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Strategies for evidencing teacher education are becoming increasingly important 

for the improvement of teacher education programmes. In this paper, the authors 

consider what we can learn from existing methods for measuring graduate and 

programme quality and how evidence has been used to examine graduate teachers’ 

acquisition of teaching competencies. The paper describes the findings from part of 

a national longitudinal study conducted in Australia to track graduate teachers’ 

level of preparedness and effectiveness across key dimensions of teaching 

competencies after they graduated from teacher education programmes. Using 

empirical evidence from the Longitudinal Teacher Education Workforce Study, they 

illustrate what programmes and systems can learn from graduate teachers’ 

perceptual data about their competencies in their initial years of teaching and those 

of their employers to inform areas of programme delivery for improvement to better 

prepare teachers for the workforce.  
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INTRODUCTION 

The quality of teacher education has become a hallmark of education reforms around the world. 

In today’s “outcomes” climate (Cochran-Smith, 2002), international debates focus on “how 

[teacher] preparation influences teachers’ effectiveness, especially their ability to increase 

student learning in measurable ways” (Darling-Hammond, 2006, p. 120). In the Australian 

context, teacher education has been the focus of state and federal policy investments via their 

Smarter schools – Improving teacher quality national partnership (TQNP) programme – all in 

the pursuit of a high-quality teaching workforce. The development of the Australian 

Professional Standards for Teachers (APST; AITSL, 2011a) and the national consistent 

accreditation of teacher education programmes and teacher registration are some particular 

government reform agendas reflecting this challenge (AITSL, 2011b). In more recent reforms, 

the Teacher Education Ministerial Advisory Group (TEMAG) was set up to provide 

commendations for addressing important issues in teacher education. The review report, 

released in early 2015, Action now: Classroom ready teachers, outlined 38 recommendations 

across five key themes for improvement: (1) strengthening quality assurance, (2) more rigorous 

selection for entry to teacher education courses, (3) improved and structured practical 

experience, (4) robust assessment of graduate teachers, and (5) improved national research and 

workforce planning (TEMAG, 2015). 

Evidence of teacher effectiveness can be a powerful tool for both programme improvement and 

overall improvement of system-wide teacher quality. There is an abundance of academic 

literature noting the importance of establishing quality assurance mechanisms to evaluate 

teacher effectiveness (Berk, 2005; Darling-Hammond & Snyder, 2000). In this increasingly 
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politicised landscape, teacher education institutions need to respond to calls to collect and utilise 

evidence – strategies to examine whether and how their programmes impact the graduates 

teachers in professional practice. There are currently about 450 teacher education programmes 

in 48 institutions preparing 80,000 student teachers across Australia (Mayer et al., 2013). 

However, we know little about the relative impact of the teacher education programmes and 

whether and how they are effective in preparing classroom-ready teachers. Whilst most 

programmes have in place various approaches to assess graduates’ teaching and learning during 

the course of their programmes, for example, university assignments, practicum reports and 

structured portfolios, few have assessed the extent to which graduate teachers are able to 

demonstrate their capacities to teach effectively in the actual school contexts. This paper argues 

for the need to understand what graduate teachers know and are able to do to inform the kinds 

of course characteristics that are more effective to better prepare teachers. Specifically, this 

paper aims to discuss how longitudinal assessment of graduate teachers’ experience, from 

graduation to teaching employment,  provides evidence for understanding graduate quality and 

the review of teacher education programmes. 

This paper discusses a sub-set of findings from a large-scale, national longitudinal study. The 

project, the Longitudinal Teacher Education Workforce Study (LTEWS), was an 18-month 

project that tracked the career progression of the 2011 cohort of graduate teachers at three time 

points after graduation from teacher education programmes across Australia. The LTEWS 

investigated graduate teachers’ career progression including their employment patterns, 

retention and attrition in teaching and their geographic and school sector mobility as well as 

graduate teachers’ views about the relevance and effectiveness of their teacher education for 

teaching employment over time. The data collection process gathered more than 6,000 graduate 

teacher surveys, interviews with over 60 graduate teachers working across school sites and a 

mapping exercise of over 400 teacher education programmes across Australia. This paper 

focuses on part of the survey findings of the LTEWS related to graduate teachers’ views about 

the relevance and effectiveness of their teacher education programmes. Specifically, it 

examines graduate teachers’ perceptions of their level of preparedness and effectiveness in key 

dimensions of teaching competencies. In the LTEWS, the profession-wide benchmarks of the 

Australian Professional Standards for Teachers (APST) were used as a basis for evaluating 

graduate teachers’ perceptions of their preparedness and effectiveness across key dimensions 

of teaching competencies. The perceptions of their principals were also sought to compare the 

views about the graduate teachers’ teaching competencies. 

ESTABLISHING STRATEGIES FOR MEASURING TEACHER LEARNING 

Debates on the importance of teacher quality for student learning outcomes have raised 

contention on the need to improve teacher preparation if the profession is to attract and retain 

high-quality graduates from schools and universities (Darling-Hammond, Chung & Frelow, 

2002; Ewing & Manuel, 2005; Ramsey, 2000). The major argument of this paper is that more 

coherent and cohesive strategies are needed to evidence programme quality, in ways that define, 

evaluate and assess teacher graduates’ competency to teach effectively in the classroom. Whilst 

teacher education institutions are increasingly developing assessment tools to evaluate 

programme and graduate outcomes, some past efforts have proven to be difficult for informing 

decisions about teacher quality, and how teacher preparation can best be improved to influence 

student learning.  
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There is growing evidence that well-designed performance-based assessments can both 

document and evidence teacher effectiveness and the quality of teacher education programmes. 

For example, the Stanford University’s edTPA requires teachers to document their instructional 

plans linked to state standards, videotape and critique lessons as well as collect and evaluate 

evidence of student learning. Proponents of such performance assessments advocate ongoing 

assessment in learning to teach, and build on the content taught in courses, professional 

experience practices during teacher education, professional development in the initial years of 

teaching and their influence on students’ learning (Allard, Mayer & Moss, 2014; Darling-

Hammond, 2010). Such assessments, based on teaching standards, are grounded in graduate 

teachers’ abilities to support student learning. The edTPA, for instance, focuses on teaching-

related performances that are embedded in professional practice and include a 3–5 day video 

that documents learning in teaching dimensions such as planning, instruction, assessment, 

analysis of teaching and academic language. These authentic assessments provide rich insights 

about graduate teachers’ abilities and their ongoing professional learning in schools. Although 

such measures professionalise the teaching profession through critical reflection of practice, 

evidence based solely on the preparation and rating of such teacher performance assessments 

do not adequately provide data and information about programme quality and review, 

Other developments have sought to make explicit links between teacher and programme 

outcomes through a focus on achievement data. Evaluations based on such student achievement 

test scores, or value-added models (VAM), measure the effects of teachers’ “instructional 

efforts” (Popham, 1997, p. 270), using pre- and post-measures of student assessment scores on 

nationally standardised tests and examinations to assess the performance of a teacher. However, 

such approaches that use value-added measures on the basis of pre- and post-measures of 

student learning raise questions about its validity in gauging individual teachers’ effectiveness 

(Berk, 2005; Guarino, Maxfield, Reckase, Thompson & Wooldridge, 2012; Hanushek & 

Rivkin, 2010). Researchers found teacher effectiveness as measured by pre- and post-test data 

highly unstable, with evident fluctuations from class to class and from year to year (Darling-

Hammond & Amrein-Beardsley, Haertel, & Rothstein, 2011). These inconsistencies arise from 

the unreliability of calculating an accurate estimate of teacher effectiveness several external 

factors are difficult to measure in VAM as they are outside of the teacher’s realm of control, 

including student IQ, family background, peer group and student motivation (Chetty, Friedman, 

Rockoff, 2014; Hanushek, 2011). Such models that focus solely on the use of student test scores 

to measure teacher performance are seen to undervalue the complexities of teaching (Bond, 

Smith, Baker & Hattie, 2000; Darling-Hammond & Bransford, 2005) and do not provide 

answers for specific programme improvement (Plecki, Elfers & Nakamura, 2012).  

Berk (2005) proposed the triangulation of evaluation data to provide a comprehensive picture 

of teacher effectiveness. In Singapore, the National Institute of Education developed a 

conceptual framework based on principles of quality assurance to inform teacher education 

programme improvement. The Quality Assurance Framework (Chong & Ho, 2009) developed 

data strategies to collect data of three key quality components – inputs (pre-service teachers), 

process (how they acquire knowledge and skills) and outcomes (professional practice). Multiple 

sources of evidence are used to evaluate programme quality, including data from admissions, 

teaching, learning and assessment, and graduate outcomes (Chong & Ho, 2009). In higher 

education contexts, these sources of evidence are important to evaluate overall organisational 

effectiveness. As Chong and Ho argue, such data has the potential to achieve the intertwined 

goals of organisational efficacy and programme delivery. To achieve this, there is a need to 

“identify quality components of programme evaluation and translate them into actual processes 

and performance indicators” (2012, p. 304). 
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Other forms of evidence are needed for large-scale systematic improvement and accountability 

(Mayer et al., 2013; Plecki et al., 2012). Such sources of data include the use of multiple 

measures such as student teachers’ entry into teacher education programmes, programme 

features, preparation experiences, abilities and skills, and employment, as well as decisions to 

stay or not to stay in teaching. The ACER study for Teaching Australia, conducted by 

Ingvarson, Elliott, Kleinhenz and McKenzie (2006) found that current practices of over 400 

programmes lack quality assurance mechanisms that effectively understand programme and 

graduate teacher outcomes. Ingvarson, Beavis and Kleinhenz’s (2004) study of the 

effectiveness of teacher education courses in Victoria investigated key data elements including 

aspects of the practicum, nature and depth of subject matter learning, subject matter and 

pedagogical training linkages, modelling and feedback on practice, opportunities for active 

learning and training in reflective practice, opportunities to learn about how students, training 

in diagnosing student learning needs and characteristics of teacher educators. The study 

administered survey questionnaires to elicit the perceptions of 2,667 teacher graduates about 

their effectiveness. Principals of these graduate teachers were also surveyed to represent their 

perspective about the graduate teachers’ effectiveness and the impact of their teacher education 

programme. Data from graduate surveys and their employers and direct observations of practice 

after graduate teachers had left the programme provided further data about their professional 

practice and decisions about teaching employment. 

Programme evidence through perceptual survey and interview data on what graduate teachers 

feel about their programme’s relevance inform programme improvement (Darling-Hammond, 

2006). The LTEWS, of which a part of the findings are discussed in this paper, is a significant 

development towards a national evidence base about teacher education courses in Australia. 

Extending the work of Ingvarson et al. (2004) and that of Louden and colleagues (2010), the 

LTEWS investigated graduate teachers’ preparedness and effectiveness and the relevance of 

their teacher education courses across all states and territories in Australia. Using key 

dimensions of teaching competencies, evidence collected included measures on teacher 

characteristics, programme structure and delivery, professional experience placements, skills 

and abilities, employment, and retention in teaching, as well as perceptions of preparedness on 

the part of graduate teachers and their employers. 

METHODOLOGY 

One of the challenges teacher education programmes faced is the lack of valid methods in 

specifying and evaluating teacher quality (Ingvarson & Rowe, 2007). This paper argues for a 

coherent collection of useful data about graduate teachers’ preparedness and effectiveness that 

can inform teacher education programmes about the impact of their course design and delivery 

on actual teaching practice.   

The LTEWS featured an interplay between large-scale quantitative data collection methods and 

small-scale qualitative interviews to assess graduate teachers’ teaching competencies in the 

early years of their career. The quantitative component was a longitudinal total population 

design, targeting this 2011 graduate cohort across all states and territories in Australia, and 

gathered responses from 36% of this population across all three rounds. The Department of 

Industry, Innovation, Science, Research and Tertiary Education (DIISRTE; 2011) award course 

completion figures for 2011 show that 16,533 initial teacher education programme completions 

were recorded. Table 1 below shows the response rates of the respondents from Rounds 1–3.  
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Table 1.  

Response rates of teaching and non-teaching graduate teachers from Rounds 1–-3. 

 

Round 1 Round 2 Round 3 

N % N % N % 

Teaching 900 74.0 2,217 84.7 1,830 83.9 

Not teaching 344 26.0 401 15.3 350 16.1 

Total 1,324 100.0 2,618 100.0 2,180 100.0 

In order to examine the relevance and quality of teacher education programmes across 

Australia, the LTEWS surveyed graduate teachers at three time points in their early teaching 

careers. The study tracked graduate teachers’ perceptions at six months, one year, and eighteen  

months after graduation. The study also collected survey data from school leaders of the teacher 

survey respondents. For the purpose of this study, the survey findings of graduate teachers’ 

preparedness and teaching effectiveness in the professional standards are discussed. The school 

leaders’ views are also discussed to draw comparisons about graduate teachers’ perceptions 

about their preparedness and effectiveness. 

RESULTS – LONGITUDINAL ASSESSMENT OF GRADUATE TEACHERS’ 

LEARNING 

As discussed, the longitudinal aspect of the LTEWS survey was to capture graduate teachers’ 

entry into, and possible exit from, teaching, but the data also highlighted changes in graduate 

teachers’ perceptions of their preparedness for teaching and how effective they felt in their 

teaching role, as measured by the seven Australian Professional Standards for Teachers 

(APST). The questions examining the two constructs, preparedness and effectiveness, asked for 

responses on a five-point Likert scale (1 = strongly disagree; 5 = strongly agree), and were only 

asked of those respondents who were teaching. 

Before discussing the results, it is important to highlight that graduate teachers’ perceptions of 

their preparedness and effectiveness across the professional standards may not reflect their 

actual practices or success with students in reality. This said, research has found significant 

correlations between teachers’ perceptions and their sense of self-efficacy as well as their 

retention in teaching (see Darling-Hammond, Chung & Frelow, 2002). To address this aspect, 

school leaders were asked how well they believed their graduate teachers were prepared for, 

and effective in, teaching, again measured by the seven standards of the APST provide 

perceptual comparison of the data. 
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Graduate Teachers’ Preparedness in Key Teaching Areas over Time 

The backdrop for this analysis emphasises learning, ongoing assessment and programme 

improvement. For the purposes of this paper, “‘preparedness” is defined as whether graduate 

teachers are equipped with the competencies to teach in the classrooms and “effectiveness” is 

how well they carry this out. The survey found that overall, graduate teachers felt very 

positively about their teacher education programmes. For each survey round, close to 75% of 

graduate teachers with teaching positions either agreed or strongly agreed that they would 

recommend their teacher education programmes to others. The results were consistent across 

all three rounds. Being employed as a teacher influenced their perceptions about their initial 

teacher education programmes. In Round 3, for example, 65% of graduates not teaching agreed 

that they would recommend their teacher education programmes to others compared to 79% of 

those with a teaching position. Of those not teaching, 21% would not recommend their initial 

teacher education programme. 

To measure graduate teacher preparedness in key teaching areas, Likert-scale responses to a 

46-item “preparation for teaching scale” were recorded in Round 1. This scale was constructed 

specifically for LTEWS and an associated Australian Research Council (ARC) study, Studying 

the Effectiveness of Teacher Education (SETE), and was based on the literature and previous 

research in the area of preparing teachers for teaching. For proficient analysis of these 46 items 

(such as cross-tabulating demographic information on the teachers to gauge averages, 

variability and correlations), the best approach (and most useful to the project’s needs) was to 

group the items into the seven teaching standards of the APST, that is, all the 46 questions about 

teacher preparation were grouped under the seven National Standards, using principal 

components analysis to identify the grouping of the scale items. Internal consistency, measured 

using Cronbach’s alpha, showed that each of the seven groups of items was a reliable measure 

for the seven APST. This enabled comparisons to be made between Round 1 responses and 

subsequent rounds, where graduate teachers were specifically asked about their preparedness 

for, and effectiveness in, the seven national teaching standards (rather than re-using the 46-item 

scale). 

Table 2 shows the results of graduate teachers’ level of agreement with their preparation in 

relation to the professional standards in all three rounds. For brevity and ease of reading, not all 

the five-point Likert scale responses are shown. “Strongly disagree” and “disagree” have been 

grouped together as have “strongly agree” and “agree”, and the “neither agree nor disagree” 

category has been omitted.  

The results revealed that graduate teachers generally felt positively about their preparedness in 

all the professional standards measured across all three rounds. Graduate teachers were more 

positive about their preparedness in the key teaching areas in Round 1 as compared to the later 

rounds, with the exception of “Know students and how they learn”, “Plan for and implement 

effective teaching and learning” and “Create and maintain supportive and safe learning 

environments”. 
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Table 2.  

Graduate teachers, by level of agreement with their preparedness in the APST. 

APST Round 1 Round 2 Round 3 

Disagree 

(%) 

Agree 

(%) 

Disagree 

(%) 

Agree 

(%) 

Disagree 

(%) 

Agree 

(%) 

Know students and how 

they learn 
6.0 72.2 7.2 77.7 9.9 72.6 

Know the content and 

how to teach it 
7.4 64.3 17.7 61.8 21.2 45.2 

Plan for and implement 

effective teaching and 

learning 

4.9 73.8 9.6 75.9 12.1 71.9 

Create and maintain 

supportive and safe 

learning environments 

10.4 62.0 8.8 74.4 10.5 71.4 

Assess, provide 

feedback and report on 

student learning 

7.0 71.1 24.4 54.4 24.9 52.5 

Engage in professional 

learning 
2.6 88.9 12.8 67.0 14.4 62.7 

Engage professionally 

with colleagues, 

parents/careers and the 

community 

9.3 58.2 35.6 36.8 35.7 35.3 

Note: Percentages for each round do not add up to 100 as the “neither agree nor disagree” category 

has been omitted to simplify the table for reading. 

On closer examination of teaching areas where graduates feel most prepared, the researchers 

examined areas with more than 75% of agreement and found inconsistent results as these areas 

changed over the three survey rounds. In Round 1, 88.9% of graduates felt that they were most 

prepared by their teacher education programmes in “Engage in professional learning”. In Round 

2, the two key areas in which graduates felt most prepared were “Know students and how they 

learn” (77.7%) and “Plan for and implement effective teaching and learning” (75.9%) and in 

Round 3, there were no key areas with more than 75% agreement. This suggests that graduates 

who felt most prepared were most likely to adjust their perceptions as they assessed the 

complexities of teaching with more classroom teaching experience and engagement in school. 

Obvious questions arise about whether graduates feel less prepared by their teacher education 

programmes for classroom readiness or if it is a case of feeling less prepared as they develop 

greater teaching expertise in their time in schools. Survey data may not entirely provide an 

accurate picture of this and the interview data from the LTEWS provided a meaningful way to 

examine this more closely (see Mayer et al., 2013 for the full report). 

Another interesting finding from the survey data is that while less than 10% of graduate teachers 

disagreed that they were prepared by their initial teacher education programmes in the areas of 

“Assess, provide feedback and report on student learning”, “Engage in professional learning” 

and “Engage professionally with colleagues, parents/carers and the community”, those who 

disagree increased more than three-fold by the time they were in their second year of teaching. 
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This was particularly so for the teaching area of engaging professionally with colleagues, 

parents/carers and the community where more than 35% of graduate teachers felt they were not 

well prepared by their second year into teaching. Graduate teachers felt that they were not as 

well prepared in the area of assessment and feedback as compared to other teaching areas with 

a higher proportion of disagreement (24.9%) for the area – “Assess, provide feedback and report 

on student learning” than in others. 

Graduate Teachers’ Effectiveness in Key Teaching Areas over Time 

The LTEWS research also examined the graduate teachers’ perceptions of their effectiveness 

in key areas of teaching. In Rounds 2 and 3, graduate teachers were asked to indicate on a five-

point Likert scale their level of agreement on their effectiveness on the seven statements of the 

APST. Respondents were not asked this question in Round 1. Table 3 shows the item percentage 

measuring effectiveness in the statements.  

Generally, graduate teachers perceived themselves to be as effective in both rounds, with more 

than 80% of them in agreement that they were effective in all teaching areas. They perceived 

themselves to be particularly effective in the areas “Know students and how they learn” and 

“Create and maintain supportive and safe learning environments”, with more than 90% 

agreement for both rounds. For “Assess, provide feedback and report on student learning” and 

“Engage professionally with colleagues, parents/carers and the community” more graduate 

teachers disagreed that they were effective in these areas compared to the other areas but this 

was still only less than 5% in both Rounds. 

Table 3.  

Graduate teachers, by level of agreement with their perception of effectiveness in the Australian 

Professional Standards of Teachers (APST). 

Australian Professional Standards for 

Teachers (APST) 

Round 2 Round 3 

Disagree (%) Agree  

(%) 

Disagree (%) Agree  

(%) 

Know students and how they learn 0.9 91.8 0.7 93.0 

Know the content and how to teach it 2.8 87.9 2.4 90.2 

Plan for and implement effective teaching 

and learning 
2.5 89.4 1.4 91.3 

Create and maintain supportive and safe 

learning environments 
1.9 91.4 0.9 92.4 

Assess, provide feedback and report on 

student learning 
4.8 78.8 3.1 64.6 

Engage in professional learning 2.1 87.1 2.4 87.8 

Engage professionally with colleagues, 

parents/careers and the community 
3.4 80.5 3.1 82.1 

Note: Percentages for each round do not add up to 100, as the 'neither agree nor disagree' category has been 

omitted to simplify the table for reading. 



 
 

ISSN 2382-5855 

Advances in Scholarship of Teaching and Learning, Vol.2, No.2, 2015. 

9 

 

This finding is consistent with the previous findings about graduate teachers’ level of 

preparedness. Graduate teachers feel less prepared and effective in the areas of assessment and 

feedback and engagement with colleagues, parents and the community as compared to other 

teaching areas. While it is useful to know graduate teachers’ views of how well they are 

prepared, it is critical to examine whether and how they can apply what they have learned in 

practice. Research has shown that “enacting” knowledge in practice is particularly difficult in 

teaching given that it is difficult to separate theory from practice (Kennedy, 1999). The 

relationship of these measures of performance in what graduate teachers learn (“what they 

know”), how they teach (“what they actually do”) and the link to student learning (“what 

works”) is an important question. However, this data alone does not sufficiently tell us if 

graduate teachers’ self-reported views about their level of effectiveness impacts on student 

learning outcomes. 

Research has shown that graduate teachers’ assessment of the utility of their initial teacher 

education programme changes over time. As discussed earlier, we want to know if the declining 

trends of graduate teachers’ preparedness across key teaching areas are functions of their 

increased experience and expertise. Interestingly, the survey results revealed that graduate 

teachers felt more effective in the seven areas of teaching than in feeling they were prepared. 

This disconnect reflects graduate teachers’ feelings of growing efficacy in teaching over time 

but also highlights the importance of thinking about learning to teach as a continuum of 

professional learning, learning that occurs in varying degrees at different times in universities, 

in schools and in communities. In the interviews, graduate teachers spoke about the importance 

of the professional learning setting of the school and also the need for teacher education to make 

explicit linkages between theory and practice.  

School leaders’ perceptions of the graduate teachers’ preparedness and effectiveness are 

important to triangulate the findings, as they provide a more objective view of graduate 

teachers’ preparedness and the extent to which they were effective in the classrooms. The 

figures below compare graduate teachers perceptions of their effectiveness in terms of the 

APST and what their principals thought of their effectiveness in Rounds 2 and 3. The principals 

of the graduate teachers who participated in the graduate teacher survey in Rounds 2 and 3 were 

asked to respond to a principal survey. They were asked what they thought about their graduate 

teachers’ effectiveness in the seven teaching areas of the APST. Only responses from graduate 

teachers where their principals also responded are included in the data, so results differ slightly 

from the tables above. 

Overall, principals felt that their graduate teachers were effective across all teaching areas in 

both Rounds 2 and 3. Comparing these two time points, the principals generally felt that the 

graduate teachers were more effective in almost all teaching areas by the time they were in the 

second year of teaching. 
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Figure 1. Graduate teachers and their principals, by percentage in agreement with graduate teachers’ 

effectiveness in the APST, Round 2. 

 

 

Figure 2. Graduate teachers and their principals, by percentage in agreement with graduate teachers’ 

effectiveness in the APST, Round 3. 
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The findings reveal that there is a strong consensus about graduate teachers’ effectiveness from 

both the principals and graduate teachers themselves, with more than 75% of both groups of 

respondents in agreement for all teaching areas in both rounds. Interestingly, while graduate 

teachers were less in agreement about their effectiveness in engaging professionally with 

colleagues, parents/carers and the community (30.6%), more than 80% of principals felt that 

they were effective in this teaching area. Research has shown that this is an area where teachers 

state they need more professional development (Doecke, Parr & North, 2008). On the other 

hand, whilst about 88% of graduate teachers felt that they were effective in their assessment 

and feedback on student learning, 81% of principals felt graduate teachers were effective in this 

area. 

CONCLUSION 

The perceptual data of graduate teachers’ level of preparedness and effectiveness across key 

areas of teaching competencies, as well as those of their principals provide useful lenses to 

inform programme quality. In the review of research, the paper identified elements to consider 

in evaluating graduates’ teaching competencies. As discussed earlier, some of these include 

measures on entry into teacher education programmes, teacher preparation experiences, specific 

programme and structural features, employment, teaching abilities and retention in teaching. 

Each kind of assessment tool has the potential to offer different insights into graduate teachers’ 

preparation experiences, progress and programme outcomes. Some of these tools are powerful 

measures for formative decisions while others are reserved primarily for summative decisions 

to present a comprehensive picture of teaching effectiveness. Having examined a range of 

strategies, it seems that there is no one single source of evidence that will be the panacea for 

measuring teacher and programme effectiveness. Rather, it is important to consider multiple 

measures that will allow a comprehensive perspective of evidencing what graduate teachers 

learn to teach and how a programme impacts on this process. In light of this, systems and teacher 

education institutions need to develop measures that take into account both the process of 

learning to teach in authentic ways, as well as wide-ranging data about graduate teachers’ 

characteristics, the assessment of their competencies and their impact on student outcomes. 
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