participants chose attitudes and beliefs and/or
knowledge and skills as professional development goals (n=24)

Combination of characteristics of competency

Number of participants

Only attitudes and beliefs (Area F) 2
Only knowledge and skills (Areas C.O to C.5) 13
Combination of attitudes and beliefs (area F), and 9

knowledge and skills (Areas C.0 to C.5)

Professional development activities:
The second research question was: “What kind of professional development
activities do the teacher educators engage in?” The number of times participants
engaged in professional development activities is listed in Table 6.4. When
different activities falling under the same category were indicated by the

participants, all activities within that one category were tallied.
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Table 6.4. Number of times professional development activities were undertaken by
participants, per professional development category

Professional development Number of times professional Number of participants who

category development activities within engaged in professional
this category were development activities

undertaken within this category

1. Learning by doing (non- 0 0

intentional)

2. Experimenting 30 18

(intentional)

3. Reflecting on work 9 7

experiences

4. Learning without 15 14

interaction

5. Learning through 29 18

interaction

6. Learning outside of work 0 0

Although we found a wide variety of descriptions of professional development
activities, they all fit into four categories. For each of these four categories we give
examples of activities:

1. ‘Experimenting’: contributing to an aspect of curriculum renewal, writing policy
advisements, designing an innovative workshop, organising an excursion, using
new materials or techniques, paying more attention to a special group, and
stimulating students to broaden their scope.

2. ‘Reflecting’: making a video of the participant’s own lessons and analysing it,
describing realistic situations, and devising a report of self-conducted training.

3. ‘Learning from others without interaction’: reading literature (the most
frequently mentioned activity), and conducting written evaluations, which was
also included because in such cases there is no personal interaction.

4. ‘Learning from others through interaction’: following a course (the most
frequently mentioned activity), having a conversation with colleagues and or
executive staff, video-interaction supported by a colleague, consulting a coach,
supervisor or external expert, evaluations with students, and spending more time
with colleagues at lunch.

As we can see in Table 6.4, the participants showed a preference for experimenting

and interactive learning in professional development activities. Participants often

engage in more than one professional development activity within these categories.

On the other hand, at least sixteen participants went through a process of

professional development without reporting any reflection on their work

experiences. Ten other participants went through a process of professional
development without reporting reading a book or consulting another source of
literature.

The vast majority of the participants engaged in more than one professional
development activity. About two-thirds of the participants attempted two to four
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professional development activities. Based on the combinations of development
categories the participants had chosen, we found that for their professional
development they mostly combine ‘experimenting’ with ‘learning through
interaction’. We also found that if they did read literature as part of their
professional development, this was most often combined with ‘learning through
interaction’ and ‘experimenting’.

Outcomes of professional development:
The third research question was “What are the outcomes of the professional
development activities for the participating teacher educators?” To answer this
question, we checked their portfolios on explicit formulations of the outcomes of
their professional development activities. We found that they all reported outcomes
related to the professional development goals they had previously articulated, and
eleven of those participants also reported further outcomes unrelated to their
professional development goals.

Table 6.5 illustrates the number of participants who mentioned outcomes of
their professional development activities related to our categorisation: outcomes on
a personal (change in cognition or in behaviour) or collective level.

Table 6.5. Number of participants who mentioned outcomes from professional
development activities related to goals on a personal or collective level

Outcomes of professional development activities Number of
participants

1 On a personal level: change in cognition 24

2 On a personal level: change in behaviour 17

3 On a collective level: shared with others 10

Nearly all participants mentioned outcomes in category 1, changes in cognition.
Examples of documented outcomes in this category are: (1) “[as a result of
studying literature] I started thinking about the supervision of teaching practice
from different perspectives.” (2) “I have become more conscious of the moments I
stimulate students.” (3) “I know better how I can make use of ICT.” (4) “I have
become more aware of my role as a teacher educator within my faculty
department.”

Two-thirds of the participants mentioned outcomes in category 2, changes in
behaviour. Examples of these changes are: (1) “Now I pass through the different
phases of systematic reflection in a supervision situation without a note.” (2) “In
my lessons I use a wider variety of pedagogical instruments.” (3) “I communicate
more effectively with colleagues.” (4) “I have experimented with a new teaching
method, which has to be adapted on some minor points.”

Ten, i.e. a few more than one-third of the participants, mentioned outcomes in
category 3, at a collective level. Examples of such outcomes that were shared with
others are: (1) “For my department I have written a paper on reflective teaching.”
(2) “I have made a list of competencies that should be attained during the in-
service teacher education, as an aid to student teachers and their teachers.” (3) “I
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have developed a new course together with a colleague.” (4) “I have made for and
given to the management of my institution a plan to realise more structural peer
coaching between the teacher educators of our institution.”

As is shown in Table 6.6, most of the participants have outcomes in more than
one category. More than one-third of the participants report outcomes in all three
categories.

Table 6.6. Number of times a participant reports a combination of outcomes

Outcomes category Number of participants (N=25)
1 (cognition only) 5
2 (behaviour only) 1
3 (shared with others only) 0
1land2 6
1and 3 3
2and 3 0
1,2and 3 10

Outcomes in category 3, ‘shared with others’, only occur together with
outcomes in category 1, ‘personal level, change in cognition’.

Reflection
In sum, we found that teacher educators who voluntarily participate in a standards-
based procedure for (self-)assessment and professional development: (1) are able to
set goals for their professional development, (2) are challenged to use a broad
variety of professional development activities, and (3) experience that they — and in
many cases their professional environment as well — benefit professionally from
participating in this procedure.

However, we wonder if this result indicates that a participant’s knowledge
base is cultivated more by new experiences and feedback from others than by deep
reflection and theoretical input.

6.3. AKNOWLEDGE BASE OF TEACHER EDUCATORS

6.3.1. The Project

Since 2002, hundreds of teacher educators have gone through the process of
becoming a formally registered teacher educator as described in the section above.
They have shown positive changes in their practical knowledge and behaviour.
Moreover, the self-confidence of the participants and their enthusiasm seems to
have increased. At the same time, however, an important aspect of professional
development has been neglected, almost no attention has been given to the
deepening of theoretical knowledge. A main reason has been that teacher educators
find it difficult to allocate time to study and to find their way in the growing
amount of available literature.
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The aim of this second Dutch project, which started in 2009, was to help teacher
educators in studying and using the available literature by developing a structured
knowledge base of teacher educators, i.e. an accessible and inspiring overview
summarising the knowledge essential to the professional development of teacher
educators.

What is a Knowledge Base?
A knowledge base is intended to help professionals and a professional community
in capturing the essential knowledge needed to underpin and improve their
professional practices. Since the eighties, several attempts have been made to
identify the knowledge that feachers should acquire and that teacher educators
should thus teach (Shulman, 1987%; Valli & Tom, 1988*; Verloop, Van Driel, &
Meijer, 2001%*). This work provided a framework for our project to develop a
knowledge base for teacher educators.

Following Shulman and Shulman (2004*), we defined such a knowledge base as
follows:

A knowledge base of teacher educators is a structured and easily accessible
collection of knowledge of the professional community. It includes
theoretical, pedagogical and practical knowledge, and offers teacher
educators the opportunity to confirm, interconnect, share and further develop
their professional knowledge, vision, motivation and practices.

Shulman and Shulman emphasise that a knowledge base is a dynamic set of
knowledge shared by a professional community, and they distinguish between
shared knowledge (which every community member should have) and distributed
knowledge (which should be available in a team or community as a whole, but not
necessarily in each member).

The Development of the Knowledge Base

Next, the question arose as to how to structure the available knowledge of teacher
educators in such a way that the website could function both as a canon to the
novice teacher educator and as a core frame of reference to the experienced teacher
educator, as Wilson (2006) suggested. We decided to develop the knowledge base
in two stages. To start with, semi-structured interviews were carried out with
stakeholders (the board and special interest groups of the Dutch Association of
Teacher Educators) and some academics who had not only published extensively
on the professional development of teacher educators, but were also involved in the
education of teacher educators. The aim of the interviews was to identify possible
domains of a knowledge base. Parallel to these interviews, an extensive literature
search was carried out. Based on the results of the interviews and literature study,
ten domains were identified.

To validate the format, an international expert meeting was organised. Besides
experts from the Netherlands, experts from the UK, Australia and the USA
participated in “one of the best ‘staff development’ events I have attended in a long
time” (as one of the participants wrote) and discussed the proposed domains. In
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general, the participants recognised and acknowledged the identified domains.
Some minor corrections were suggested and further refining took place. The main
discussion, however, focused on the status of the various domains and the question
which domains represented the knowledge every individual teacher educator
should have (i.e. what Shulman and Shulman, 2004*, call ‘shared knowledge’),
and for which knowledge it would be sufficient if available within a team or the
professional community (‘distributed knowledge’). The outcome of this process is
represented in Figure 6.2.

The four core domains are basic, and applicable to all teacher educators. The
specific domains take into account the different contexts in which teacher
educators work, and their specialisation (e.g. a specific academic domain/subject or
pedagogical content). The extended domains are in their most basic form relevant
to all teacher educators, but in their full depth they are intended for teacher
educators specialising in such a domain.

Core domains

1. The Profession of
Teacher Educator

2. Pedagogy of Teacher
Education

3. Learning and Learners
4. Teaching and Coaching

Specific domains Extended domains

1. Programme-specific 1. Context of Teacher
Teacher Education Education

2. Subject-specific Teacher 2. Organisation of Teacher
Education Education

3. Curriculum Development
and Assessment

4. Research by Teacher
Educators

Figure 6.2. The ten domains of the knowledge base of teacher educators

The aim of the second stage was to fill the domains with content. A
development group was installed, consisting of experts and members of various
special interest groups of the Dutch Association of Teacher Educators. Important
criteria for inclusion were: being active as teacher educator and being involved in
national networks of teacher educators (thus probably having a helicopter view).
Also important was to involve a number of persons who had a good overview of
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the research on teacher educators. Finally, involvement of teacher educators from
institutions for teacher education in different parts of the country was taken into
account, in order to assure a broad ownership.

The approach of this group was iterative and interactive. The group members
discovered that formulating leading questions could be an inviting way of
structuring the domains for colleagues. These leading questions were meant to
cover the essence of the domains. For example, the leading questions for the
domain Teaching and Coaching are: What is teaching? How to take students' ages
and experiences into account? How to support collaborative learning? When is
teaching or coaching effective?

It was also discussed that these leading questions could be answered from
several perspectives. The development group decided to distinguish a theoretical,
practical, reflective, and a developmental perspective. Hence, for each domain a
matrix consisting of leading questions (rows) and perspectives (columns) was
developed.

An important decision of the development group was to invite teacher educator-
researchers to contribute to filling the matrix cells. It was felt that this could be an
excellent way of stimulating ownership of the knowledge base by the professional
community. The willingness to co-operate proved to be strong. Many teacher
educator-researchers contributed to the theoretical perspective of the knowledge
base by writing encyclopaedic texts. This meant that rich literature studies could be
incorporated into the knowledge base.

Even more teacher educators wrote vignettes or sent video clips to fill the cells
from a practical perspective. Altogether, almost eighty colleagues contributed to
the knowledge base. The reflection and the discussion cells (with questions for
reflection and discussion), and the development cells (with suggestions for further
reading) were filled by the development group. In the spring of 2011, the website
was launched at the annual Conference of the Dutch Association of Teacher
Educators.

6.3.2 Research on the Project

Research questions and design

The proof of the pudding, however, is whether or not the knowledge base is

experienced as relevant and will be used. In order to investigate this, we carried out

a survey among teacher educators. Our leading questions were:

1. To what extent do teacher educators find it relevant to have knowledge of each
of the ten domains in order to perform well in their profession?

2. To what extent do teacher educators find the theoretical content of the four core
domains useful to their profession?

Instruments:
In order to answer the research questions, a questionnaire was developed consisting
of five parts:
1. A brief introduction about the development of the knowledge base and
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instructions on how to fill it out.

2. Some basic questions about the respondent's workplace, years of experience as a
teacher educator, and so on.

3. The scoring of the relevance of the ten domains to their work as a teacher
educator on a ten-point Likert scale (1 = not at all relevant, 10 = extremely
relevant). In order to do so, the respondents could read the leading questions of
each domain.

4. Then, the respondents were asked to read the experts” theoretical texts for a core
domain, and to answer questions on the usefulness of these texts, to be scored on a
four-point scale. The core domains were evenly distributed over the questionnaires,
so that we were able to collect data for each core domain.

5. Finally, the participants were asked if they were missing themes, and if they
intended to use the knowledge base in the future.

A trial version of the questionnaire was first tested on two teacher educators,
which led to some minor changes in the text and its layout. In the Netherlands, the
questionnaire was filled out during a national conference and several workshops
for teacher educators. The workshops also offered an opportunity to discuss the
relevance and usefulness of the knowledge base, which provided us with some
additional insights.

Participants:

Questionnaires were filled out by 125 respondents. There were 118 teacher
educators in the sample, 65 institution-based, 49 school-based, and 4 teacher
educators working in both a school and a teacher education institution. In addition,
7 coordinators of teacher education institutions were part of the sample. There were
54 male and 71 female participants. The youngest was 26 years old, the oldest 64,
with an average of 47. The respondents worked in primary education (n = 47),
secondary education (n = 71) or both (N=4). The others (N=3) worked in several
other institutions, for example in vocational education. The level of experience
ranged from zero months to 35 years, with an average of 8.6 years. 102
respondents were members of the Dutch Association of Teacher Educators, and 51
respondents were formally registered as teacher educators through the registration
procedure of this association.

Data analysis:

The results were analysed using descriptive statistics, independent t-tests, and a
one-way ANOVA. We used a t-test for comparing the teacher educators with those
holding other positions in teacher education in order to see if we could include the
respondents working as coordinators or administrators and those working as an
advisor (‘other’ category). The coordinators did not differ significantly on any
question, hence we decided to include them in the dataset.

Results
Relevance of the domains:
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Table 6.7. Overview of the perceived relevance of the contents of the ten domains of the
knowledge base of teacher educators (on a ten-point scale; 1 = not at all relevant, 10 =
extremely relevant)

Domains (N=125)

Mean SD
1. The profession of teacher educator 7.5 1.5
2. Pedagogy of teacher education 8.4 1.3
3. Learning and learners 8.7 1.1
4. Teaching and coaching 8.3 1.4
5. Subject-specific teacher education 8.1 1.4
6. Programme-specific teacher education 6.8 1.4
7. Context 6.7 1.4
8. Organisation 7.0 1.4
9. Curriculum development and assessment 7.9 1.2
10. Research 7.7 1.1
Mean 7.7 1.3

Table 6.7 shows the perceived relevance of the contents of each of the ten
domains of the knowledge base on a ten-point Likert scale. Our sample had some
over-representations. Members of the Dutch Association of Teacher Educators
were over-represented, and also teacher educators educating teachers for secondary
education. Hence, we analysed whether subgroups within the sample differed in
their outcomes. Concerning the relevance of the domains, no significant
differences were found between members and non-members of the association of
teacher educators, or between those registered and non-registered. Neither did we
find significant differences between males and females, between teacher educators
for primary and those for secondary education, and between coordinators and non-
coordinators. As far as the coordinators are concerned, this could mean that they
are so much part of the community of teacher educators that they have the same
preferences. There were, however some differences between the answers of school-
based and institution-based teacher educators. This was the case for two domains,
where those school-based scored significantly higher than those institution-based,
as is shown in Table 6.8. An explanation for the first difference could be that
school-based teacher educators are often new to their role and are therefore still
searching for what it means to be a teacher educator, and not just a teacher.
Possibly, this finding can also (partly) explain why the overall score of the core
domain ‘The profession of teacher educator’ is less high on relevance than the
other core domains, i.e. because most (other) experienced teacher educators may
take it for granted that they have knowledge regarding their own profession.

Because being a school-based teacher educator is a new function in most Dutch
schools, it is often not yet completely clear what exactly the tasks, responsibilities
and possibilities of the school-based teacher educator are. Hence, this could explain
why those school-based score higher on the domain Organisation than institution-
based teacher educators.
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Table 6.8. Significant differences between school-based and institution-based teacher
educators on the perceived relevance of the contents of the domains (* p < .05, **p <.01)

Domains School-based teacher  Institution-based P
educators (N=39) teacher educators
(N=75)
Mean SD Mean SD
The profession of 7.9 1.5 7.3 1.4 .048*
teacher educator
Organisation 7.5 1.3 6.6 1.3 .002%*

Usefulness of the knowledge base:

To study the usefulness of the knowledge base, we decided to focus on the four
core domains and especially on the theoretical texts written for these domains.
Using a one-way ANOVA, we checked whether the answers about usefulness,
newness and expectation of using the knowledge base differed significantly for the
four core domains. This was not the case. Table 6.9 shows the perceived usefulness
and newness of the theoretical texts for these domains combined, according to the
respondents. It also shows to what degree the respondents expected to make use of
the knowledge base.

Table 6.9. Overview of the perceived usefulness, ‘newness’ of the theoretical texts of the four
core domains of the knowledge base of teacher educators, and expected use of the
knowledge base (on a four-point scale; 1 = not useful / no new knowledge / never, 4 =
extremely useful / totally new knowledge / often)

(N=125)

Mean SD
Do you consider this text to be useful to your work as a 32 .6
teacher educator?
To what extent has this text added something to your 1.9 5
existing knowledge?
Do you consider the added knowledge useful to your 3.0 7
work as a teacher educator?
Do you expect to use the knowledge base? 2.7 i
Mean 2.7 .6

The results show that the theoretical texts are considered quite useful by the
Dutch teacher educators. They added some new knowledge to their existing
knowledge and this new knowledge was perceived as quite useful. The respondents
expected to use the knowledge base regularly. It is noteworthy that the scores on
the second question (To what extent has this text added something to your existing
knowledge?) are lower than the scores on the third question (Do you consider the
added knowledge useful to your work as a teacher educator?). The discussion with
the respondents in the workshops helped us to clarify this. They made remarks
such as: “I knew something about this, but now it has become clearer”; “I read
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about this years ago, but had forgotten about it”, “I always found it difficult to
explain this to my students, and this is very helpful”.

For the four core domains, we also analysed whether subgroups within the
sample differed in their outcomes. Concerning the usefulness of the knowledge
base, there were no significant differences in how different groups (males vs.
females, members vs. non-members, etcetera) answered these questions.
Concerning the question as to what extent the text added new knowledge, non-
registered teacher educators scored significantly higher than those registered (non-
registered 1.97 vs. registered 1.75, p = 0.02). This is understandable, because the
registered teacher educators had previously participated in a professional
development process.

Furthermore, females expected to use the knowledge base significantly more
often in the future than males (females 2.84 vs. males 2.51; p = .01). As yet, we do
not have an explanation for this difference.

The answers to the question whether, according to the respondents, themes were
missing, showed one gap: within the domain Teaching and coaching, more
attention to coaching should be given. This request has been met by adding texts on
coaching to the knowledge base.

In the workshops, several suggestions on how to use the knowledge base were
put forward: at the individual level (for example as a source for the registration
process); at the team level (for example a team of teacher educators might discuss
the question ‘what are our pedagogical choices?’); at the institutional level (as an
opportunity to discuss the further professional development of teacher educators),
and at the level of the professional community as a whole (for example for the
development of programmes for the professional development of teacher
educators). These suggestions have also been added to the website.

Reflection
The development of the knowledge base of teacher educators represented a huge
step forward in the further professional development of Dutch teacher educators. In
2012, a renewed professional standard and registration procedure were established.
The foundation of this renewed professional standard as well as the competency
areas are linked to — aspects of — the domains of the knowledge base of teacher
educators. The registration procedure has also been renewed accordingly. Teacher
educators going through the registration procedure are explicitly requested to
theoretically underpin their work and their development plans.

The knowledge base also functions as a theoretical frame of reference to the
programme for teacher educators that we will discuss in the next section.

6.4. APROGRAMME FOR TEACHER EDUCATORS
6.4.1. The Project

In 2010, we (five of the authors of this chapter) started the development of a
programme for teacher educators. We have different backgrounds and expertise
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(trainer, lecturer, professor, teacher educator, and researcher) and all of us have
been involved as a developer of the professional standard and/or assessor of the
registration procedure and/or the development of the knowledge base. Therefore,
together we had a good overview of what was needed to develop a programme for
teacher educators.

To start with, we formulated five principles for the programme:

1. The programme welcomes teacher educators from different backgrounds, who
will learn with and from each other.

Increasingly, teacher education is a task and responsibility of teacher educators in
schools and institutions for higher education combined. This means that they
should develop a shared vision of the profession of teacher educator and of the
knowledge and skills needed to carry out their work. Learning together can
contribute positively to the development of such a shared vision.

2. The programme should have a solid theoretical underpinning by linking it to the
knowledge base of teacher educators.

The core domains of the knowledge base (profession of teacher educator, pedagogy
of teacher education, teaching and coaching, learning and learners) will receive
much attention in the programme. Also, the domain research will get a prominent
place, because of the increasing expectation that teacher educators will be able to
support students’ research projects (Korthagen, Koster, & Lunenberg, 2011%). As
we have seen in Section 4.3, however, it is not self-evident that teacher educators
have the background and expertise to carry out this task. Hence, we decided to
make this one of the focal points of the programme.

3. The programme should stimulate teacher educators to broaden their
professional network.

It is our conviction that becoming a teacher educator also includes becoming
familiar with the world of teacher educators, knowing what networks there are and
being able to make a relevant and informed choice about which networks to join.

4. The registration procedure of the Dutch Association of Teacher Educators
should be integrated into the programme.

An elegant way of finding out whether, as a teacher educator, you have acquired
the basic knowledge and skills of a teacher educator and are able to underpin your
practice, is to go through the registration procedure of the Dutch Association of
Teacher Educators. Therefore, the fourth principle we have formulated is that
going through the registration procedure will be part of the programme for teacher
educators, in such a way that at the end of the programme the participating teacher
educators will have been registered.

5. In the programme, usefulness to the daily practice should be a focal point.

Our aim is that what the participants will learn in the programme should —
immediately — be available to them for application in their own practice the
following day.

Van den Akker and Nieveen (2011%*) state that in a pragmatic approach such as
this, formative evaluation should be a core activity and that design and evaluation
should alternate. Therefore, we decided to link evaluative research to every
separate component of the programme. In this way, we can learn which programme
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components and pedagogical approaches are productive, and we can use the
experiences of the first module in designing the following one, and so on.

The programme we designed consists of four modules (Pedagogy of Teacher
Education, Coaching, Research in Teacher Education, and Broadening your
Network). The fifth component is going through the registration procedure. The
year-long programme requires 130 hours of study (including 50 hours for the
registration procedure), 42 hours of which are contact hours. Figure 6.3 shows the
format of the programme.

Module Module Module Module Closing day

Pedagogy of Coaching Research in Networking

Teacher Teacher

Education Education

10 contact hours | 10 contact 10 contact hours | 6 contact 6 contact
hours hours hours

Collegial consultation for the Registration procedure

6 contact hours

Figure 6.3. Format of the programme for teacher educators

We have taken great care to see to it that the different parts of the programme
are connected with each other. For example, in the first module, Pedagogy of
Teacher Education, self-reflection is an important theme, while in de second
module, Coaching, supporting students’ reflection receives attention. In the third
module, Research in Teacher Education, the participants study an aspect of their
own pedagogy of teacher education.

We also link the modules to the registration procedure. For example, we use the
vision description participants have to make in the context of the registration
procedure as a start to the first module, and the peer coaching meetings of the
registration procedure are linked to the second module. Finally, we stimulate the
participants to use points of interest they discover during the first three modules as
a focus of their networking. As we have already mentioned above, in all parts of
the programme, theory from the Knowledge Base of Teacher Educators is used as
an underpinning.

The programme has been carried out twice (during the academic years
2011/2012 and 2012/2013). Below, we first elaborate on the module Pedagogy of
Teacher Education, to illustrate our approach. Next, we summarise the contents
and approach of the other parts of the programme.

Hllustration: The module pedagogy of teacher education

To prepare for this module (and for the first stage of the registration procedure), the
participants read a theoretical text from the domain Pedagogy of Teacher
Education of the knowledge base. In the two course days of this module, concrete
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pedagogical models are presented and the participants do several practical
exercises with these models, both within the module and — in between the two
course days — in their own practices.

A first model is a five-step procedure for working with groups that is
characteristic of realistic teacher education (Korthagen, Kessels, Koster,
Lagerwerf, & Wubbels, 2001*, pp. 151-161) and applied in the module. The steps
in this procedure are: (1) Pre-structuring (presenting a focus), (2) Using
experiences (either experiences the participants bring in from their own practices or
experiences in the here-and-now), (3) Structuring (bringing a structure into the
discussion of the experiences, for example through the use of a mind map), (4)
Focusing (choosing one or two specific foci within the created structure), and (5)
theory with a small t (the introduction of small theoretical elements, as opposed to
academic Theory with a capital T). When these steps are introduced to the
participants, they are clarified on the basis of the learning process the participants
have gone through right before the procedure is made explicit.

A second model is the ALACT model for reflection, named after the initials of
the five phases: (1) Action, (2) Looking back on the action, (3) Awareness of
essential aspects, (4) Creating alternative methods of action, and (5) Trial
(Korthagen et al., 2001%*; see Figure 6.4).

Creating alternative
methods of action

Awareness of
essential aspects

Looking back on
the action

Figure 6.4. The ALACT model

The participating teacher educators are stimulated to write their own reflections
and connect this ‘practice’ in the here-and-now with the theory of the ALACT
model. The topic of reflection is further elaborated by the introduction of ‘core
reflection’. This is an approach to reflection in which the practitioner’s reflection is
connected with themes such as professional identity and mission (Korthagen, Kim,
& Greene, 2013%).

In sum, there are several interconnected ‘layers’ in the module: (1) the pedagogy
used within the module, (2) the theory about pedagogy of teacher education
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underlying the first layer, and (3) the participants’ own practices in which they
apply what they have learned about pedagogy. Experiencing these three layers is an
excellent experiential basis for introducing the theory about explicit modelling,
based on Swennen, Lunenberg, and Korthagen (2008). As ‘theory with a small t’
about modelling, four steps are introduced: (1) showing exemplary teacher
behaviour (‘teach as you preach’), (2) making this exemplary behaviour explicit,
(3) underpinning the exemplary behaviour using theory, and (4) promoting the use
of this kind of teaching behaviour by student teachers. Again, as a kind of
‘homework’, the participants apply this ‘theory’ to a concrete meeting with student
teachers in their own context.

The final part of the module is devoted to the theme ‘evaluation’. The model of
Kirkpatrick and Kirkpatrick (2006*) is presented and discussed. In this model, four
levels of evaluation are distinguished (is the student satisfied?; what has the student
learnt?; has the student translated the learning into behaviour?; has this behaviour
had the expected results?).

Next, the first two levels were used to evaluate the module. With regard to the
first level, the participants appeared to be (very) satisfied. They appreciated the
variety of pedagogical approaches, the integration of theory and practice, the
expertise of the teacher educators responsible for the module, and the inspiration of
working together.

With regard to the second level of evaluation, the participants were asked to
write a letter to themselves answering two questions:
— What I take away from this module is ...
— What I don’t want to forget is ...
Two weeks later, these letters were sent to the participants to remind them of their
ideas and plans. We also got the permission to analyse the themes in these letters.
The participants appeared to focus among others on wanting to use more
theoretical knowledge, applying the theoretical models discussed during the course,
and giving more attention to empowering students.

Overview of the Other Parts of the Programme

The focus of the module Coaching was very concrete: how do you support students
in their reflection on and learning from practical experiences. Remarkable is that in
their — positive — evaluation of this module the participants also comment on the
pedagogical approach of their teacher educators. They appreciate their way of
modelling and the way they combine theory and practice. So it seems that
following the first module has made them aware of the importance of pedagogical
choices.

In the module Research in Teacher Education, theoretical texts from the
Knowledge Base of Teacher Educators are used to explain and discuss different
types of research. Social research, and more specifically the possibilities of
conducting qualitative research, proved to be fairly unfamiliar to some of the
participating teacher educators. Next, the participants carry out a mini-study on an
aspect of their own pedagogy of teacher education. They can use the knowledge
acquired in the previous modules in formulating a research question and in
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developing an instrument. Examples are a school-based teacher educator who
developed a small questionnaire to find out how students feel about her coaching,
or three institution-based teacher educators who interviewed each other’s students
about the degree to which their seminars were connected with the students’ own
practical experiences.

Each stage (formulating a research question, developing instruments, collecting
data, analysing data, presenting or publishing results) is discussed on two levels: 1.
carrying out research oneself and 2. translating these experiences into supporting
students’ research. Together, an overview of points of attention for supporting
students’ research is constructed. The positive evaluation of this module shows that
highly valued, among others, were learning about the possibilities of qualitative
research, becoming conscious of the importance of formulating a specific and
unambiguous research question, and the jointly constructed list of tips for
supporting students’ research.

In the Networking module, we offer the participants an overview of networks
interesting to teacher educators. The participants formulate, individually or in small
groups, a plan to explore a network that is new to them. They use the SMART
criteria (specific, measurable, attainable, relevant, and time-bound) to streamline
the completion of this plan. To do so, they search the web, study literature, contact
an expert or expert centre, participate in a network meeting and/or interview one or
more key persons. All participants write a reflection paper and present the
outcomes of their plan on the final day of the course. Most remarkable are the
enthusiasm of the participants, among others about the fact that busy (international)
experts are not only very willing to offer information, and make time for a (Skype)
interview, but are also interested in the participants’ professional development
activities!

The programme component Collegial consultation for the registration
procedure takes place parallel to the four modules. This contributes to the
integration of the registration procedure with the contents of the modules. In the
meetings, the participants work in groups of four to support each other. In the first
semester, they describe their vision and analyse their own knowledge and skills
while following the module Pedagogy of Teacher Education, and they have peer
coach discussions while following the module Coaching. In the second semester
they write a development plan. The modules Research in Teacher Education and
Networking, which they follow during this semester, are, as the evaluations show,
important sources of inspiration and help to arrive at a useful and underpinned
development plan.

On the closing day of the programme, the results of the Networking module are
presented, the complete programme is reflected on and evaluated, and certificates
are festively presented to the participants.

6.4.2. Evaluative and Reflective Remarks about the Project

Above, we presented the way in which we developed a programme for teacher
educators and have since carried it out twice. As mentioned before, in developing
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and carrying out the programme, design and evaluation were alternated. For
example, the idea to make the participants’ own pedagogy of teacher education the
central theme of the module Research in Education was born when we discussed
the evaluation of the first module.

From the beginning onwards, the evaluations were (very) positive. Nevertheless,
in the first year the programme was carried out we learned that more attention
could be given to the different settings of the participants and their variety of
knowledge and experience. Also, more time should be devoted to the
differentiation and the connection between the three levels that teacher educators
have to take into account (their own level, the level of student teachers, and the
level of the students of the student teachers). More practically, the participants
asked for more practical information about some organisational aspects of the
course. We took these comments into account in the second year we organised the
programme.

An elaborate analysis of the data we have collected on both cohorts is not
finished yet, but based on the evaluations of the two courses we dare to conclude
that the five principles we formulated, seem to work. For example, with regard to
the first principle (teacher educators with different backgrounds learn together),
one of the participants remarks:

It is fantastic, the contact between institution-based and school-based teacher
educators. You work together and have discussions. I have also become more
conscious of what it is that hinders school-based teacher educators in their
co-operation with us. It clarifies so much. Hence, that in itself is already a
benefit.

Also, the attention to a solid theoretical base (principle 2) is appreciated. One of
the participants formulates this as follows:

I have got a lot more grip on teaching and supporting students [...] what is a
really strong point is the relationship between practice and theory. Often the
starting point is practice, our own experiences, and then it is linked to theory
and gets a foundation.

Being introduced to relevant literature apparently increased the demand for this
literature. In this context, being able to consult and use the Knowledge Base of
Teacher Educators also proves to be useful, according to the participants.

With regard to principle 3 (stimulating participants to broaden their professional
network), several participants remarked that, at the start of the programme, they did
not know what to expect or that networking was not their priority. At the end of the
programme, however, they had revised their idea:

Valuable [...] Nice that international networking was stimulated too [...] It
stimulated me to go beyond my comfort zone.

Principle 4, the integration of the registration procedure into the modules, also
seems to be successful. Participants sometimes referred to the registration
procedure and the modules in the same breath:
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The models offered are really useful. I cannot wait to use them in my own
practice. I would like to follow more modules, because I want to continue my
professional development after my registration as a teacher educator.

With regard to principle 5, usefulness of the programme to the daily practice, it is
interesting to note that participants do find the programme useful to their daily
practice, mainly as a result of the connection between practising, reflection and
theory. One of them formulates this as follows:

[It is] instructive to experience a pedagogical approach in different ways
(practising, adding theory, reflecting on experience, reading about it) and
then use this approach in your own practice and reflect on it again.

6.5. THE FUTURE OF THE DUTCH CASE
6.5.1. Summary

To wrap up this chapter, we wish to state once more that — in line with other
authors — we believe that teacher educators play a crucial role in the quality of
education, and that their professional development should consequently be strongly
supported. We feel that, in the Netherlands, we now have some building blocks to
do so; building blocks that are also becoming increasingly intertwined.

The first building block is the registration procedure linked to a professional
standard. As we saw in Section 4.2.2, several studies point to positive effects of a
national framework for the professional development of teacher educators. At the
beginning of the current century, in the Netherlands, a professional standard was
established and since then, hundreds of teacher educators have gone through the
process of becoming a formally registered teacher educator.

The second building block is the knowledge base of teacher educators. Recently,
the professional standard and the registration procedure have been restructured, and
underpinning the professional development process with the aid of the knowledge
base has become an integrated aspect of the procedure. Teacher educators can go
through this process supported by a peer, but also make the choice to follow a more
extensive programme, which brings us to the third building block.

The third building block is a professional development programme. This
programme has several modules, among them a module focused on the pedagogy
of teacher education and a module focused on carrying out research into the teacher
educators’ own practices. The knowledge base offers the theoretical basis for this
programme. Moreover, a trajectory of peer-coaching is included in the programme.

6.5.2. Mission

Although we feel that much has been achieved in the previous decade, more work
has to be done in The Netherlands. Firstly, the maintenance of the professional
standard, the registration procedure, the knowledge base, and the programme for
teacher educators is of great importance and needs more guarantees than currently
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have been established. At the moment, there is too much dependency on a number
of enthusiastic persons and occasional funding. There is a real danger that what has
been achieved in the previous decade will get lost in the next, if no structural
measures will be taken. Secondly, we have to realise that only a relatively small
part of the Dutch teacher educators have taken part in the professional development
activities described in this chapter. The majority of them still teach future teachers
based on their expertise as good teachers. Hence, the challenge to involve more
teacher educators will persist during the next decade. Thirdly, we have to think
about opportunities for further professional development of the teacher educators
who have been registered. After all, for everyone, but most certainly for teacher
educators, lifelong learning is a must. We have some experiences with supporting
more intensive self-study projects of teacher educators (Lunenberg, Zwart, &
Korthagen, 2010), which we feel will be well worth repeating. The review study
presented in the previous chapters of this book also suggests that programmes
focused on the deepening of knowledge and skills, about for example curriculum
development and assessment, could be interesting.

Finally, the conclusions in Chapter 5 with regard to further programmatic
research on the profession and the professional development of teacher educators
are also valid for the Netherlands. We need to collect more systematic knowledge
about which professional development activities are productive and which are not,
taking into account the great varieties of backgrounds, expertise and work contexts
of Dutch teacher educators.

NOTES

1

This section was adapted from: Koster, B., Dengerink, J.J., Korthagen, F. & Lunenberg, M.L.
(2008). Teacher educators working on their own professional development: Goals, activities and
outcomes of a project for the professional development of teacher educators. Teachers and
Teaching, Theory and Practice, 14(5-6), 567-587.
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APPENDIX: OVERVIEW OF THE SELECTED STUDIES
AND THEIR CHARACTERISTICS

In this appendix we present a table with an overview of the 137 articles that form
the database for the review study presented in this book.

The table consists of nine columns. The first column lists the author(s) and the
title of the article, and the name, issue and pages of the journal in which the study
has been published. In the second column the country/countries can be found in
which the study has been carried out. In case of a literature study or essay the
country where the author(s) work(s) is listed. The abbreviations used are the
following:

AUS Australia
B(FL) Belgium (Flanders)
CAN Canada

CH China
ENG England
EU European Union

FIN Finland
HK Hong Kong

ISR Israel
LAT Latvia
NL Netherlands

N-Z New-Zealand

NO Norway

S-A South-Africa

SC Scotland

SER Serbia

SW Sweden

TUR Turkey

UK United Kingdom

USA United States of America

In the third column the focus of the study is presented. Sometimes the research
questions as formulated in the study are copied. When research questions were
missing or only understandable within a context, we have formulated the focus of
the study. In the fourth column the research method(s) are listed. Again, sometimes
this information could be found in the article, but often we had to deduce it from
the study. This was not always easy, but after mutual consultation, we have
characterised the methods as best as possible. The categorisation is rather general.
Self-studies and case-studies, for example, show a large variety in size and number
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of participants. Some articles report on a singular case with one or a few
participants, others on multiple or longitudinal case studies with a larger number of
participants. The same applies to articles that report on self-studies.

In the fifth column the data sources of the concerned study can be found. In the
sixth column the number of teacher educators that were object of the study is listed,
and in the seventh column the same is done for the number of ‘others’ (for example
teachers of students).

In the eighth and ninth columns is indicated which research questions are
answered by the studies. In the eight column can be found which studies have
contributed to answering research question 2, i.e. to formulating the critical
features for the six professional roles of teacher educators and the behaviour
additional to these roles. The ninth column lists which studies have contributed to
answering research question 3, i.e. to formulating the critical features for the
professional development of the six roles and the additional behaviour.

Some studies in the database are (also) used for other parts of the review study,
for example for the introduction on the roles. In those cases, the columns eight and
nine can be empty.

106



APPENDIX

sI103eINpd

101€0} Ul JuowdooAdp
oIeasal Jo sardrjod [eoof
PuE Je)s 0} OUEISISAT Y}

USIPOMS Y/ [UONBIONPD
197o82) ur 23ueyd
PUE [0IE3SAI ‘JOPUSD)

Anolavyag
pup $210y
Juawdojaaaq

1odojoasp 1979B3) paseq Apmys pue ‘jo uoneyudwA[duur ((L007) "D ‘1oUOM
wn[noLIny s1oBeuew ¢ [ -uonmmsur zg SMIIAIU] MITAINU] oy adeys sansst yorym MS 2% g T ‘UeWOLY
(3urured|
JO K109} ISIAT)ONISUOD
B )M spoyjowt v81-LST (€)cr
[euonoONISUI IS0Y) 1B UOIDONPST 210D ]
JUQISISUOD MOH (SIOYILI} 21 ] TPl ISIAONIISUOD
\Cmu:mgv_v uom30m|0hg A} Yyum sporowx
SI1018ONP arreuuonsanb 10} SOSINOD SOI)BIAY}EUL [euononISul  $10)8INPI
[RETIRLES 1070} paseq SMOTAIUT Ul pasn a1k Spoyiou 194oed) Jo uosueduwo)
Jo 1oyoea], -uonmysul § ‘SUOIIBAIOSAQ) Apms ose) [EUOLIONIISUT JBY A\ VSN ((L007) 1 ‘marpuy
(3uIyoed)
pue aseq aFpajmouy
ASIOAIp J1oy) Joeduur
JeT) PIP MOY pUB INOJOD JO
SOI[TWIEY Y)IM SUOT)ORIAUL
TI9T) 9TOM JRUA (IOUIBD)
Jo uonisod payenyis ‘819
[EOIYOIRIDNY AU} Ur STULdq =609 ‘(€)L¢ ‘uonponpy
[eIN)[NO [BIOBI SE SOseIq A2YODa [ pup Suryona
pue ‘saouorodxo ‘sjorjeq "KNISIOATP pue SuTyoeo)
Surpnour  Surmouy SuneSoroiu] :SoAnELIRU
10JEONPO UOTIOAFAX Aprys-Jjos | Jo sKem,, pue saAl] [e100S QAT}OR[[00 pue
SI0YOBI) 1003} paseq | -J[os ‘sajou ‘syse} Ppue yoIeasar pue [euosiad  syuapnys K3ojowsida 1ayoed
Jo 1oyoRd ], SJuOpMS Q1 -uonmusur | JUOPMYS “SIXOT, uonoy | Aw pue umo Aur are yeyp vsn (1102) ‘N 'S ‘IIPY

Anolavyag
pup sajoy

S42Y)0)

sioonpy
AYODI ]

§22.4n08 IV

poya,

NE) Y2.4D2SY

Ayuno)

Py

108



APPENDIX

uuojred

UoISSNSIp

‘SUOTJBAIISqO

109d ‘soapia

s1018ONP ‘suorjenjead

SI9YoBd) 19YoBd) Paseq | 9SIN0J ‘SUOIOS[JI
Jo 1oyoes ], -uonnmnsut ¢ -J19s ‘210N

{SPIMNO JeUOHMISUI

pue ‘quopnys ‘Ajnoej

UQ9MJOq SUOTIOOUUOD o)

03 p1ega1 yym Ajjeroadsa

‘SWOO0ISSB[O UOIBONPS

10Y0Bd) UT SUOTOWd

Aprys-jos JO 9[01 9y ST 1RYA

T11-56 (19
.:QQGQSE.@ A2YODI |
Suidpnig s101INPd

194oe9) JOo Apnys-J[os

V :suonows Ajnoeq
(0107) 'T ‘wifeH %

s ‘ddiy g "D ‘10peN
S @ ed VN reg

109



APPENDIX

(uorssajoid oty 0)
s1odooyores pue
juowdojoaap [euorssajord
Jo s1ojejfioey Suroq
U99M19q puIq-9[qnop Y}
Apremnonaed ‘s1oyoeo)
Suruursoq yim Iom 1oy
10] (Suruonsonb aarxapgar
SUOTIUDAIDIUL SPMITYIE-pUB
-Jo119q) sepuade ojdnnur

"LLT-LST

()6 Suryovay puv
$.42y2p2 ] 9101 FuIIoW
ue jo suoneorjdui
srureuApoyoAsd
Suwodxq :sysideroy
opninye-pue-Jol[aq

Anolavyog
pup S2]0y
wowdojaaaq

10dooyaren .S101BONPS 1043} SB S108NP3 IO |,

oeo) Aessg JO $109JJ2 2y AIe JeUM vsn “(€002) ‘N " ‘009

"LOY-LE “(P)SE

‘UOHDINPST 42YOD3 ]

Jo puanop d1fiovg

lomauuery -DISY "SI} MOU UL

SIUSPMIS YIM Surureo MoN B unIm Suryoea) ynoqe Surured|

$102oNpa 2ouopuodsaliod PauSISapal I SasIN0d :SurousSt 10 SuruoAIu]

1odojaaep 197oed) paseq [rew-o ‘s3uroaur udym astre A303epad (L00T) I ‘uoyID

wnynoLLIND SIUAPNIS (¢ -uonmusul ¢ SUOTO0[JY Aprys-jjos J0 sanxa[dwod Jeym snv -uops|g ¥ ‘N ‘ostelg
2ouopuodsaliod

uopmys [rew-o ¢ABojo1q Suryora "81€-60€ “(O)ST

[ Ym [rew-9 pUB SMIIAIIUL SIOUOBI) JUOPMIS ORI} Bunyona ] pup Sy [

‘syuopmys ‘syuowugIsse 0] MOy SuTuIed] UT oWt ‘uryoed) ;noqe

8 Yum ‘SUOI)BAIISQO djoy 1oyoeo) £30]01q © se Suryoeo) ur aspradxo

SMIIAIUI J10)8ONPS ‘sojou ‘reuanol douonadxo Awr SursATeue se Surpuejsiopun

S10Uyoe?) | ‘sjuopmys g7 Jo | Ioyoed) paseq ‘s0opIA ‘410dax pue Sunuownoop -J19S [EUOTSSOJOI]

Jo 1oyoea, SIuAWUSISS Y -uonmusur | orydesSorqoiny Apnys-Jjos ‘Sunenonie ueo Moy snv (6007) 'V ‘Auog

Anolaviyog
puv sa]0y

s3I0
N

SA0IPINPH
A2YOD2 ]

§20.4n08 Vv

POy

Sno0./ :Q.:.cau:m Y2105y

Lyyuno)

210111y

110



APPENDIX

NElRIS
JO IOy,

S1038ONPd
10Y0rd) paseq
-uonmusul ¢

(seomoeld uoneonpa

10Y0Bd) INO PUE SOA[ISINO

Jo s3urpuejsiopun Ino

Apms-jjos | ur syurod Suruang axe jeym

181

-1L1 Q)L ‘uwonmonpsy
A421oDa ] Surdpms
*Apnis-J[os 9ATRIOqR[[0d
y3noiy) eruopede

ojur uonisuen oy}

Surrordxg ((1107) 3 T
IONRY % N 'S Yo[ng

111



APPENDIX

JISTUECTRCRTTTES

PIEMO] SI0JRONPS 1910}
paseq-A)IsIoArun jo
sopninIe 9y} SIE Jeym pue
£510J2ONPI 1Y) Paseq
-K)ISIOATUN pUE [BITUI[D
u2amjeq padojarap

sey jey) digsuone[ar ayy
JO dImjeu dy) SI JRYM :9]01
Q) UI 9AISS OYM SO}
Suowe uonoeysSHESSIp
Ppue uonoBISNes

"125-508 (S)0z
‘UOIDONPTT ADYODI ] pun
Buryovay “drysiomred
[100yas o1qnd/AyisIoATun

10q JO $90IN0S A1) AT pue A)noej

$1018ONP JeyMm (Knoej [edIUI]d pue [e9IUI[D) (UOISN[[0D

pElipl)] paseq-Ajs1oAtun yjoq £q puokaq SulAo

STeyo | AsIoAun 4| OIS BREIR IS RO PUE “(#002) ¥ ' ‘T1o1ng ¥

juounedop g ‘Kynoey Apmys PaAJ0AD A)noey [edTUId “ ‘g “r Y “redeiq

1901 ‘ueap [ [eour[o z¢ SMITAIUL MITAINU] JO 9]01 3y} SeY MOH vsn “A " ‘y3noqng
(Josiazadns

AyjIs10A1UN © pUB ‘0T

‘1910.9) JOJUdW PauIsse -L0¥ (S)s§ ‘uonponps

10 ‘UIOYUT SOT)RUAYJRW A2YoDa] fo [puinop

[00yos Y31y IoIuds © Jo *K1001) Suruonisod pue

1018)1[198) SUOISSNISIP pasodwiod pern e ur 1eak ‘s10s1a19dns Kyis1oAmun

soe[dyiom pUB SMIIAIIUL JIWAPLIE UL JO ISINOD A} ‘SIOJUDIA] - PeL) pafIef

1 ‘10320NP2 ‘s3uneowt 19A0 s10)udW Sureuewr © JO osuas JuryejN

I0Y9B9) Paseq ‘9ouopuodsariod Jo pue Suniojudw jo ($002) T o ‘1odeiq

10%01g Juopms | -uonmusur | [Tew-o ‘feuInof Aprys ose) | soouorradxa oty are jeyp vsn % A Y ‘ySnojng

Anolavyag
pup $2]0y
Juawdojaaaq

Anolavyag
pup sa]0y

S424)0

,

sdopponpig
A2YODI]

§22.4n08 VIV(]

POy

SND0,{/UOLSING YIUDISTY

Ayuno)

21211y

112



APPENDIX

$10JeINpa

(Apmis

snoraald e woiy surpuly
)M PI)SBIU0D pue
paredwos sawoomo ayy
QI8 JBUM (PIYNUSapI 9q
UBD SBLULUD[IP SO YIIM
2dod 0y pasn sar3ojens
JRYAN (STOYORD) JUSPNIS
01 4oea) 0 FuIyoea)

"€LS-6SS (S)L1
Suiyona ] puv s1oyova
‘A3o3epad Apmys

03 3doou0d v :sewrwafIp
107BONPS IO ],

SI9Yded} JI9yded) paseq SUOIJBAIISqO %Us.._m UIYM PIaIUNOJUD dTe A~ MONV ‘H'H “NEOZWH

Jo 1oyoea], -uonmusuI g| SMOTAIIU] MITAIIIU] (Aue J1) sewrwaIp ey dANL % "N ‘njSoreqe)

(Storireq “6¢- (Dpp Sppuuy

o) a1k JeY A (PSpa[mouy] 23rn3upT u12.40,]

QImno Jurure)urew 10§ ‘soonoeld pue sjorjoq

$90IN0SAI PUE SIOJRATIOUI (SI01BONPS I9YOBd) puL

oy a1e JeyA\ (dFendue| SI9Yoed) 71 Jo Apmys

u31210] © oL} 03 SuruIed| V :98pa[mouy] a1nyno Jo

JO snooy & saanoadsiod uoneurwexd uy (1107)

SI0)BONP pue ‘soonoeid ‘syonpord N N BIOUR[RA

SI01OE9) 10Y0Ld) paseq JO yIoMmaurely ay) pue % “f ‘oyziem “D

Jo 10yoea], SI19Y0RQ) G[{ | -uonmmusul 9 SOIIBUUONSANQ) Koamg | armno ore Juxo jeym o, VSN 'V ‘SelH “¥ 'd ‘PIAg
(P8pajmouy|

[euorssojoid oyyroads L9Y-Sty ‘(g€

SUOTIEN[BAD SINOD 193[qns 1917} dojoAdp 03 ‘UonDINP Jo Moty

pue doyssrom S1010e0) Juopn)s Surjqeud PL0fX(O) "s10)eONPD

®© JO SuoneneAd ur swojqoxd 10 SuoIsua) 10Y0B9) PUE SIOYOL)

S10)e)[10R] ‘saIreuuonsanb ‘soSuo[[eyd oY) dIe Jeym juopnys 10y saSusf[ey)

ooe[dyIoMm ¢ | ‘Sa10U UOTIBAIISQO ‘uonmISul Uo1EONPI :ourdIosIp pajsojuoo

‘510)BONP ‘sjuowuSisse 10yS1y & pue sjooyds & ur Aynuapt pue

10Y0ed) Paseq | UNLIM ‘MIIAIIUI uoamiaq diysiourred o3pajmouy [eUOISSJOI]

yoeo) yoeo) SjuapMIs -uonmusul g ‘SUOT)BSIOAUOD) Apns ase) pareiSojur ue urpIm DONA ((L007) " ‘ung

113



APPENDIX

SI03BONPd

9]0 11oY) 9AT0Id
S10J2ONP3 13O} IS}
op MoH (ASojouroa],
JO AysidAtun

€ UIYIM SI0JLINPd
1oyoed) Aq paaredrad

“UODINPT 42YIDI |
pup Sunyona ] Knuapt
JO SONSS :UONISUE)

Ul uonMIISUI UOEONPO
10431y € UI uo1EINPd
OB} UT [[DIBSAI JO

19U0L9) paseq Apmys | se yoreasar jo diysie[oyos diyszejoyos oy “(0102)

IOYOIBISY -uonnmnsur )7 SMITAINUL MITAINU] | JO SOTWRUAD 9y} S8 JRyA\ V-S | A ‘ueqqn % Y ‘AnoyD

0LE

(paImonns -LS€ (D) ‘uoyponpy

9parmousy STy SI MOy 42YyoDa ] pun Suryona ]

pue ‘1opun J[ej oSpajmouy “IOU0IBISAI-10JBINPI

SIY) SOOp SaL103318D 19Y0B3) SONBWAYIRW

Jeym ‘oSpajmousy € Jo oSpajmouyy

IS sty Surures anquje | op :9onoexd ur diysrejoyos

10120Np2 Surpeas ‘[eunol JeyM 0) :SUOISIOP WLIOJUT Surpunoi3 ‘drysrejoyos

SI9YoBd) 1940ea) paseq ‘syuawINo0p 0] 9sn | Op/3uryads udadq ur donoeld Surpunoin

Jo 1oyoea ], -uonmsur | ‘sy1odas ‘1qe[AS Apmys-J1o8 I 2ARY 9Fpajmouy] Jeyp\ VSN (6002) 'd [ 90Aney)
{9SI09sIp [euoissajord

pajuaLio-Armbur ELY-LSY (9T

ue 10y diysiopes| jo UOHDINPST 42YOD ]

SONSS| oI Jey A /SuruIed] pup 3uyona ] Juiured|

reuoissajoxd  syuedronied [euoissajoid 10§ 1Xa3U00

J10)BONPd sue[d uosso[ oy pajowoxd jeyy dnoi3d & se dnoi3 Apnjs 1oyoed)

1940B3) paseq | ‘SUOISSNOSIP ‘sajou Apmis © U1 9AJOAD SBIPL I0JUSW PISBG-[00YIS

101g -uonmusut oouopuodsariod Apms-J[os Jo SunueLrem 9A199[]0d V [} 9ATIORIOIUL

1adojaasp [ ‘SIO1BN[IOR] [ [IBW-9 ‘SMITAINUL pue yoreasar pue UONONNSUOD ysnoxy Surures|

YEETD) || uMiyTeRnng) aoedyjiom ¢ ‘SSUNROIN uonoy Jutof dy) pIp MO VSN (5002) "d ‘1101eD

Anolavyag
pup S2]0y
wdojpadq

Anoiaviyog
puv sajoy

S42YI0
N

s.4010INP7]
A2YODI]
N

$§20.4n08 VIV

POYIdIN

0,]/UO1ISINE) YD4DISIY

Anuno)

2111y

114



APPENDIX

1010}
Jo 1oyoea],

(9s1n09

oo ul
SJuLpMIS G7 0}
01) Yyoreasar
uonoe

U0 S9SIN0J

¥ JO syuepmg

10y2ONP
19oea) poseq
-uonmusur |

SUOTJEN[BAD 9SINOD
‘0ouopuodsariod
[rewt

-0 ‘syuowuIsse
SJUOPNJS ‘SSB[O Y}
[JM SUOISSNOSIP
Jo sojou
‘Iqe[[AS ‘[euinof

Apmys-jjo8

(199l01d [nySuruesw e yno
K110 pUB OIBISAI UONOR
30 1doou0d oY) puejsiopun
19))9q SIOYOILISAT
-1oyoee) 95t djoy 0}

Op [ UBd JBYM (pIynuapt
1 9ABY] [OIBISAI UOTOR
Paseq-A)ISIoATUN B INOqe
SuI9oU09 [eo13oFepad
JeyA (Surpueisiopun
1oy Sutiopury

STIRUA (UOTeasal

UOIO® INOQE pueISIOpUN
Jou pue puejsiopun
sjuopmys AW op JeyA

“6v-s€ (1)L
‘UOHDINPF] 4210V |
Suidpnig "1xo1u0d
AJISIOATUN © UT YOIEISAT
uonoe Jo Suryoeay
ay) Jo Apms-J[os
v (1107) V-7 ‘104D

115



APPENDIX

SI9UOLd) SI10JE)1[108] R pue SULIOJUSW dATIIYJO “N ‘AnysSne)oN
yoeo) mau g [ ooedyiom g1 SMITAINU] oAneredwo) | 9quosap s1o1oL) Op MOH VSN “d ‘ueryo)
(A19100s Fuigueydo
S AepO] Ul PIdU SI101BONP
19yo80) asn1adxa
9y} JNOQE SUOISSNOSIP
10J pue $103ONPd
191oea) Jo uoneonpa STT61T (01
9y} 10J UBdW Sy} “UOIDINPT] ADYODI ] pun
op JeYA\ (paysmSunsip Buryova ] ‘soAnoadsiod
9q UBo S10J8ONPd o[dnniAl :s19yoIBISAI
100ed) AQ [oIsal Se $10JeoNpa
SuIUI2OU0D SUOISUD) 1oyoea], “(5007)
19701B3SY Kessg pue soanodadsiad jeym vSn N YNWS-URIYI0D)
‘826 ()61
.QBAQEQSE.W A2YIDI |
s1osiazadns pup 3unyona ‘s10)edanpd
JIOMP[Y {1 ({S1010NP 19Y0B9) JO UONLINpd
Joro) ‘s10)2ONP 197083} JO UONEBINPd QY :3ururesun
SIOYOBd) SJuopnIs |  I9yoea) paseq s1oded Q) YOLIUD 9JUE)S pue Sururea] (€007)
JO 19yoea ], -Qud S1 | -uonmmsur 1 | /sarpms oidnnA Apmys ase) & se Annbur ues> moyq vSn A ‘YHWS-URIYI0))
061
-LS1 (D)oL ‘momay
Jwsioer [PUODINPT PAPAIDE]
UIea[un o) uoneoInpad "uonRONPS 1Y)
10J8ONPd I94OBd) Ul IIM J[ISAIM ur wisroes Jururedun)
SI0YoB9) 100ed) paseq 0] paau om suonsanb :uorsia purg "(0007)
JO IoyoRd ], -uonmusur | SOATJRLIBN Apmys-J1o8 xo1dwod ay a1e jeyp vSn N YNWS-URIYI0D)

.::v\.:‘:\num
pup sa210y
Juaudojaaaq

ANolADY2g
pup 210y

S2Y10
g\/mw

$.401DINPIT
A2YOD3 ]

g\/mw

$20.108 VI

poisapy

SN0, \:Q.C%»WZNM YOUD2SY

Ayuno)

21211y

116



APPENDIX

SI0YeI[108)
doe[dyIom o¢

sSunoow
Sumyoeo)

Juowiodxo
-1send)

({$1070L9) JUdpN)s
s sonSojerp Suriojuowt
Ul SIOYOLY) JOJUW

Aq uonoaryar Sunenuns

10§ S[Iys A10s1A10dns

JO asn oy 109)Je Sururen

LAVIAS, 243 s2oq

YIS

-66¥ (€)rg uonvonpy
42Yova [ pun Juyona
‘SIS AJosiaradns

JO 0sn ,S10Y0Ld) Jojuou
ur AiesIoA Sunowold
"(8007) "L ‘uosrog

2% ‘udSeyuO “N
‘romnolg “J ‘udssiuuaH
“J ‘urogser)

117



APPENDIX

e (QRIIN) sonsoferp
Surioyudw ur $o[01

(1107) "L ‘udsiog
2 “J ‘uaSeypoy “N

S10)e)I[I0R] sSuneaw Apmys I9(089) I0JudU JO [dpout ‘romnolg “J ‘UasSIuudf]
4oeoD doejdyrom g Suryoeo) uone[aLIo) [BUOISUSWIIP-0M]) 3Y} S| IN ¢4 ‘ulogser)
(A1oreredas
poyow yoea Aq
PoreIoudd synsal Juruyar
Jo/pue Suruonsonb
10J JUBAD[AI QOUIPIAD
donpoud onbrutos)
uonnqg-ysnd e pue [[eda1
parernuns jo uoneoidde
JUSLINOUOD SI0(
SIS A1ostazadns
JO asn oy Ut sYIys
01 pajefar A3y e ‘1ooo
sonJojerp Suriojuour
Surmp S)uSWIOW dATII[JI '62-L ‘(191
.S1049Ed) Jojudul JO Bunyona ] puv $.12yona [
Kouonbaiy oy ur syIys J ‘songoferp Surrojuow
SIS Surmp sjuowowr
K1osiazadns ur Sururen QATIOJ[JAI SIDYILD)
J1o)je pue 210Joq sonorerp J0yuowr Suumde))
Surnojusw SuLnp s19yoed) (0107) “L ‘uaSiog
Jojuow £q paduaLIadxe % " ‘uaSeyoy] “N
SI01BI[108] sgunoow JuowiLIodxe STUSWIOWT JATIOJ[JAT ‘romnolrg “d ‘uassIuuoyq
Joro) [yoro) Qoejdyiom (¢ Sumyoeo) -1senQ) Jo Aouanbaiy oy st jBYA IN ©J ‘uroqser)

Anolavyag
puv sajoy
Juaudojaaa(q

Anoiavyog
pup $2]0y

s110
N

sioonpiy
AYIDI |

N

20.4M0S' DID(

poyapy

h:.errN\tQ.Cwm:@ Y2405y

a1y

118



APPENDIX

/songoerp SuLIojudwL
ul Inoraeyaq Alosiarodns
(SIOYOLA) JoJUSW
Suikpnys 10j y10MOUIET)
remdoouod e pjing oy
P2109Uu0d 9q s)oadse Aoy
PAIORIXD Y} UBO MOH
(Ano1Aeydq Alosiaradns
(SI0YOLA) JoJUSW

uo uonoafjar djoword

0} JIoMAUIRI] [NJAsn

Tee

-0¢€ (D)L uoyvonpy
A2YoVa ] puv Suryona ]
‘songoferp Surojuowr
ur SO[0I JOYIES) J0JUAU
JO [opou [EUOISUAUIIP
-om) e Suntojdxg

119



APPENDIX

(doysyzom

© ur papiaoxd s1oyoea)
JUOpNIS 0) YOBQPI)
SulAIg Jnoqe uoneuLIOJUI

"SSTSHT (b8
UOIDINPT] A2YODI |

21 "S10Y9Ed) Jojuou
103 doysyrom v :diys
-1ouwaed jooyos osrjqnd
JAns1oAIun oY) Surpying

SIOJe)[108) Jo ssoujnydjay oyp Jnoqe "(€007) " ‘uely % A
yoeo) ooe[dyIom 7¢ QIIRUUONSANQ) Koamg | s10yoLQ) J0JUSW [99] MOH vsn | "X ‘eSeH “1 ' ‘1oaeq
S)juopMIS sotjoprod 9say) woiy
yim sSunoour UMEIP dIE SOOUQIAJIIUI
dnoi3 snooy 1By (Sorjojurod
£S10J8ONPI 1YIB) 31} JO JUSWISSISSE €L-LS ‘(1rS
soymnsur IM SMITAIOIUL pUE UOTIONISUOD Y} UONDINPST 42OV ]
uoneInpa ‘suonjejuasaid UT PRJOJ[JAI QIUIPIAD 2} Jo puinop -sorjopzod
10Y0ed) € WoIj orjoyrod Jo Ayirenb oy st jeym pue 1070B9) OIAIS
$10)ONP ‘doysjrom ‘payussardar Suryoed) st a1d ur 90udPIAL A1) JO
19oe9) paseq uononysul moH /sweiSoxd uoreonpa AKypenb oy Surunuexy
-uonmnsur sjuapnys 197582} Ul pasn sorjoprod (€007) 'V 'S ‘suary
1odoayaren syuopnys 7| glog ‘SO1j0J310g Apms ase) axe sosodind jeym 1o vSn 2 "D ‘a1oyspue[eq
Tee
(Buturey -61¢ “(€)p1 ‘uoyvonpy
S)uapNs 1oy pue Suryoes) Su1yova ] ‘uoneonpad
SUOI}OJ[JaI UMO J31] ojul syySisur 19yo82) Ul Suryoeod 1oad
Sjuopnys ures 0) 10JeoNpa 10Yoed) QATI[JAY :10)EONPd
‘[eunol 9Anoo[Jo1 9a1A0U € d[oy J0)EONPd 10Y0Bd) B JO UOnonIsul
$10)ONP ‘SMOIAIUT Ioyoed) paousLiadxo oy Surzijenydosuooay
101089} SJuopMIS | I9YOBa) paseq ‘910U ploYy ue M Suryoeoo (€002) A
Jo 1oyoea | Jodnoi3 y -uonmysul ¢ ‘SUOIIBAIISqO Apnys-J[os 9A1}99[J1 109d s00p MOH vsSn ‘Apuog 29 " ‘uosmeq

Anolavyag
puv sa]0yf
Juawdojaaaq

Anoiavyag
pub sajoyr

s42Y10

sd01ponpiy

$22.4n08 DID

POy

SNI0,J/ .:DQ%L:@ Y2408y

Anuno)

aponly

120



APPENDIX

({STaY0R)
SB SONNUAPI IIdY) WOoIJ
JoUnSIp sannuoapt oy
AI' JUIIXI JeyM O] PuR
‘sonnuapI Jeuorssojord

II9Y) WLIOJ SI0BONpd
J10yoe?) Suruuigoq

Op MO (,$3[01 UOIBINPI
10Y0Ed) Poseq-A}SIoATUN
0 3uIyoed) WOO0ISSL[d
wolj Suraow 9soyy £q
posudnadxo ore syroddns
pue soSud[eyo [enIxejuod
Ppue [euonmnSuI

1eyM (dojoaap
Surpue)sIopun jo sa0Inos
2591} 0p MOH ¢ Suryewr

9¢1

-611 (2)¢ ‘uonvonpg
421013 ] Suidpnig
-2onoeld ur 9Fpaymouy
Surnwejoy :10jeonpd
194089 0} JOYIBI) WOI]

$10)ONP SMITAIUT uorstoop ot ut Kojduo '(9002) "3 ‘eSuaIs

191089} 1970Bd) paseq ‘sreutnof [ Apmys-jjos pue S10)8ONP IOYOLd) [BNIUT % “f ‘stjoSIeN
Jo 1oyoea], -uonmusul g QANOO[JOY Apmis ose)) | op soseq aSpajmouy Jeym vSsn “ I ‘uewrjoyui
81-9 (Dps uoyvonpg

421oD3 [ fO [puInof

;sweidoxd ‘SuIyoed) 9A1OJ[JoI

UONBONPA I9Y0Ld) PIIUALI0 Sunowoid 10j [00) Spud

-uonoajaI ur Apnys-y[os pUE SUBOW Y/ :UOL)EONP

SI010La) JO osn oy} 10J o[eUOnERI Ioyoea) ur Apnys-J[os
Jo Ioyaea Aessg [IERIEROBTE ST S5 A vsn (€002) L ‘uewiuIq

121



APPENDIX

SI9YJed}
Jo 1oyoea],

S)uOpMmS 7|

$10720NPd
101oB) paseq
-uonmusut g

sKesso

QATJO9[JAI ‘sAjou
ploy Teurwos
UONBSIDAUOD
Aunwwod
‘SUOSS9[
padejoopia

JO uonejuawnooq

Apmys-JJos
pue yoreasar
uonoy

. Suryoed) aarsuodsal,

JO IoJsuen  SI9yoed)
QJBIPAUT SI0JLINPI IO}
SE OM Op SAem Jeym u[

vsn

V65t “(h)LE
Y2022 AoD.4271T

Jo jpuinop “uonenone
pue ‘Juaunorud
‘Anjeuonudur ysnoayy
JIoJsuen Sunerpajy
1510708} oAIsuodsor
pIemo) Suryoeay
aarsuodsay (5007) ‘T
‘uopny 2 1 "D ‘Wizoq

Anolavyag
\:~3 ZQ\CQ
Juaudojaaaq

SI10UoL0)}
JO JoUdea ],

Anoiavyag
pup sajoy

$42Y10)
N

$I0jedNpa
1940} 61 |
s01ponps
A2YODI ]

N

SaITRUUONSANQ)

§224n08 VIV

Apms
UOIR[AII0))

poya

(S1391e1)s pue
suondoduod  s10eonpd
1010} 0} pPoje[al
Qurrdiosip pue 2ouaradxd
‘1opuagd se yons

SI0J0BJ [ENIXAIUOD pUL
Teuosiad ory | paje[ariojul
so139)e1S SUIYoRd)

pue yoed) o) Suruies|

Jo suondoouod are

JUA)XA JYM O], (SA1Farens
Suryoea) 110y 03 30adsax
UIM IJJIP SI0JBONPS
19U0BS) Op MOH [ oEa)

0) urured| jo suondaduod
110y} 03 300dsaI YIM Q1P
S10729NPI JOYILI) OP MOH

SNI0,, \Eb,t,mﬁzu YIUDISAY

(14) 99

Anyuno)

cee

-L0T “(2)9¢ ‘uouvonpyg
u1 S42dn Y2025y
'so1391ens Juryoea)
PaJE[aI puE Yord)} 0}
Surures] jo suondesuod
.SI0JEONPO IOYIBD],
“(1102) *d ‘wogaiad
UBA % A ‘Quouo(

21214y

122



APPENDIX

101080}
JO 10Y0Bd],

10dojansp
wnjnoLIny)

SJuIpNIS dUWoS

SI0jedNnpa
Joyoed) paseq
-uonmysut
0l¢

SMOTAIOIUT
‘saareuuonsonb
‘royruow- 1D

Apmys
MITAIIUT
pue KoaIng

(S101eONPD 1040} £q D]
JO 9sn dATIRAOUUI dY) JTUI|
10 OJ[NWINS SI0JOR) JRYA

661

-L81 “(1)I¢ ‘uonvonpy
P suainduio)

(A1oAnEAOUUT

1D 9sn 0} s10J8oNPd
JOUOEQ) dJe[nuwIns

10 10N1)SqQO SI0)OBY
M (8000) W
‘UISSI[IN % "N W

123



APPENDIX

&SJRIPq

pue saonoeld umo o jo
Surpue)siopun Ino d[qnoxy
10 ‘ULIJUO }99[Ja1
sooudLIdXa 119y} Op MOH
jweaSoxd o ur wistoex

'9€2-5TT (€)19
‘UOYPINPT 422V ] fO
[ouinop ~onoeld oy

1qe[As pue 09e1 9ouaLIadXd Ul SSOUQIIYM JUOIUOD

‘SUONIBSIDAUOD SI9YIBI) AOIAISS SI01BONPS 1YIBI ],

‘sojou a1d op Mo} (s101BONPO :SuoneSIARU 10pUd)

$10J2ONpPa ‘9ouapuodsariod I9JBI) SB JIOM JSIoRIUR pue 2A1ss133V (0107)

elip:al] uwnfe | 1oyoed) paseq [rew-o 0} pajejal sednoeld pue "D ‘10810quasoy ¥ “D
Jo 1oyoea], T ‘S1uapmys ¢ -uonmusul ¢ [ ‘smarazeyur dnoin Apms-JjoS | Inoqe sjorjaq Ino ore jeyA VSN | prug-eord S ‘ueunrfen
068

-088 (S),¢ ‘uoyvonpy

A2YoDa ] puv 3ulyova |

‘Ajjeuorssajord

Surdooasp

SI1012ONPI 1YL}

amuaj-a1 :99n0e1d

Jo Ayunwiwod Apnys

-319s & ur Juowdoorap

({S10129NPd Teuorssojoid 10yeonpa

191083} dInud)-aid Jo 10Yoea) Surure)sns pue

juowdo[aAap Jeuorssajord Surysiqeisq (1102) D

$10)ONpa oy 10j dnoi3 Aprys-jjos € 8314 29 “r ‘uoyoy “aQ

[heliprLll 01O} paseq $9)0U ‘SapnuIL Surysiqesss jo syyoid pue ‘1oNIRd T[[1RPNID S
Jo 1oyoea], -uonmusut g ‘Suonad[Joy Apms-J[os so3ua[[eyo Y} oIe TRy NVO ‘ugun “ 1, ‘1oyse[en

Anolavyag
pup sajoy
Juaudojaaaq

ANo1ADY2 G
pup $2]0y

s42Y10
N

sdoanpyg
A2YODI ]
N

$§22.4n08 vIV(]

POy

SN20,J/UONSING YIADISIY

Anuno)

a[o114y

124



APPENDIX

IOTOIROSY

IOTOIROSY

$1020NPd
I10U0Ed) poseq
-uonmmsur 6

suonoadpar
‘szoquiow dnoig
Jo suonnquiuod
uMMLIM
‘SUOISSNOSIp

JO sanury

Apms-jjog

Anoey

INO Ul J1 393 9m Op MOy
puB JUBM OM Op AIN)[ND
0I83SAI JO PUIy JRYM

o

VLI

-191 ()9 ‘uoyvonpyg
A2yova ] Suidpmig
{1108 oM ued MOy pue
“ueM SIOJRONPS 1910}
Op 2IM)NO YOIB3SAT

Jo pury yeym *(0102)
g 21991 % “N
SPILD © L ‘TRWRD

125



APPENDIX

[OI83Sal SIdYIEI) SjudpnIs

ysi[sug [00Y9s Y1y

Ano1vyag
\u:: ./AQ\:%
Juaudojaaa

SI0JUAW G sewmol Sunowoid ojur s1ojudw PUE S10J2ONPI IOYOLI |,

$10)ONPd SMATAIAUT PUR SI0JBONPS 19O} :Annbur sAnRIOqR[[00

107oBd) paseq ‘SUOISSNOSIP J0IBasal Jo Axmnbur aAneI0qR[[00 PUB [0IBISAI 1OYIBI ],

1001g SJuapNMIs 07 -uonmusul g dnoin uonoy so0p — AjoAnisod - moHq vsn (8661) "d ‘weyein
({SQ1391eI)S ISTAIIONIISUOD 91-1 (1)o#

pue [euonipen UOIDINPF A2YIDI] Y|

Jo sad£y snowrea jo *soonoeld jeuononnsul

asn 9y} JO SuLId) Ul Ajnoey s A1[noey uoneonpa

uoneonpa I9Y3Iy I9Y30 Jo 19431y Jo uostredwoo

9SOU[) WO} JUSIIJIP 2SI} v :Surpeis pue

sioyeonpa | Apmnis [euoneu e Jo QI (,$101BINPI 1YL} ‘SJUSUISSISSE ‘SPOYIowW

1odoayaren sourdiosip | 1oyoes) paseq | Ajnoey uoneonpd Jo soonoead Surperd Sumyoed)  s10jeonpad
SI19YoBd) 1910 Ul -uonmsut 10431y jo ordures Apms | pue SJUSWISSISSE ‘Spoylow 1Yoed ], ($00T7) "M
Jooyoea], | Anoey 0€8°0€ TS daneiuasarday UONR[ALI0) Suryoea) oy are ey vsn ‘ue X 2 I ‘pneaqnon
'98-65 “(1)s#

‘ysiy3us Jo Sunyonay

Yy Ul YOUDISIY

*9SIN0J SpPOYIW

PISNJuI-AJISIOAIP

€ Jo uoneyuawodu

PUB UOISIAJI

Ay ur JudwdSeuew

BWWA[IP S 10}BONP

{B[NOLLIND 9SINOD PISIAAL ysiSug uy :oSueyo jo

$1032ONP Jo uoneyuowadwr pue $89001d 9y} Ul SUOISUD)

SI9yoed) 1910B9) paseq suonddJal uS1sop oy} ul osLIe Jey) SuneSiaeN (0102)
Jo 1oyoed ], -insur ¢ ‘sajou ‘[euInor Apmys-Jjos | seunua[rp oFeurw 0) MOH VSN | M ‘Uusn 2 ‘N ‘LoD

.:~Q.~,::\~wm
pup sa]oy

s42410
N

suogponpry
A2YODI]
N

§224n08 VIV

POy

SND0,J/UOSING Y2.1DISRY

Ayuno)

21014y

126



APPENDIX

RIERLE
JO 1oyoBa T,

$1020NPd
I10U0EQ) poseq
-uonmmsur

UOIBIUSWNIOP
‘SMITAIIU]

Apmys
MITATU]

(yuawdororap
Jeuorssojoid oy

JNOQE S101BONPS IOYILI)
QOURIDS JO SOAJBLIEU

Q) Ul PaqLIdSAP $3559001d
Sunjunyy ur sagueyd oy
WOl POUILI] 9q UBD JRYA\

(dnoig
UONBONPS 1910Rd) B 109JJe

SYT1-61C1 (8)r#
Buiyona ] aoua1dg

u1 Yo.uasay Jo [puinor
‘SunjuIy) s10jeoNpa
1970B3) QOUIOS OM]

ur oSueyo Jo sassedo1d
ay) Jo sisA[eur

uy “(L007) T ‘Uewya]
PRI % 'H ‘PIJSUDID

'$9T-65T (V)6
UONIDINPS 42YODI |
JO [puinoy *s19yoed)

127



APPENDIX

Inoqe JunyuIy) Iy}

uo uonenyis Suriojusur
YNoYJIp e Jo joeduw

oy} st jeyp [ Suriojuo
Jo s100dse JuoIagyIp

uo o9e[d SI0YoBA) I0jUSW
SONJeA OATE[OI AU Ak

u1 diysaoupivg
:3uriong 3 Suriojudpy
'SIOYOBI) J0JUSUL

Jo sanqiqisuodsar pue
s9]01 a1 jo suondoorod
Ay Sunordxq :yoed)

01 9oe[d © uey) QIO

s10e)IIoRY Apmis | 1eypy ¢soniiqisuodsar pue (8007) "A "4 ‘ySnojng

I10%01g QoejdspIom SMOTAIUT MITAIAUI sojo1 119y Jo suondaosrod 2“3 T g p
yoro) 92 ‘arreuuonsang) pue LoAIg . SIOJUQW oIk JRYA\ vsn | ¥ ‘redeig “IN Y ‘TleH
1591

BupuIY) 19Y2E3) JO -1¥91 ((8)9¢ ‘uonwonps

weal ayy ul Ajjeory1oads 42Y2Da ] pup 3ulyona

9uowdoroasp [euorssajold *SI0JBONPA IYIBd}

119y} 0) AJUNUILIOd Suowre Ayrunwiuiod

juawrdo]aAap [euorssajord juowdojaaap

& ur uonedronred [euorssajoid e uipjing

$10JEONpP syrodax 1191} JO UOIINQLIIUOD :Kuourey oruoydwAs o3

SI19UJB9) 101oBd) paseq suonoayal oy puejsiopun uonejost woid ‘(0107)
Jo 10yoea], -uonmusur g SMATAIIU] Apms ose) | s1018ONpPS 109Y0L3) Op MOH ST "q ‘Apoig 7 7 ‘IepeHq
(AISNOLIdS ‘68T

donoeid [eorur[o -€LT (0§ Suryovay

Sunye; uo Aqpeoyroads pup $.424yoD3a ] "uoneINPD

a1ow ‘Furyoed) Joyoed) Suruidewn

Jo uonesienydoouod -o1 ‘uryoed) Surujopay

-1 B UO Paseq ‘uoneonpd (6002) " ‘PIRUOOIIN

10dofoAap 19983} 10J SUOIOAIIP 2 ) ‘SsouIowwRH
wnynoLLIn Kessq QImny oY) dIe JRYA vsn ¢ ‘urwISsolin

Anolavyag
puv sa]0yf
NELNQQQNM;MQ

ANoIADY2 G
pup $2]0y

s42Y10

S401ponpry
A2YOD3 ]
N

§22.4n08 DIV

POy

SNI0,J/UONSING YIADISIY

Anuno)

a[o114y

128



APPENDIX

IOYOIBISTY
NETRES
Jo Jayoea ],

$10720NPd
10U0Ed) poseq
-uonmmnsur ¢

SMITAIUT

Apms
MITATU]

(Kem sty ur Ayianoe
Ajrejoyos 1oy yoeoidde
Koy op Ayp (dAa1YoR
0} Surkn Ko ore Jeyp
(Ananoe diysiejoyos
PpUE [OIBOSAI I10Y) INOqe
085 JJeIs Mou oY) Op MOH]

(STOJUSW S& SIA[OSWIAN)
Jo pue SuLiojuow

Pe

-61 “(1)9¢ Buryova 10f
uonpInpsT Jo [puinop
‘sooudnadxa jurod
Surumy, oy Surkynuapy
:diysrejoyos pue
[01easa1 ul juowdojonap
119} JO s1018ONPI
1oyoed) Suruuidaq jo
suondaoied *(0102) "4
‘UOOOIN 29 [ ‘UOSLLIEH

“She
-wmm.@E.m§§3

129



APPENDIX

SI0JE)I|IOR] ‘songojerp juowLadxo SISYOBI) I0JUSU ‘romnolg “J ‘urogser)
4oeoD doejdy1om g¢ Surioluay - 1senQ) JO SIUdIU09 9Y) AIe JRYA “d ‘uassIuudyq
(san3oferp SuLiojudwr
ur InorAeyaq A1osiazadns
(SIdYIB3] JOJUdW
SurApmys 10j y10mawIeL}
remdosuos e pring 03
Pa1o2uuo0d 9q syoadse Aoy
PaIOBIIXD ) UBD MOH
(songorerp uriojuowr
ul INOIABYQQ AIosiAzadns '981-891 ‘(7)€ ‘Mataay
SI9YIe3] JoJUdW Y2408}y [PUOIDINP T
Uo [o1e9saI snotadld woiy 'songoerp Suriojuow
UMOUY ST JRYA\ (UOTBSOT ur $9[01 ,SI9YIBI)
snoraoxd ur pajesnsoAul Jojuowr Surddepy
are songofelp JuLiojuow (8007) "L ‘ueSiog
ur InorAeyaq A1osiazodns 2 “J ‘uaSeyaoy “N
Apnis $I9YOB3) I0JUdW ‘romnolg “J ‘uroqser)
SAIpNYs 97 QIN)RIAN ] Jo syoadse Aoy yorym IN “d ‘UISSTUUdH
¢swedponed "€91-€6T (1)L€
oy Suowre SUOISIOAP ‘wa1sAg *JuroyoIq
Jo uoneno3au ay) JuLnp Jo ased y :eanoeld
SuL19301q JO JUSUOBUD Jo Aunwwoo e
[enuanbas oy sem jeym Ul J9YoR) PUB 10JBINPI
sIquIdW $10189NPd (,$89901d JUD{RW-UOISIOAP 19Y0B3) U3IMIDq
Jes ¢ | 1oyoeo) peseq Aunuuod oy ur ayedronaed des oy SwiSpug
1v01g S191089) 7 -uonmISul ¢ 3} JO SSUNIN Apmys ase) 19)01q 3y} PIp MOH SH (6002) ‘4 'V °H

Anolavyog
pup sajoy
N:.uZRNQNM;MQ

ANolADY2g
pup sa]0y

S2Y10
g\/mw

$.401DINPTT
A2YOD3 ]

g\/mw

$20.4n08 VIO

poisapy

SN0, ‘:O.C%»WZNM YOuD2SY

Ayuno)

a1y

130



APPENDIX

RIERLE
JO 1oyoEA ],

JuApMS |

1078ONP2
19UE9) poseq
-uonmmsur |

SMIIAISJU]

Aprys ose))

(Surureay
paadsur-1sianonnsuod

10§ so139)ens pue SuruIed|
9ANOR 10 SA1301eNS
U9MJOq IOUDIJJIP

Ay puejsiopun Loy oq
(SIOUIED) JO D]0I Y} MIIA
SIUOPNIS 10]AYORq OP MOH

‘71T (1971
UODINPST 42Y2DI ]

pup Suiyona ] "10yoed) v
JO 9101 21 INOQE SJA1[eq
(SI1oyoed) aAndadsoxd
pue sarSoSepad

ISIAIONSUOD)

(0P IoYoea}

ayy saop yeym “(0007)
‘A ‘spoukay-110H

131



APPENDIX

(OARY 01 I p[noM €1-6 (Der

SIOYOIRISII-I01RINP ‘IpuonpULIU] SUIYoD3 ]

1015E3) JIIPLIE JO pun uonvInpsy

JUDIXd Y} STIBYM (I[q® u1 suonypaouuy

-Junoooe Ajjeuorssajoid ‘[OBIST UT UONEONPD JO

][99 SIOYOIBISAT 939105 © Je SI9YDIBaSAI

-10JBONPI 1Y) 10JBONPI-1Y0L)

$1018ONP Op woyMm 0], (,239[[09 Jo Anjiqejunodoe
1910B3) paseq Ay} Je AJIUNWIWOD YIIBISAT pue Awouony (5007)
1010IBSY -uonmusul 96 dIreuuonsang) Konng oy Jo adoas oy St 1By ASI | N ‘uewoo) % gz
Ire

-€2€ (€91 ‘uonvonpy

{SToYoR2) JUSPNS A42YoDa | pun Suryona |

i Siom 1oty urdiopun -93pajmouy [euorssajord

jer) sSurpuejsiopun pue [eanoerd jo sarpmys

$1072ONPd 93pa[moury| Jo )OS aY) dIe ase)) :00udLIadxd
109ed) paseq SUONBAIISQO JeyMm pue (I[N} $10Jeonpa R GEAIERE 2]
-uonmusur 9 SMITAINU] Apmys ase)) | 1oyoea) S9[01 9] AIB JRYA\ ONA | 4L (20027) "d “d ‘uyor
k48!

-€01 (s ‘uonwonpyg

A2YID3 [ pooypry)y

A1 Jo ppuanop

*S107BONP 19YJBI)

(sHoyyo diysiejoyos pooypjiyo Ajres Suroey

PUE [0IB3SAI ,SI01BONP Sonss| :epudde [oIeasal

S10J8ONP 101983} POOYPIYO Aur 3801 24, T o
1040ed) paseq A1 opaduur jey) s1030e] (S007) °S ‘snipue]
10UoIRasY | IoydIRasYy -uonmusul /g drreuuonsang) Koang [BNIXJUOI O} I. JRYA vsn % ' ‘ZoImozsnief

Anolavyag SA40IpONp

pup sa]0y ANoIADY2g S42Y10 A2YOD3 ]
Juaudojaaa pup 210y [ 010§ DID POYII  SNDO0J/UOLSING YIUDISTY unoy

132



APPENDIX

JIYDIBISY

S)uApNIS 7¢

SI0jednpa
I1ay0Bd) paseq
-uonmysul ¢

[ewnol
‘SUON0J[JaI
‘sy10dor ‘sresodoxd
[OIeISIY

Apms-jjog

(AJ[BUOISSOJOK
woar) omodud
1M Jey) Aem e Ul sjuapnys
INO 0) YOIBISAI UOTOR
donpomut 03 o[qissod

1 s1 ‘wesdoxd

UONBONPS 19Y0Ld) AOIAIIS
-a1d 1o Jo suonewI|
pue syudwaInbax

Q) USALD

"8T-L (1)9 Yo.wasay
oY *SI19YIed)}
901A105-21d 0) YoIeasar
uonoe dNponUL

Koy se yoreasal uonoe
sonoeid s1oyeonpa
-I3YOL3) OM [, :UONBINPI
1940Ea) Ul (OISl
uonoy (8002) ‘A
‘SUDAQIS 29 [ ‘UdYOIIY

133



APPENDIX

0} IOPISUOD — SPUBTIAYION

"S10JEdNPA 19Y0Ld) I0f

$10)2ONPd QU [, Ul suonmsul syuowaambar Arjeng)

197]9B3) paseq poyrow Jo sad£y yuarapyip ((S007) "L ‘s1oqqnm

SI01OLD) -uonmusut arreuuonsonb | -rydje(q ‘Apms ur SUIyI0M — $101BINPI » " ‘uaSeyiioy ‘N

Jo 1oyoea ], SIdYIO 6 orl ‘SMITAIU] AImeINI| 197o83) Op JBYM N | ‘suewayarg g ‘19180

(SIe08 "€9¢-15€ ()L

[euorssajoId wie)-3uoy Buryona |y 40f uoyvonpg

InOA pasuanpjur g 1.g Sey Jo jpunop -uoneredard

MOH (1018ONPI 19[9B3) 1078ONPS 1Y)

e Su1aq jo Surpue)siopun 03 yoeoidde aaneAouur

1moK pajodjje uy :s10e9Npd

A1d Sey MOH ;Iuapms 1970ed) FuIoodg

dnoi3 snooj [810J90P © Sk JIoM InoK (1102) D 919°d 2 “IN

I9UQIBISY $10720Npa ‘saareuuonsonb yoddns (q.1.9) siojeonpg UIeMI)S-UUAIDOIN 'L

SI9YJB3) sjuopmys | I9yoed) paseq S9)0U JAI}I[JI Joyoed I, Suruoodq, ‘SLIRH T, ‘IOU919[g A

Jo 1oyoes, -aud 1 -uonmusut ¢ | ‘sepuaSe A[Iuo Apmis-jjos | Ajunurwod oy so0p MOH NVD | ‘nomoaosy o “yrusoyy
(3uryoed) Jo

s1eaA [eniur Sulgudf[eyd 8TI-S11 (O

K[owanxa 2 10} ‘UONDINPS 421D ]

91qIsedy st jey yoeordde Budpnig *s104oed)

10 A303epad ojeridordde Suruuidaq jo seonoeid

ue dojoAsp pue oy uo werdoxd

‘BUIUIRI] 1191} 9)BPI[OSUOD uoneonpa 19yoed)

‘Gurpear Suryoeo) do1a10s21d © Jo joeduur

SMIIAIOUT Ul POAJOAUT 9PI[MOUy Ay L jured Aay pIp

$1018ONPd ‘S[eLIDJRW JSINOD JUAIUOD A} UL [BIUST JeyM Jnq oI JnOqe

1adojoap SIoYoBd) |  Ioyord) paseq ‘suondLiosop oy axnboe s1oyord) way) Jysney op (8007)

wn[naLIny) dd1A0uU 77 | -uonmmsur o[ EMutve] Apnis-JJos Sumuuidaq ued Moy NVD D Yoag 3 "D Nusoy

Anolavyag
pup s2]0y
Juawdojaaaq

Anolvyag
\ZQN w_.u\ak

S2Y10

SOIPINPH
A2YODI]

N

§22.4108 PID(]

POy

SND0,J/UOLSING YIUDISTY

Ayuno)

apuLy

134



APPENDIX

S100L3)
JO 1oyoBa ],

$10120NPd
10UEQ) poseq
-uonmusur ¢g

sorjojuog

sIsAJeue
JuAWNdO

(JuowdoroAdp
[euoissajoxd

1197 JO SOUWO0NO )

a1e yeyp sur oSeduo Koy
op senianoe justdojorap
Teuorssajoid jo

puny Jeyp jHuswdojorap
TeuorssajoId J1oy)

10J 9)2[NULIOJ SI0}EONPd
1949e9) Op S[e0T JeyM

(ssassod pinoys
Koy sooudjodwoo pue
‘op 01 aARY Aoy SSE) 2q

'L8S

-L9S (9-S)# 1 ‘Sungova]
punv MkN&UGNrN .thumoﬁﬁQ
101082) JO Juowdofarap
Teuorssajoxd

Ay 10 109fod e Jo
SOUWIOOINO PUE SANIAIOR
‘syeon) uawdo(arap
[euorssajoxd

UMO JIY) U0 Sunjiom
$I0JLONPA JOYILI ],
"(8007) "N “Sroquaun-y
% 4 ‘udSeyuOY [
Suueduaq g ‘19150

9L1
-LS1 (D)1 ‘uonvonpy
421202 pup Julyova ]

135



APPENDIX

SIIPNJS aSED

-a1d jo sdiysuone[ax
pue saniiqisuodsar

-pISp "o} SuIsueyo
ur saniiqisuodsar

Anolavyag
pup 210y
juowdojaaa(q

101g om) pue Apmys ‘$9]01 9} JOJ uBaUL pue sdiysuone[ox
1odojoAap -J1oS & :SaIpNys SaNIUNWIWOD SuruIea| ‘sojox SurSuey)
wn[noLLInY aATEN[BAD OM], | SISA[RUB-BIOA! ur SupjIom Sa0p JeYA No\4 ((0107) Y ‘nuio) o]
Som €1-1(Dee
s Joyoed) & Jo donoeld uonvoNpI Suryonay
oy} 03 aaey Aew yoeordde “uoIBINPI I19YIB)
Paseq-yoIeasal oy} PIseq-121BISAI UO SMIIA
ULy} $10)BONPI IOYIL) ,S1078ONPO 10YOL)
Op 90UBAJ[3I JO pury ystuur,] Sunednsaauf
JeyA (yoeoxdde paseq (1107) "d ‘uouesuey]
-{J0IBISAI A} pue)sSIOpUN 2 Y ‘uewAg ‘Y
$10JBONPI 19YILd} Op MOH ‘eUIBYIAL Y ‘UOUBIBBRIA]
$10J8ONP Apms | ;yoeordde paseq-yoreosax “y ‘woo], Y ‘Groquarg
10dojoaap 1910B9) paseq SMOIAIUI MIIAINU] oy 9reroardde sioyeonpa “H ‘Dye[seuky]
wnnoLLIND) -uonmusul ‘aIreuuionson() pue KoAIng | I0YOLQ) Op JUI)XA JBYM O], NIJ ¢ ‘s1ojyory]
({3urured] paje[ngal
-J]os 0} p1egar yim
Ppaoadxa st Inoiaeyaq
9101 Jey A (Qwwersord
UONEONpa I9Y0es) "TTS-LOS ()ST
o ur poyudwrayduur UONDINPT A2YIDI ] pup
Sururea] payen3ai-J|os si 3unyona ] "uoneonpd
MOH /3urures] paje[ngar 19U9B9) JO JXAJU0D ) UL
$10)8ONpa -J19s Jo Suruesw oy Surures] payensaI-J1os
SI9YOBd) 19yoed) paseq Apmnys puE}ISIOpUN SJUIPNIS puL (6661) "H "H “@Wo[IL
Jo Joyoea |, syuopms g6 | -uonmusur gy SMIIAIU] MIIAINU] [ SsI01RONPS 10yded) Op MOH | ST “IN 29 1 ‘UOKeH-IoWoIy]

Anolavyag
pup $2]0y

s42Y10
N

sdoanpyg
A2YODI]
N

$§22.4n08 VIV

POy

,GCQLN\:Q.:.WNZNM Y2408y

Anuno)

o1y

136



APPENDIX

SI0YIBI)
JO J2YORA ],

10dojorap
wnynoLIny

SHUAUINIOP
swwerSorg

Apms
aAnduoseq

{SI0JUDW A)ISIOATUN puB
SIOUOEA) JOJUAUI I0f UBAUL
soZueyo 9saY) Op JBYM
{SoNIUNUWI0d JuTuIes]

JO UOIIOU A} ASLIDOLIEYD
UOIJEINPA 10Y0Ld}
901A10s-21d ur saoudLIdXd
[euorssajoxd uo

soSueyd [endoouod Jeyp

TI8T
-66L1 (L)pg ‘uouponpy
AYODI | puv Mﬁsuum&.

*2IMINy Ay} 90LIQUID 0}
jsed oy Sunonnsuoooy
** uoreonpo

101983} AITAIOS

-o1d ur soouaLIadxd
euorssajoxd
Sursirenydoouooay
'(8000) 4

‘Suimy 2 3 ‘nuIo) o

137



APPENDIX

‘spodar sarpmys 1949e9) 10J owrwergord Jo jpuinop uvado.anyg

9sBI ‘9INJeIoN| © Surysiuyy 10)je dARY 'SI0JEONPA 1YL} JO)

SI9YOBI) ‘pIepuels Apnys PINOYS S10)BONPS IOYIL) wn[noLLINg & Jurudisoq
Jo 1aypea ], [BUOISSAJ0I] aanduoseqg sooudjadwos Jeypm N (2007) ‘I ‘S10quoung
€0T

-€61 ()1 ‘uoyvonpy

sa1pnys snoiadxd YOV ] pub Junyonaj

$1032ONP ‘SUOT)O0[JI 'S1072ONPA JOYOLI}

SI9YOBI) SI1910Bd) 10089} paseq ‘sjewnof (Surjopow yo1jdxo £q SurfepoN *(S0027) 'V
Jo Ioyoea Jo Joyoea ], -uonmnsul ¢ ‘sooudrodxg Apnys-J[os JO aImyeu o) ST JBYA INo\4 ‘A11ag 29 [ ‘uerydno
9TI-T11 (@68

‘UONDINPT 42YoDI] JO

[punop Kenb 1oyoed)

Knpenb Suroueyuo ur 901

19yoed) SuIoUBYUd §,10JBONPI IOYOBI) OY ],

UI 9]01 §,10180Npd "(8002) ' ‘quuioonyp

AKessg 19yoea) oy SLIBgM VSN | ® “H ‘oog “Q ‘uoisIT

swersord "SHT-6€T (€)29

[e10320p —UCO%DD .QQ.:BQSNNW A2YIDI [

paure)sns aq yoreasal Jo jpuinop -puokoq

Surop pue jnoqe Surures| pue swerdoid [eio0100p

UBO MOH /0IBaS0I Ul SI9UJILISI-10)8ONPd

Op 0} UIBJ] SAJEPIPULD 19y0oea) Jo uoneredard

PINOYS MOH (SIOYOILISI oy) Suruoyiuons

-10JBONPI IO} premog] ((1102)

aredaxd 0} yoreasar 'S ‘IIPPO 2 “ 1

moqe wesdoid [e10)00p © "D ‘eoory g ‘Surpreds

I9U01BISY Kessg | ur paured] oq pinoys jeym vsSn “r‘Suep “F ‘ury

Anolavyag
pun $2]0y
Juaudojaaaq

Anolavyag
pup $2]0y

s42Y10

sd01ponpiy
A2YODI |
N

$22.4n08 DIV

POy

SN20,J/UONSING) Y2ADISIY

Anuno)

apondy

138



APPENDIX

SI0YE0)
JO 1oyoBa ],

Spuspnys 67

$10720NPd
19oEQ) poseq
-uonmmsur ¢

SUOTJEAIOSQO
‘SMIIAIIU]

(Sutures] pajoaIp

jJuopmys o} Yiys € sjowod

Jey) ‘suonoe Suryoes) oy

SE [[0M SE ‘SMIIA AU} MOYS

Apms ase) SI0)EONPA 18108} O

44

-6¢ ‘(D61 ‘uonwonpy
42YODa ] pup 3ulyona ]
‘Sururea] pajoaIp
-JUOPN)S PUE SI0)EONPd
Toyoes, “(£007)

[V °d ‘ueSeyuioy

2% ‘N ‘S1oquaung

139



APPENDIX

({SANIATIOR
juowrdo]aAap [euorssajoxd
Jo sojdwexa saxy

Ul punoj aq ued SI0JeoNpa
1910e9] Jo Judwdo[orap

‘86

-18 (1)6¢ ‘uoyvonps
42Yov3a O [puinop
upado.nzy "s10}eoNpd
1949ed) Jo Judwdo[onap
[euoissajoid

$10JBONP Teuoissajoid ayy moddns pue yo1easay

191oBa) paseq SMIIAIUL JeY) SOIISLIA)ORIRYD (9007) ‘N “OSWd[IA

BElRREEREN | -uonmusul G SUONBAISqO Apms ase) JUQITES YITYM IN 2% ‘N ‘S1oquoung
‘ye-¢l ‘(1)9 jpuinor

Y0025y [PUOPINPT

uvado.ng ‘uoneiojdxs

[es1Sojowasido

uy ¢eonoerd

(sdonoeid UMO II3Y) UO [OIeasal

UMO JI9Y) UO [OIBISal 19Npuod SI012ONP

19NPUOD $10JLINPI 1YL} 191OBI) PUE SIAYOL)

pue s194oea) p[noys Aym 1.upnoys Ay “(L00T)

$yoIeasar uonnoeld "H'd ‘USA 9p uBA % “°d

10UDIBISY Kessg ST A[)0eX9 JBYM IN ‘aquod “ ‘Sroquoun-g
"109-98S (S)€C

‘UODINPT] 42OV ] pun

Sunyova ] "[opow 9[oI €

(eonoerd SB 10JBONpa I9Y0rd) A ],

$1072ONPd UMO JI9Y) Ul Surured| ((L00T) 'V ‘uouuoms

SIoUORI) 19Yoed) paseq Apmys JO SUOISIA M3U [9pow ¥ “J ‘uaSeyioy]
Jo 1oyoea ], -uonmusur (| SUOIBAIISqQO uoneAIdsqQ S1072ONP 19YdB3) O(] IN “IN ‘Sroquoun-g

L:Q.N,::\bm
pun s2]0y
juoudojaaa(q

Anolavyag
pup $2]0y

s42Y10
N

sdoonpyg
A2YODI]
N

$§22.4n08 VIV

POy

,GCQLN\:Q.:.WNZNM Y2408y

Anuno)

o1y

140



APPENDIX

SMIIAIUI
SUOISSNISIP

Ppaseq-qom

‘SUOTIBSIOAUOD

[rew-2 ‘sajou

S101B)1[108) PIOY ‘SMIIAINUI
soedyiom £ ‘sdoysyprop

(SIUSpMS 119y}

ynm £SoSepad yrordxo

ue SuIsn $I0Yoed) I0juSW

Apnys ase)) Jo 10edur oy ST JeyA

‘76-SL (1) “omwonpg
MaN 2y [ ‘ssomiordxo
Jo A3o3epad

& ur SwSesuy :s10yoed)
JUOPNIS PUE SIAYOLI)
10JUSW U99MIq
sdrysuoneror Suraoxduy
(L007) T ‘sioSieN

141



APPENDIX

$102oNpa Suruurdaq oy Jo soonoerd [ea1303epad Surdojoaeg

SIaYoLd) SIoYOLI) 1970B9) paseq Suryoe?) Surdojaaap “(0107) ‘[ ‘uosieH

Jouroyoed], | jooyoea], -uonmusur g SMIIAIU] Apmys ose) Q) SISLIAORIBYD JRYA DNA % "d ‘UOIYON
s30[ ;eanoead 1oy

Suruies] ‘sajou ur oueyd yyim a5e3ud ‘LS

‘SUONBSIOAUOD 0] SI9YOBI) SAJBATIOWL -6€1 (1)s¢ ‘uonyponps

‘SUOISSNOSIP JBY) Op S10JBINPd up juawdojaaaq

dnoi3 ‘smarazour 191989} 9IIAIS-UL puoissafo.aq donoeid

‘SUONJBAISSqO op Jey A (Ronoeid 1oy) umo 1oy} oyur Jurnnbur

‘sjewanol ur a3ueyd ym a5eSuo SI0JEONPA IYOBI ],

SI0JEI[IOR] QAT}O[JI 0} S1072INPJ JAYILI) (6007) "V ‘@oudime]

1010IBSY soejdyiom g ‘saIreuuonsang) Aprys ose)) | 901AI0S-UI SOJRATIOW JRYA Z-N 2% 'V 99DON

'09T-L¥T (€)LE

Buryona | 4o0f uoyvonpg

Jo jpunop “oAnodadsiod

UBI[eNSNY UY :OWIPEOR

(,S1012INP3 19Y9B2) Ul SI9QIBD  [BJUSPIOIE,

uerfensny jo dnoid [ews pue S1078ONP3

19U0IRISOY S10J8INP ® JO So110303(e1) 199180 o1} 12yoea] (1102) 'S

SI0YoBd) SI9YoBI) 1940ed) paseq Apms | pue uoneonps 10yoed) ojul QYA 29 “N ‘0l0jueg

Joroyoed, | Jorayoes], -uonmusur 6| SMITAINUL MITATNU] skemyped oy are yeym SOV [ “r ‘TeuonAl “q ‘1ekeN
;wayy 1oddns

150 1ey) sAem oy dre 16-s¢€ (19¢

JeyM PUY (AWIpedE oY) UoyPINP 4213 |

ojul uonIsuLL Ay} dyeur Jo jpuanop drfiovg

Aay) se 208} S10)2INP -DISY *SI0JBONPI ISR}

1910B3) MU SIFUI[[RYD 10J UONINPUI JTWOPLIY

Aessy Jofeur ay a1e Jeym SNV (800¢) " ‘ZounIep

Anolavyag
pup sajoy
N:.ﬁtmwb\w;«wq

ANoIADY2g
pup 210y

S2YI0

sdopponpig
A2YODI |

§22.4n08 VID

poysap

SND0,J/UOLSING YIUDISTY

Ayuno)

2211y

142



APPENDIX

$10720NPd
I10U0Ea) poseq
-uonmnsut g

SMIIAISIU]

Apmys ase)

AUEpt

[euorssajoxd oYy

pue oonoerd uoneonps
Suryoea) 1oy sousnyuUL
$10}0€J [RUONNISUT

pue [e100S ‘[RIN[ND
UOIYA\ (SI0)EBONPD
J10U0BD) YS1I00S JO SAqLL)
-qns, In0jJ JO SANIIUIPI
Teuorssajold oy aIe Jey A

'80€-€6C “(€)L€
Bunyona ] 40f uoyponpyg
Jo jpuinop "puepodg
Ul uoneonpa 19yoed}
PUE SI10JBONPS IYOBI ],
(A1011119) QU0 Inq

¢ $oqLI-qns JIwopeoe,
og “(1107) ‘T ‘1IN

143



APPENDIX

10)BONPS

(,$10189NP3 1YL}
QUWI099q OYM SIYIED)
Jo Surured [euorssajord
dy) 01 AINQLIUOD

"60T-L61 (T-1)9¢
‘uoypINPS ul JudU
-dojaaa(q [puo1ssafo.q
(Surures| jeuorssajoid
(SI01BONPS 19O} Ul
diysiejoyos jo o3en3ue|

1910B) paseq [eunol [oreasar sxouonnoeid MU © SPIBMO],

10U0IBISOY -uonmysut | ‘SMITAIU] Apms ase) pawelj-[[om UBd MOH ONA (0102) [ ‘Aexmy

Ye-L1(DIE

‘UOIDINPF 42YIDI |

Jo jpuinop uvado.nsg

(,S1018INP3 19Y9B3) 10] ‘pue[3uy ur suonmusul

Siomawey [euorssajoid 10 uoneanpy IYSIH

plepue)s & Jo juowdo[osdp Ul S1078ONP3 I9Y9LI) JO

3} 10J JUBAS[DI S[I0M 3Y) JO UOnR[NONIR

SI10UdB0) QIe SINSSI [UONRU -01 9 SpIEMO],

JO 10yoed ], Aessg [ pue [euoneuIolul YOIy ONH '(98002) 1 “Aeuniy
Lpaynuapt

9q UBd UONONPUL 101BINPS €€l

19yo82) ur saanoeld pood -L11 ()1 € ‘uonvonpy

JRYA (SI0TBONPD 10YJBd) 42YoDa ] f0 [punor

Mmau Aq paousnadxe upado.nzy “uoneINpd

9q st uorsiaoxd 1979©9) JO SONIUNWIUIOd

JRUA\ Suonmnsur 0101w Ay} Ul JuruIed|

uoneonpa 12yJIy ur punoy Paseq-JI0A\ uonedNps

s101eonpa | suorssnosip dnoi3d Apms 9q UBD SI0JBONPS 1Y) I9YSIH ojul uononpur

SIaYORA) juounaedop | I1oyoed) paseq SNO0J ‘SMITAIUL MaIAIul | mau Sunonpur 10} 29noe1d S101BONPI 19YIL |,

Jo 1oyoea ], Jo speay g¢ | -uonmusur O ‘saIreuuonsang) pue AoAIng Jo sojdwexa ey DNA (88007) [ ‘Aermy

L:b.ﬁ:.;\«vmw
pun sajoy
Juawdojaaaq

Anolavyag
E:: .'.hw\Qm

s42Y10)

SLOIDONPFT
A2YODI [

§20.n08 VI

poyd

Sn20,/ :Q.C.CNENW YOUDISIY

Anuno)

a1o1LY

144



APPENDIX

JoYDIBISY

$10)ONPd
1970Bd) paseq
-tonmnsut 0g
ISMAIAINUT N
‘unowyun
:a1reuuonsanb
N

SMITAIUL
‘aIreuuonsand)

Apmys ose)

Luoneonpa
1098} Jo saonoeld

pue sasmodsip Juidueyo
Y} PUE UOTIBONPS JOYILI)
INOQE 91BOIPUL SIY) SOOP
JRUA LAIUIPE IIAY) MIIA
SI0)BONPI 12YOBI) OP MOH

"LLT-19T (E)LE
Buryova g 1of uoyonpg
Jo jpuinop -K1nyuad isiiy

-Kyuamy oy} Jo opeodp
Ppuo9as ay) Jo Juruuigoq
a1 Je pueSug

Ul JI0M PUE SONIUpI
.S101BINPO IOYOBI ],
"(1107) *d ‘10q1eg

% "D ‘PISmeIuIoz)

“ ‘Kenny

145



APPENDIX

paje[ngai-yjos ojowold
jey) soonoeld jo asn pue
Juowdo]oAdp S1910ed)
juopnys SuIp[ojjeos

S10J8ONP {JUSWIUOIIAUD :Surured] pajerngar-yjos

I9UJBd) Paseq Surures| paye[ngax Suryoea) moqe Junye],

-uonmusur SUOISSNOSIP juopns ySiy e 2Jea1d ((8007) D ‘IeS1oqney]

T ‘s101e)1[108] 10JUSWI-1UIPT)S 01 osn1adxo oy ured 2 1 ‘uosuryony

yoeoD sjuapnys g1 | doejdyrom g padej-0apip Aprys ose)) | 10yoea) JOJUOW B UBD MOH NVD “q N ‘A1og
(,$1018NP3 OLT

104oed) Suowre A)ISIOAIP -161 “(2)8S ‘Suruin.iy

owoid s1018oNpd P uoyPINPF [PUOYPIO[

197oed) mau jo poddns Jo puinoyf 103098

Apmys PuB uondI[3s Yl sI0( S[II[S pue Surures|

s10)8ONP MITAIAUL (pue[Sug Jo yuoN oy} ur A1) Ul 10JeONPI IR}

1940ed) paseq saareuuonsonb ‘AoAIms | wWNIIOSUOD B Ul SI01BONPY © SUI029¢ :s1078ONpd

SI9YOBD) -uonmusut ‘SMOTAIUI ‘sisAJeue | 10yoB2) JO SONSLIAORIRYD 10Y9E) JO 9J1] 101008
JO Ioyoea [, 8¢1 ‘S193ys ereQ@ -jusumnood oy 218 JeYA ONH YL (9007) d ‘[PON
"PrT-S€T (€)9

UOUDINPIT 42YOD3 ]

Buidpnyg “saniqiqissod

pue Sewwo[Ip

(Anmbur ‘suorsud | :Axmnbur

Jo A303epad e pue ares jo pue a1ed jo sardoSepad

SMOIAIOT A3o3epad e yjoq 19)s0J 0} SuraeomIou]

s1018ONP “JIom  Sjudpnys syduwoye 10JeoNPa 1YL} ((0107) 'S ‘oisareag

Ioyoed) paseq | ‘sSunoow ‘feurnol © se asue sani[iqissod 2 “d ‘qareyn “r

yoeoD SJuAPNIS (¢ -uonnmusul ¢ | ‘sejou ‘uoIssnISIq Aprys-Jjos PUE SUOISUQ) JEYA\ NVD | ‘TIsmoyeAoN “D ‘JOOIN

Anolavyag
pup sajoy
N:.ﬁtmwb\w;«wq

ANoIADY2g
pup 210y

S2YI0

sdopponpig
A2YODI |

§22.4n08 VID

poysap

SND0,J/UOLSING YIUDISTY

Ayuno)

2211y

146



APPENDIX

SI01E9)
Jo 10yoea],

10)EONPD
1999} paseq
-uonmnsur |

{1OUNOOUd
SIoYOEA) JUSPMIS

Jo 1osiazedns SuruuiSoq

Apmys-Jjos © SO0p SOTUI[BYD JeyA

'7T-§ (1€ uonwonpy
421212 ] Surdpmis
*10JBONPI 1Y) 0}
1970B9) WOOISSEO WOI}

Suraow Jo soFuoyreyd
AU, {UOHEONPI JOYIED}
Jo ASoTepad e SuiSi04

(2007) " °f “Jonrd

801

-L6 ‘(Q)Lp ‘Yo4masay
[puoyvINp JO [punop
[puoyPULIU] “FUTUIRI]

147



APPENDIX

.:~Q.~,::\~wmw
pun s210y
yuowdojaaaq

Anolavyag
pup $2]0y

s42Y10)

v,_.:dz..‘:\um
PEURLEY S

$§22.4n08 VIV

POy

SN20,]/UONSING YIADISIY

Anuno)

101083} paseq Teuorssajoid jo donoeld [DU0ISS20.4] "eIAIe]

-uonmusut g| pue £1001]) SOSI[ENIX)IUOD 191408-1s0d ur s103eONpd

10JBN[BAS | :marIAIOIUI pUB JRYA (QATIRDIUL SIY) JO Iayoed) Jo Juswdoorap

‘1outen 109foxd | aareuuonsong) SOIISLIOOBIRYD PUB AINJBU Jeuorssajoid

£101BUIPI00D $10720NPd SMITAIUL 9} A1k JBYAN (,S101BONPI Surziremdoouoo-oy

100foxd | 10yoRO) paseq ‘arreuuonsanb 191082} 201A19s-21d Suowe (0102) °S “TASIVON

S19YoB3) ‘ropuny 109foxd | -uonmusur 4| 9s9) Ayijeuosiod sooudLadxa [euorssajord % D TANSQPIM
Jo 1oyded ], SI9YI0 1S, ‘syuownooq Apms ose) | ArejunjoA sojeATIOUT JRYA 1V1 “y ‘ToKOJN “T ‘eAOIS
95€-6€¢

“(¢-1)9¢ uouvonpy

{PmoI3 u1 yuawdojaaaq

[euosiod pue [euorssajoid [PUOISS20.4 "S101RINPD

1oy Sunowoid se 31 197089) 10§ JuawidojaAap

UuoISSNISIp MOIA A3} Op JUSIXD JeyM [euoissajoid jo Aounol

IOUOIBISY $10JBONpa dnoi3 snooy 0) pue 00q & Junum © se Sunum (0107)
SIaYORI) 19Yoed) paseq ‘SUON)BSIOAUOD Jo ssao01d o1y 9A10910d d ‘zyey] % g ‘uonyg vy
Jo 1oyoea ], -uonmusur g| ‘SMIIAIAU] Apms ase)) | SI072ONPI 19YIB3) Op MOH ST UOIPID) “* A ‘UBWIIANYS
09

-Sy (¢-1)9¢ ‘uoyvonpy

({S10129NP3 u1 juawdopaaaq

1049e9) se judwdo[orap [PU01SS2J0.4J

[euorssajoid 119y} 03 350w ‘S[[[s Suryoea) pue

Ay} PAINQLIIUOD SIUSWII[D suone[a1 [euosodidur

UOIYA\ (SI0IBONPS J19S [BUOISSAJOI]

101983} 10J 9SINOD 1S1012ONPI JOYILI)

$10720NPd Juowdo]oAap [euorssajoid do1A0U Jo Juawdo[oAdp

[helipr:Rll 101oB) paseq © UO JoBqPa9J  Sojenpeid [euoISsJ0Ig
Jo 1oyoea ], -uonmusur || QI1BUUONSINQ) Apms ase) 9} PISLIAOBIRYD TRYA\ ST ((0107) 1 ‘mideys

aponty

148



APPENDIX

IOYIBASY
S101oBa)
JO JoyEBa [,

Elipla]
Q0IAOU ()

$I03edNPd
I19U0Ba) paseq
-onsur g1

$I03edNpa

S19Yoes) pue

SI0)EONPA 19O}
Jo suonduosop
paimonng

({S10YoE)
Jo asn1adxa [euorssajord

oy 03 uostedwod

ul SI0)BONPI 1910} JO

asnradxo reuorssajoid Jo

Apmys ase) uonisodwos ayy st JeyA\

{IXQUOD JSI[BIO0S
-1s0d © uI s10J2ONP
101089} Jo Juowdoforsp

61

-LLT (D)1 ‘uonwonpsg
42202 ] pup Julyova ]
(A®eS $10)BINPI I9YILI)
Pue sI94oe3] 3d1A0U
op 1By A\ :9s1Iadxd
SI01BONPA I3YIRI ],
(5002) " ‘WS

ILE-LSE
(¢-1)9¢ ‘uouvonpg
u1 yuawdojaaaq

149



APPENDIX

(puodsal s19yoea) op
MOY pUR ‘SUOIBSIOAUOD
Sunojusw FuLnp s19YIed)

L§-Lv (107

UOHDINPT A2YOD3 ] pun
Buryonay ‘sasuodsar pue
suonsagsng :s19yoed)
Sumuuidaq yim suorn

BEliplEl] Suruurdaq 0y suorysadns -BSIDAUO0D FuLIOjUdW

SI19YoBa) J1078)1[108] SUOTIBSIOAUOD [eo1303epad oxew Jo sis[eue uy “(£007)

yoeo) | SumumSeq 9y | ooepdyrom 91 SurIojuaI Aprys ose) SIOYED) JOJUSUI OP MO vsSn | ‘m ‘woreg 2 ‘N ‘Suong
¥99-169 “(S)LE

UOHDINPST Ul JUdUL

-d0]aAa (] [puU01SS2f04 ]

'S10JBONPA 19YJBI)

Jo wstjeuorssajord

oy aao1dw 0y sarnseawr

1918N]0 (,$107180NPd PUE SUONOY :91Bqap

sIourel], 10U089) Jo Ajjenb oy Korjod ueadong oy

puB SI9YIBI, Jo juowdo[aAsp 1oylng Ul $101BONP3 J3YORI) JO

S UOISSIUIIO)) Koams | oy ssarppe o3eqap Aorjod Ayrenb oy, *(11027) ‘N

SIOYOBd) ueodoinyg oy aareuuonsanb pue pue sisAjeue ueodoinyg Areroduwojuod UITY] 1P UBA 2 “V
JO 10yoed ], JO SIOqUId]N syuawnoop Ao1j0J JuowNO0q A1) s90p MOH na ‘UAUUIMSG A “Yoous
iz

umonoeld oy ur -9¢ “(¢-1)9¢ ‘uonvnipazg

ooueuriojiad  seyeprpued [PUOPINPT Ul SAIPNIS'

3} JO JUSWSSISS. ({,9913® 0] S10jUdW puE

a1y noqe 2215e SOIEPIPUED JUBM oM O

SI101BONPS 19YJBd) PIseq — UONBONPA IOYILI) UL

SI0JEI[1OR] -]00Y0S puE SAJEPIPULD umonoerd oty Surssassy

1odooyaren sjuapmIs 9 doe[dyiom 9 SsaIreUUONSINY) Koang Op JUA)Xd Jeym O, ON (0102) " ‘ynwis

Anolavyog
pup S2]0y
wowdojaaaq

Anolaviyog
puv sa]0y

s3I0
N

si0ponpr
A2YODI |

$§20.4n08 VIV

POy

Sno0./ :Q.:.cau:m Y2105y

Lyyuno)

210111y

150



APPENDIX

SI[onIe 67

Apmys
Qmjeron|

(,S1018ONP3 19108 JO
judwdojoasp Jeuorssajord
A1) 10J SONNUIPI-qNS

oy jo suonesrjdur oy
QIe JBYM PUE SI0JBINpd
1970B3) JNOqE dINJRIN]
IBISAI A WOIJ

9810wo $107BONPS IOYILI)
JO SonnUopI-qns JeyA\

DNA

Ridsi!

‘(z-1)9¢ ‘uoyvonpyg

u1 yjuawdojaaaq
[puoIssafoq
uowdororop
euorssajoxd

10§ suoneorjdur

pue sannuapt

-qns ‘SanRUIPL 1MAY L
:SI0)BONPA 9O,
“(0T0T) "N ‘UBW]OA %
3] ‘sauof ‘Y ‘uduuIMS

151



APPENDIX

{Sewua[Ip
asoy) yym 2dod
0} asn A2y op se13jens

19yoed) Jo A303epad
& Sunonysuod jo
sAem SI0JBONPI-IdYoLd)

¢

Anolavyag
pup sajoy
Juaudojaaaq

$10720NPd JRYA\ (AJIIUSPI SI0)BONPS :SBUIWA[IP Suroe

SI9yIea) 1970B2) paseq Apmys 191582} Op 3uIydea} Iy} ST (S007) 1 ‘uokeyq

Jo 1oydea], -uonmusul ¢ SMIIAIU] MITAIANU] JNOQe SBWWSIP JBYM “IN | -Iowery] 2 ‘H ‘BWR[[LL
¢sordrourd
$31 0 SuIp10dOE

Suryoes) pue Surures| 'L09

pare[ngar-jjos Suronponur -€6S (5)81 ‘uoyvonpg

Jo ssoooxd oy ur A2YOD3 ] pup Junyona |

19Junodud Aoy swaqoad ‘uosLedwod ased $s010

pUB SBWWD[IP dY) I V :Surures| pajengar

JeyA ;Surures] pajengar -J1os Sunowoid

-J19s ,S)uUdpN)s 119y} Ul SeWWI[IP SI018INPd

QA10013d Aoy} op moH Ioyoed] - yoeard om

$1072ONPd (sIourea] paje[nsal-Jjos yeym Suisnoeld,, '(2007)

elipr:al] 101oB) paseq Apmys S SOA[ISWAY) 9A101d ST T ‘UOARH-IoWAIY

Jo 1oyoea ] -uonmusut 67 SMITAINU] MQIAIU] | SI0JEONPI I9YOB3) Op MOH “IN 2 'H 'H ‘ewaIL
(,3uIyoed) JUANIZUOd

JO 90Ua1IN900-0U 10 THS-1€S (9-S)FI

90ULLINDO0 A} AdUINJJUI Buiyova ] pup $.40yova |

s1030.] 1Ry A\ (doysyiom ‘Suryoes) Jueni3uoo

© PUB SMIIAIUI [[I1 pUE S10JBONPI IO |,

pare[nuns Aq pajroddns iyoea) Nk yeym yoealq

SI0JBONP doyssyrom 20u0 Apuaniguod ((8007) “q ‘uaSeyioy]

S194oea) 101oB) paseq ‘SUOIBAIOSqO Q10w yoed) 0) urseq » “IN ‘Sroquoung

JO 1oyoe ], -uonmusur ¢ ‘SMATAIIU] Apmys ase) $107BONPI I9YI.3) O] IN Y ‘uouuIMg

Anoiavyag
pub sajoyr

su2Y10)
N

s4oponpyg
A2YOD2]

N

§224n08 vIV(]

poyjoN

SND0,J/UO1SING) Y2DISRY

Ayuno)

211y

152



APPENDIX

SI0Y®d)
JO 1oyoEa ],

10doayaren

1018ONPD
10U0E9) poseq
-uonmmsur |

spuspmys 7

$10320NPd
I19U0Ea) paseq

sJuapnIs £9 | -uonmpsur gg

SUOI)ESIOAUOD
‘Teumnof

JUOWISSISSE
orjojuod
‘SMITAIDIUL
‘aIreuuonsang)

Aprs-J[og

sisAeue
JuAWNOOP
Apms
MOTAINUT
‘Koaing

(Suryoed) ur joe}
SIEAIIND 03 31T 31 STIEYM vsn

¢parjdde pue pajos[as
sorjojiod Surssasse
ur pasn BLIAIID o1e MOH | ON “IN

9ty

-€1y “(p)c¢ ‘uonvonpsg
3uryona ] s10yeonpo
Joyoed) se suorsinduiod
1o ySnoiyy

pue jnoqe Surures|
oe) JeorSoSepad
pajuaLIo-A[[eont)
(1107) A "W @I8eA

9Sy-Thy “(W)EC
UONDINPST 42Y2DI ]

pup Suiyona ] eI
Jo youeas uj :[esieidde
orfoguod (L00T)

N WIWS P "H PWILL

153



APPENDIX

0( (JOojuduI pue yoes)
A9y oIy U SIX)U0d
[euononysur onbrun

Ay Aq padeys oouaIdfJIp
a1y st 10 doudIsyard
Jeuos1ad jo ropew

© WIS O) PISU SOIIAOU

€L

-16 ‘(1 ‘uoyvonpy
A2YODA ] pun Suryona |
+9onoe1d uriojusur

Jo Apms aaneIedwod
V :yoed) 0) Surure|
103 sapumzoddo pue

SI10JE}1[108). Apmys | jeym Surugep ur siojuowr [ HO SN SuLIojudW JO S)XAU0))

oeoD) doejdyiom €7 SMOTAIU] MITAIU] Fuowe JOUIPIP Y} S| VSN (1002) [ ‘Suepy
'L9¢

IURIXA JeyMm 0] -S¥€ (Y)z€ ‘uonponps

PUE SI01BONPS 19YORI) SB 42YdD2] fo [puinof

9]0 119} [1J[NJ S10}EONPI uvado.ng ‘uonelojdxo

1910B3) Paseq-[00yds Aem [eoudwo pue

a1 ur as1uS0991 oM UBd [BO11I09Y} Y :10JBONP

JopoIA diysoonuarddy 19U0®9) PIseq-[00yos

SIaYOBA) SMIIAIUT aAnuso), © JO SANIANOR AY L,

J0Je)I[IORY ‘SUOISSNOSIP o1 woy sajdourid (6007) ‘N ‘UBW[OA

[yoro) soe[dyiom 4 ‘SUONBAISSqQ Apns ase) pue s3doouod Yoy N % D ‘UIZ[IA UBA
SL

-19 (¢-1)9¢ ‘uouwonpyg

u1 juawdojaaaq

vsn | wuoissafo.q -s1o1eonpa

‘ONA Joyoed) Suruurfeq

YAS | Jo spasu pue uononpur

S1018oNp3 cuononput “4SI | 94l (0100) ‘d WeA ¥

SI9YoBd) 194oed) paseq Apmys | 1oy ooudLadxa s10jeonpa TN |V ‘uduuamg N YUl
Jo 1oyoed ], -uonmusur [ [ SMITAINUL MITAINU] JI9UoBa) 991A0U Op MOH | “ (TG | 1op ueA “) ‘UZ[OA UBA

Anolavyag
pup $2]0y
Juawdojaaaq

Anolavyag
pup sa]0y

S424)0

,

sdopponpig
A2YODI]

N

§22.4n08 VIV(]

POy

SND0,J/UOLSING YIUDISTY

Ayuno)

21211y

154



APPENDIX

Kessq

Lpaygnuopt

9q ueo Suryoed)
POPUILI-ULIOJAI PIEMO)
$001AOU SUIAOW M
pajerdosse sonrxardwoo
pue soSuo[[eyo

YIIYA ¢ pastiendoouod oq
ued sdiysuone[or 991A0U
-Iojuaw Jo sadAy yeym

"68t-€LY “(Y)EC
UONDINPST 4212DI]

pup Suiyona ] JXAuod e
Se SAem papuIu-uLIojox
ul oed) 0} SuruIed |
:sdrysuone[o1 901A0U
-10juow Jo uondoouod
sAneuIIE Uy (L00T)
'S ‘I9PO % [ ‘Suem

155



APPENDIX

1010Bd) Jn0qe SIS

pUE UOUED & SUIPUL]

1oUIASAY Kessg pue d3pa[mMou JeyA\ vsn (9007) ‘AL °S ‘uOS[IA
{, SUOIJBSIOAUOD

9say y3noayy 0€1

sonjoerd Awr oaoxdur -G11 “(0)9 ‘uonvonpyg

] ued> MoH ;on3ed[[0d A2Yyopa ] Suldpnig

e yim diysuonyefor “UoI9[JaI 3109 yInoay)

[euorssojoxd e prinq Amuaprt pue donoerd

S10)BONP SUONJ[JaI 0} [9pOW UONIJ[JaI 210D 10JeONP2 1970}

SIOYoBd) 104oed) paseq | ‘[euinof ‘sSuroow Q) SN Ued [ YIIyM Ul Sururwexq “(0107) "

Jo 1oydea], -uonmnsut g JO S310N Apmys-JJos sKem AJnuapl [ ued MOH SNV ‘IOMO( 29 [ ‘SWRI[IA

999-Shy

(p)L€ ‘uoyponpy [p.1opy

Jo ppuanop ~saonoerd

.S101BONPA 10YJBd)

{uoneonpa Jo syoadse [erow oy,

sI0180Np [ SmarAIIUI URYD [eIOW 10J SIOYILI) JUOPMIS (8007) "d ‘udSeyioy]

SI19Y0B3) 1940Ba) paseq sIsA[euy [RION aredaid s1018o0pP3 1943} » “IN ‘S1oquaun-

Jo 1oyoea ], sjuapmIs g1 -uonmusuy ¢ ‘SITRAM Apmys ose) [enpIAIpUI Op MOH IN “IN “OSWIA
(,S19YoB3) JUSPNIS

oy uo aaey uoneredard L12-S0C ‘(D1

SIY) SO0P $109JJ ‘UONDINPH 2YIDI ]

JeyM puE ‘WNNILLIND pup Suyona ] ‘s10)edInpd

Uo1BINPI I9YIBI) ) INO 1019ed) 10J 93Us[[BYO

Surk1res pue Surudisop Y {UONEINPI Ul SON[eA

$10J8INP Apnys | UQUM UOIEBONDS [BIOW I0F 1(S007) 4 ‘uddeyioy]

1odojondp 19Uoed) paseq maraul dnoid MITAIUI S1010Bd) Judpmys aredord % “IN ‘Sroquoun-g

wn[noLIny) sjuopnys §87 | -uonmnsul ¢¢ ‘sarreuuonsang) ‘KoAIng | S10JEONPI 1YOEBI} Op MOH IN “IN “OSWdIIA

Anoia ~§\bm
pup sa]0y
Juaudojaaaq

ANno1DY2g
pup 210y

s2110
\/,,1

sdopponpiy
A2YODI |

\/,,1

5224108 PID

POYIdIN

SND0,J/UONSING YIUDISTY

Anuno)

EIBli

156



APPENDIX

[[

(S10Yoed)
do1a10s01d Ut 93 pojmouy]

[eo1So03epad pue Juojuod

Ko®IN] JO JUSWIDOUBAPE

Apmys | oy 1roddns oym s1ojeonpd
MOTAIUL 1010Ba} AOBION] UT PUNOY
pue LoAIng sonienb oy ore yeyp

SMITATUT
‘a1reuuonsang)

L1

-9S1 “(Qos ‘uononysuy
pup Yo.10asay Aov.a11T
*S10)BONPI 1910}
AoeI| [enuanpur

Jo santend “(1102)
A0S % Y

[ ‘Bunox s T PloM

157



APPENDIX

o5pajmouy| dje[nnode

0} JOTISEBD J1 e 0)
OIB3SOI OY} OJUI SJUIWS[D
9jerodioour 0} uoneoNpa

"9%-9¢ (1)8¢
‘UOIDINPTT A2YODI ]
Jo puinop uoneonpa
19YOBa) Ul SAIpM)s

19U01B3SY 194oed) Ul YOIBdsal -J19S $s0I10B 23pajmou
SI19YoBd) Apmys-J9s 0} presar yium Sunemumody
Jo 1oyoea] REl R ENN | Kessg 1I0JJ9 UB 9q 219y} p[noys vsSn ((L007) Y ‘IPuyddZ
811 (DIC

UOIDINPS 42YIDI ]

(Surureay Jo jpuinop uvado.ang

(SIoYOEd) JUIpMIS 'S9[01 ,SI9YB)

01 9INQLIU0D AFpI[mouy JI0JUSW JO UOISUIXD

sIy) Jo uonerojdxa uy :o8pajmouy

oy pue Jo17dxad 1eonoeid Suneordxg

a8pajmouy [eonoeid “(8661) H °f ‘[PLQ UBA

SI97oBd) 22 [ [ WUNWIdDA N

Joeo) Kessg | 10juow Supjew UBD JRYA IN ‘doojIo A “y ‘Sunuez

‘869

SHom =699 (€601 ‘P12

19} 9AII0UOD SISO} 232]10)) s.42yoDa]

953} Op MOH (,Sdone1d ‘SuonensSNI OM ],

pue ‘sannuapl ‘sd[ox :Jooyos juotdojodp

SUOTJEAIOSQO MJU I13Y) 10N1SU0D A3y} [euorssajoid

‘syrodox Op MOH /Y] 0O yIom pauLioy A[mou &

oouspuodsariod 1197} SI0P JBYA (,SI9YORI) ur s10yoed) aA10adsord

-[rew-a 0} op [00yds judwdojarap UM JI0M SIdYOEBI)

sI07eI[IoR) [ ‘smararoiur ‘sojou [euorssojoid e ur 1ojuow 10N “(L00T)

yoeo) doejdyiom ¢ pIoY ‘[euinof Apmys ase) © FuIo09q S20p 1LY VSN ' ‘Aoddoy-1opus x

Anolavyag
pup sajoy
Juawdojoaa(

Anolavyag
pup $2]0y

s42Y10

sd01ponpiy
42402

§224n08 DIV(T

$ND0,J/U01ISING) Y2.1DISRY

Ayuno)

a1y

158



APPENDIX

¢ paystjdwoooe oq
SIY} P[NOD MOY ‘0S JI pue
SOIPNIS [ENPIAIPUI SSOIOR

159



REFERENCES

Atkinson, M. P. (2001). The scholarship of teaching and learning: Reconceptualizing scholarship and
transforming the academy. Social Forces, 79, 1217-1229.

Berings, M. G. M. C,, Gelissen, J. P. T. M., & Poell, R. F. (2004). What and how do nurses learn on the
Jjob? Similarities and differences among nurses in on-the-job learning. Paper presented at the
European HRD Research Conference, Limerick, Ireland.

Berry, A. (2007). Tensions in teaching about teaching: Developing practice as a teacher educator.
Dordrecht: Springer.

Beijaard, D., Meijer, P. C., & Verloop, N. (2004). Reconsidering research on teachers’ professional
identity. Teaching and Teacher Education, 20, 107-128.

Borg, S., & Alshumaimeri, Y. (2012). University teacher educators’ research engagement: Perspectives
from Saudi Arabia. Teaching and Teacher Education, 28(3), 347-356.

Boyer, E. L. (1990). Scholarship reconsidered: Priorities of the professoriate. Princeton, NJ: Carnegie
Foundation for the Advancement of Teaching.

Buchberger, F., Campos, B. P., Kallos, D. & Stephenson, J. (2000). Green paper on teacher education
in Europe. Umea Universitet, Umed, Sweden: Thematic network on teacher education in Europe.
Carter, H. (1984). Teacher of teachers. In L. G. Katz & J. D. Raths (Eds.), Advances in teacher

education, Vol. 1 (pp. 125-144). Norwood, NJ: Ablex.

Cochran-Smith, M. (2006). Teacher education and the need for public intellectuals. 7he New Educator
2, 181-206.

Cochran-Smith, M., & Zeichner, K. (Eds.). (2005). Studying teacher education: The report of the AERA
panel on research and teacher education. Mahwah, NJ: Lawrence Erlbaum Associates.

Coldron, J. & Smith, R. (1999). Active location in teachers’ construction of their professional identities.
Journal of Curriculum Studies, 31(6), 711-726.

Day, C. (1995). Qualitative research, professional development and the role of teacher educators:
Fitness for purpose. British Educational Research Journal, 21(3), 357-369.

De Jager, H., De Mok, A. L., & Sipkema, G. (2004). Grondbeginselen der sociologie: Gezichtspunten
en begrippen. [Basic principles of sociology: Perspectives and concepts.] Groningen: Wolters-
Noordhoff.

Ducharme, E.(1993). The lives of teacher educators. New York: Teachers College.

Eraut, M. (1994). Developing professional knowledge and competence. London: Falmer Press.

Fitzgerald, L. M., East, K., Heston, M. L., & Miller, C. (2002). Professional intimacy: Transforming
communities of practice. In C. Kosnik, A. Freese & A. P. Samaras (Eds.), Making a difference in
teacher education through self-study: Proceedings of the Fourth International Conference on Self-
Study of Teacher Education Practices, Vol. 1 (pp. 77-80). Toronto: OISE, University of Toronto.

Jansma, F. J. W. M., & Wubbels, Th. (1992). Elements that constitute professional teaching. In J.T.
Voorbach (Ed.), Teacher Education 8 (pp. 159-168). De Lier: Academisch Boeken Centrum.

Hoekstra, A., & Bakkenes, 1. (2004). Professional activities of teachers. Paper presented at the
Onderwijs Research Dagen [Dutch-Flemish Educational Research Conference], Utrecht, The
Netherlands.

Hoving, W., & Van Bon, J. (2010). De ISM-Methode. [The ISM Method.] Den Haag: Academic
Service.

Hoyle, E., & John, P. D. (1995). Professional knowledge and professional practice. London: Cassell.

Kallenberg, T., & Koster, B. (2004). De lerarenopleider als kennisontwikkelaar [The teacher educator as
a knowledge creator.]. Tijdschrift voor Lerarenopleiders [Dutch Journal for Teacher Educators],
25(3), 14-23.

Kirkpatrick, D. L., & Kirkpatrick, J. D. (2006). Evaluating training programs: The four levels (3rd
edition). San Francisco: Berrett-Koehler Publishers.

Klaassen, C., Beijaard, D., & Kelchtermans, G. (1999). Perspectieven op de professionele identiteit van
leraren [Perspectives on teachers’ professional identity]. Pedagogisch Tijdschrift, 24(4), 375-399.
Knoers, A. M. P. (1987). Leraarschap: Amb(ach)t of professie [Teacherhood: Skill or profession].

Assen: Van Gorcum.

161



REFERENCES

Korthagen, F. (2012). Over opleiden en reflecteren: Ongemakkelijke waarheden en wenkende
perspectieven [About teacher education and reflection: Unconfortable truths and beckoning
perspectives). Tijdschrift voor Lerarenopleiders [Dutch Journal for Teacher Educators], 33(1), 4-11.

Korthagen, F. A. J., & Kessels, J. P. A. M. (1999). Linking theory and practice: Changing the pedagogy
of teacher education. Educational Researcher, 28(4), 4-17.

Korthagen, F. A. J., & Lunenberg, M. (2004). Links between self-study and teacher education reform.
In J. Loughran, M. L. Hamilton, V. LaBoskey, & T. Russell (Eds.), International handbook of self-
study of teaching and teacher education practices (pp. 421-449). Dordrecht/Boston: Kluwer
Academic Publishers.

Korthagen, F. A. J., Kessels, J. P. A. M., Koster, B., Lagerwerf, B. & Wubbels, Th. (2001). Linking
practice and theory: The pedagogy of realistic teacher education. In F.A.J. Korthagen, J. Kessels, B.
Koster, B. Lagerwerf, & Th. Wubbels (Eds.), The pedagogy of realistic teacher education. Mahwah,
New Jersey: Lawrence Erlbaum.

Korthagen, F., Koster, B., & Lunenberg, M. (2011). Als lerarenopleider onderzoek doen en begeleiden:
(Hoe) moet dat nou? [Carrying out and coaching research: How do you do that?] VELON-VELOV
Congres [Dutch-Flemish Conference of Teacher Educators], Noordwijkerhout, The Netherlands.

Korthagen, F. A. J., Kim, Y. M., & Greene, W. L. (Eds.). (2013). Teaching and learning from within: A
core reflection approach to quality and inspiration in education. New York/London: Routledge.

Koster, B. (2002). Lerarenopleiders onder de loep: De ontwikkeling van een beroepsprofiel voor
lerarenopleiders en het effect van het kennisnemen daarvan op hun zelfdiagnose. [Teacher educators
under the microscope: The development of a professional profile for teacher educators and the
effects of examining this profile on their self-image.] Utrecht: IVLOS Universiteit Utrecht.

Koster, B., Korthagen, F. A. J., Wubbels, Th., & Hoornweg, J. (1996). Roles, competencies and training
of teacher educators: A new challenge. In E. Befring (Ed.), Teacher education for equality (pp. 397-
411). Oslo: Lobo Grafisk.

Kremer-Hayon, L., & Zuzovsky, R. (1995). Themes, processes and trends in the professional
development of teacher educators. In T. Russell & F. Korthagen (Eds.), Teachers who teach
teachers: Reflections on teacher education (pp. 155-171). London: Falmer Press.

Krishnaveni, R., & Anitha, J. (2007). Educators’ professional characteristics. Quality Assurance in
Education, 15(2), 149-161.

Lanier, J. E., & Little, W. J. (1986). Research on teacher education. In M. Wittrock (Ed.), Handbook of
research on teaching (pp. 527-569). New York: Macmillan.

Levine, T. H., & Marcus, A. S. (2010). How the structure and focus of teachers’ collaborative activities
facilitate and constrain teacher learning. Teaching and Teacher Education, 26(3), 389-398.

Loughran, J. J. (2006). Developing a pedagogy of teacher education: Understanding teaching and
learning about teaching. Abington, UK: Routledge.

Loughran, J. (2010). Seeking knowledge for teaching teaching: Moving beyond stories. Studying
Teacher Education, 6(3), 221-226.

Loughran, J. J., Hamilton, M. L., LaBoskey, V. K., & Russell, T. (Eds.). (2004). International handbook
on self-study of teaching and teacher education practices. Dordrecht: Kluwer.

Lunenberg, M. (2010). Characteristics, scholarship and research of teacher educators. In E. Baker, B.
McGaw, & P. Peterson (Eds.), International encyclopedia of education (3rd edition, pp. 676-680).
Oxford, UK: Elsevier.

Lunenberg, M., & Hamilton (2008). Threading a golden chain: An attempt to find our identities as
teacher educators. Teacher Education Quarterly, 35(1), 185-205.

Lunenberg, M. L., & Korthagen, F. (2009). Experience, theory, and practical wisdom in teaching and
teacher education. Teachers and Teaching, Theory and Practice, 15(2), 225-240.

McNiff, J., Lomax, J., & Whitehead, J. (1996). You and your action research project. London:
Routledge.

McNiff, J., & Whitehead, J. (2002). Action research: Principles and practice. London: Routledge.

Patton, M. Q. (2002). Qualitative research & evaluation methods (3rd edition). London/New Delhi:
Sage.

Rajuan, M., Beijaard, D., & Verloop, N. (2007). The role of the cooperating teacher: Bridging the gap
between the expectations of cooperating teachers and student teachers. Mentoring & Tutoring:
Partnership in Learning, 15(3), 223-242.

162



REFERENCES

Rajuan, M., Beijaard, D., & Verloop, N. (2010). The match and mismatch between expectations of
student teachers and cooperating teachers: Exploring different opportunities for learning to teach in
the mentor relationship. Research Papers in Education, 25(2), 201-223.

Randolph, J. J. (2009). A guide to writing the dissertation literature review. Practical Assessment,
Research & Evaluation, 14(13).

Russell, T. (2010). Self-study by teacher educators. In E. Baker, B. McGaw, & P. Peterson (Eds.),
International encyclopedia of education (3rd edition, pp. 689-694). Oxford, UK: Elsevier.

Russell, T., & Korthagen, F. A. J. (Eds.). (1995). Teachers who teach teachers: Reflections on teacher
education. London: Falmer Press.

Shulman, L. (1987). Knowledge and teaching: Foundations of the new reform. Harvard Educational
Review, 57(1), 1-22.

Shulman, L. S., & Shulman, J. H. (2004). How and what teachers learn: A shifting paradigm. Journal of
Curriculum Studies, 36(2), 257-271.

Strauss, A. (1987). Qualitative analysis for social scientists. Cambridge, UK: Cambridge University
Press.

Strauss, A. L., & Corbin, J. (1998). Basics of qualitative research: Techniques and procedures for
developing grounded theory. Thousand Oaks, CA: Sage.

Valli, L., & Tom, A. R. (1988). How adequate are the knowledge base frameworks in teacher
education? Journal of Teacher Education, 39(5), 5-12.

Van de Akker, J., & Nieveen, N. (2011). Hoe maak je een goed curriculum? [How do you design a good
curriculum?] Kennisbasis van lerarenopleiders [Knowledge base of teacher educators]. See
http://www.velon.nl/uploads/kennisbasis/curriculum/theoriecurriculumvraag2.pdf.

Van Doorn, J. A. A., & Lammers, C. J. (1984). Moderne sociologie [Modern sociology].
Utrecht/Antwerpen: Het Spectrum.

Van Tartwijk, J. W. F. (2011). Van onderzoek naar onderwijs, of de kunst van de toepassing [From
research to education, or the art of application]. Utrecht: Universiteit Utrecht.

Van Veen, K., Zwart, R., Meirink, J., & Verloop, N. (2010). Professionele ontwikkeling van leraren:
Een reviewstudie naar effectieve kenmerken van professionaliseringsinterventies van leraren
[Professional development of teachers: A review study into effective interventions in the
professional development of teachers]. Leiden, The Netherlands: ICLON / Expertisecentrum Leren
van Docenten.

Verloop, N. (2001). Guest editor’s introduction. International Journal of Educational Research, 35(5),
435-440.

Verloop, N., Driel, J. Van, & Meijer, P. (2001). Teacher knowledge and the knowledge base of
teaching. International Journal of Educational Research, 35, 441-461.

Wenger, E. (1998). Communities of practice: Learning, meaning, and identity. Cambridge: Cambridge
University Press.

Willemse, M. (2006). Waardenvol opleiden: Een onderzoek naar de voorbereiding van aanstaande
leraren op hun pedagogische opdracht [Value-based teacher education: A study on the preparation
of student teachers for moral education]. Amsterdam: Vrije Universiteit.

Wilson, J. (1990). The selection and professional development of trainers for initial teacher training.
European Journal of Teacher Education, 13(1 & 2), 7-24.

Zeichner, K. (1999). The new scholarship in teacher education. Educational Researcher, 28(9), 4-15.

Zeichner, K. (2002). Beyond traditional structures of student teaching. Teacher Education Quarterly,
59-64.

Zeichner, K. M., & Liston, D. P. (1996). Reflective teaching: An introduction. Mahwah, New Jersey:
Lawrence Erlbaum.

163


http://www.velon.nl/uploads/kennisbasis/curriculum/theoriecurriculumvraag2.pdf

ABOUT THE AUTHORS

Saskia Attema-Noordewier is a teacher educator at VU University Amsterdam. Her
main interests are reflection, coaching and the professional development of
teachers. She is always looking for a setting in which learning can take place
naturally and with inspiration. The central question guiding her work is: How can
people work, learn and live while in contact with their full potential? In addition to
her work at VU University, she works as a trainer and coach at the Institute of
Multi-level Learning (IML).

Jurrién Dengerink is a staff member at VU University Amsterdam and secretary of
the Dutch national committee of teacher education in research universities. His
research focus is the professional development of teacher educators. He was
involved in projects such as the development of a professional standard and
procedure for (self)assessment and registration for Dutch teacher educators and a
web-based knowledge base for teacher educators. Recently, he is a coordinator of
the Teacher Educator Academy, an initiative supporting the professional
development and research of teacher educators.

Janneke Geursen studied English Language and Literature and worked as an
English teacher in a school for secondary education. She started working as a
Foreign Language Methodologist at the Teacher Education Institution of VU
University Amsterdam in 1999. Since then she has gradually developed into a more
all-round teacher educator, teaching both methodology and curriculum design. In
2006 she was introduced to the world of Self-Study Research, which opened up a
whole new range of opportunities relating to the professional development of
teacher educators. She is an assessor for the Dutch Register of Teacher Educators.

Fred A.J. Korthagen is a professor emeritus of teacher education at Utrecht
University, the Netherlands. He specialises in the professional development of
teachers and teacher educators, and the pedagogy of teacher education. He
published a large number of articles and books on the integration of theory and
practice and on (core) reflection. He is also a senior-trainer and consultant and has
worked with many institutions all over the world. Fred Korthagen received
international awards for his scientific work, for example from the American
Association of Teacher Educators (ATE) and the American Educational Research
Association (AERA).

Bob Koster has worked as a social science teacher in a secondary school in the
Netherlands for over ten years. Since 1992, he has worked as a teacher educator at
Utrecht University, with a focus on the integration of theory and practice. In 1998
he started a new project on ‘the Professional Quality of Teacher Educators’ in
which a standard and procedure for (self)assessment and registration for Dutch

165



ABOUT THE AUTHORS

teacher educators was developed. In 2002 he defended his doctoral thesis
connected to this project. Bob Koster still works at Utrecht University and
furthermore as an associate professor of ‘Workplace Learning in Teacher
Education’ at Fontys University of Applied Science in Tilburg.

Mieke Lunenberg is an associate professor at VU University Amsterdam. Her
expertise is the professional development of teacher educators. She is convinced
that good education depends on good teachers, teachers who are taught by well-
informed and passionate teacher educators. She has had a leading role in several
projects for supporting the professional development of teacher educators. Mieke
Lunenberg supports colleagues who study their own practice, teaches in a
programme for teacher educators, and has given workshops and lectures for
colleagues in among others Belgium, Norway, Australia, South-Africa and the
USA. She wrote a considerable number of publications on the professional
development of teacher educators.

166



	CONTENTS
	SERIES EDITOR’S FOREWORD
	REFERENCES

	1. INTRODUCTION: WHY THIS BOOK?
	1.1. CONTEXT AND BACKGROUND
	1.2. GOAL OF THIS REVIEW STUDY AND RESEARCH QUESTIONS
	1.3. RELEVANCE FOR RESEARCH
	1.4. PRACTICAL RELEVANCE AND RELATION TO OTHER DEVELOPMENTS
	NOTES

	2. CONCEPTUAL FRAMEWORK
	2.1. TEACHER EDUCATOR
	2.2. PROFESSIONAL ROLE
	2.3. PROFESSIONAL BEHAVIOUR
	2.4. CRITICAL FEATURES

	3. METHOD
	3.1. EIGHT STEPS
	1. Create an Audit Trail
	2. Define the Focus of the Review
	3. Search for Relevant Literature
	4. Classify the Documents
	5. Create Summary Data Bases
	6. Identify Constructs and Hypothesised Causal Linkages
	7. Search for Contrary Findings and Alternative Interpretations
	8. Use Colleagues or Informants to Corroborate Findings
	Goal and concepts
	Context
	Method
	Completeness


	3.2. THE FINAL DATABASE
	NOTES

	4. RESULTS: CHARACTERISTICS OF THE PROFESSION
	4.1. SIX ROLES
	4.1.1. Teacher of Teachers and Researcher
	4.1.2. Coach
	4.1.3. Curriculum Developer
	4.1.4. Gatekeeper
	4.1.5. Broker
	4.1.6. Number of Studies for each of the Six Roles

	4.2. TEACHER OF TEACHERS
	4.2.1. Role and Behaviour
	I. Second order teaching
	1. The ability to work with adult learners in higher education
	2. The ability to articulate tacit knowledge and underlying theory

	II. Promotion of active learning
	3. Having a vision and being able to promote active (self-regulated) learning

	III. Modelling and making modelling explicit
	4. Two levels of modelling
	5. Modelling in practice
	6. Attention for the affective side of modelling

	IV. Dealing with tensions and dilemmas
	7. Tensions
	Critical features



	4.2.2. Professional Development
	I. Context
	1. Availability of a frame of reference

	II. Building on personal qualities of the teacher educator
	2. Personal qualities
	3. (Gaps in) Prior knowledge and experience

	III. Support
	4. Coaching by a mentor
	5. Learning from and with colleagues
	6. Participation in a community of learners
	7. Participating in a course

	IV. Research
	8. Studying one’s own practice
	Critical features




	4.3. RESEARCHER
	4.3.1. Role and Behaviour
	I. Views of the role of researcher
	1. Acknowledgment of the role of researcher
	2. Friction with the role of teacher of teachers
	3. Meaning of the role of researcher

	II. The practical elaboration of the role of researcher
	4. Lack of time, information, and support
	5. Ambivalence
	6. No research culture

	III. The focus of research
	7. Traditional research focus
	8. Research into one's own practices
	Critical features



	4.3.2. Professional Development
	I. Context
	1. Creating a research culture
	2. Making institutional expectations and requirements explicit
	3. Providing clear information
	4. Providing support
	5. Identifying and offering additional support and resources
	6. Planned and protected time
	7. Role models
	8. Collaboration structures
	9. Institutional reflection and reframing
	10. Writing

	II. Factors in the teacher educator-researcher himself or herself
	11. Developing personal qualities
	12. Broadening one's perspective

	III. Specific incentives to start as a researcher and to keep going
	13. A motivating focus
	14. Going public
	15. Rewards
	Critical features




	4.4. COACH
	4.4.1. Role and Behaviour
	I. The task of workplace facilitators
	1. Offering local knowledge
	2. Practical orientation: giving advice about curriculum and classroom practice
	3. Promoting reflection aimed at transfer

	II. The task of institution-based coaches
	4. The caring therapist
	5. Fading boundaries: overlapping tasks
	Critical features



	4.4.2. Professional Development
	I. Goals and context
	1. Towards a research-oriented attitude in the workplace facilitator
	2. A strong partnership between schools and the institution for teacher education

	II. Forms of support
	3. Training
	4. Communities of learners
	Critical features




	4.5. CURRICULUM DEVELOPER
	4.5.1. Role and Behaviour
	Variety of approaches and practices
	1. Societal discussions
	2. Principles guiding teacher education
	3. Curriculum development in practice
	Critical features



	4.5.2. Professional Development

	4.6. GATEKEEPER
	4.6.1. Role and Behaviour
	Variety of approaches and practices
	1. Standards and profiles
	2. Portfolios
	3. Assessment of school practices
	Critical feature



	4.6.2. Professional Development

	4.7. BROKER
	4.7.1 Role and Behaviour
	I. Goals of cooperation
	1. The student as the central focus
	2. Becoming a collective

	II. Competencies of the broker
	3. Shaping the role of broker
	Critical features



	4.7.2. Professional Development


	5. CONCLUSIONS AND DISCUSSION: Recommendations for Research and Practice

	5.1. SUMMARY AND CONCLUSIONS
	1. Teacher of teachers
	2. Researcher
	3. Coach
	4. Curriculum developer
	5. Gatekeeper
	6. Broker

	5.2. A REFLECTION
	5.2.1. Methodological Reflection
	5.2.2. Reflection on the Findings Concerning (the Behaviour in) the Various Roles
	Teacher of teachers
	Researcher
	Coach
	Curriculum developer
	Gatekeeper
	Broker
	A missing role?

	5.2.3. Reflection on the Status Quo in the Research
	The growing empirical basis for the profession

	5.2.4. Reflection on the Relation between Research and Teacher EducationPractices

	5.3. RECOMMENDATIONS
	5.3.1. Recommendations for Further Research
	1. A coherent research programme
	2. The professional behaviour of teacher educators
	3. Professional development
	4. Research into one’s own practices
	5. School-based teacher education and the role of broker

	5.3.2. Recommendations for Practice
	1. Use of this review study
	2. Enhancing professional development
	3. Trends in the pedagogy of teacher education
	4. Assessment and the role of gatekeeper



	6. THE DUTCH CASE: Quality Improvement in the Profession of Teacher Educators

	6.1. INTRODUCTION
	Occupation or Profession?

	6.2. PROFESSIONAL STANDARDS AND REGISTRATION PROCEDURE1
	6.2.1. The Project
	6.2.2 Research on the Project
	Method
	Results


	6.3. A KNOWLEDGE BASE OF TEACHER EDUCATORS
	6.3.1. The Project
	What is a Knowledge Base?
	The Development of the Knowledge Base

	6.3.2 Research on the Project
	Research questions and design
	Results
	Reflection


	6.4. A PROGRAMME FOR TEACHER EDUCATORS
	6.4.1. The Project
	Illustration: The module pedagogy of teacher education
	Overview of the Other Parts of the Programme

	6.4.2. Evaluative and Reflective Remarks about the Project

	6.5. THE FUTURE OF THE DUTCH CASE
	6.5.1. Summary
	6.5.2. Mission

	NOTES

	APPENDIX: OVERVIEW OF THE SELECTED STUDIES
AND THEIR CHARACTERISTICS
	REFERENCES
	ABOUT THE AUTHORS


<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Gray Gamma 2.2)
  /CalRGBProfile (Adobe RGB \0501998\051)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.3
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Perceptual
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 524288
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts false
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile (Color Management Off)
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 150
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 600
  /ColorImageDepth 8
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.01667
  /EncodeColorImages true
  /ColorImageFilter /FlateEncode
  /AutoFilterColorImages false
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 150
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 600
  /GrayImageDepth 8
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 2.03333
  /EncodeGrayImages true
  /GrayImageFilter /FlateEncode
  /AutoFilterGrayImages false
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 2400
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (None)
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /False

  /CreateJDFFile false
  /SyntheticBoldness 1.000000
  /Description <<
    /ENU <>
    /DEU <>
  >>
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [2834.646 2834.646]
>> setpagedevice




