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Abstract

The thesis responds to how pre-service teacher education shapes novice teachers” sense of preparedness.
Qualitative research was conducted as a comparative case study scrutinizing three various pre-service
teacher education institutions in the Czech Republic. The Czech Republic currently faces a shortage of
teachers and thus a pressing need to solve the situation regarding standards in the teaching profession.
Two initial teacher education institutions portray traditional university settings, and the third institution
represents an alternate route to teacher certification. The main concepts of pre-service teacher education
and sense of preparedness are simplified to 5 comparison elements through the data analysis. The case
studies were scrutinized mainly through the data gained from 15 semi-structured interviews and online
questionnaires with 15 novice teachers. Findings show that “academically-oriented” parts of pre-service
teacher education enhance preparedness in different skills than “professionally-oriented” components of
initial teacher training. The main differences are visible between academic/subject knowledge and soft
skills. Furthermore, the thesis explains the importance and role of the admission process. Based on the
findings, the perceived sense of preparedness is enhanced mainly by teaching practice adequately
connected to other parts of the teacher training, interactive parts of education - thus seminars and
workshops, where knowledge sharing among colleagues happens, and by a variety of inspiring

instructors.
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Chapter 1 — Introduction

Pre-service teacher education is important for teachers” professional development and teachers’
effectiveness, and thereby strongly affects students’ learning outcomes (Avalos, 2011; Brown et al., 2014;
Darling-Hammond et al., 2005; Korthagen, 2011, 2011). Improving the preparedness of teachers has been
a policy priority in numerous countries, despite various political and economic challenges such as
insufficient budgets and high levels of teacher turnover and attrition (Darling-Hammond, 2017; Zuljan et
al., 2011).

Diverse international organizations, for example, the United Nations Educational, Scientific and Cultural
Organization (UNESCO), the World Bank, and the Organisation for Economic Co-operation and
Development (OECD), play a vital role in addressing the quality of teachers. OECD’s Teaching and
Learning International Survey (TALIS) has become a prominent tool to assess different facets of the
teaching profession (OECD, 2021b; Sorensen and Robertson, 2017). OECD’s influential publication
“Teachers matter” (2005) describes the significance of developing the teaching profession through better
education to ensure sounder learning of students. Reforming pre-service teacher education has been

considered a crucial element to adequately prepare teachers for their future work (OECD, 2017b).

Pre-service teacher education affects beginning teachers™ attitudes and competences in terms of their
sense of preparedness/readiness® (Allen, 2009; Boyd et al., 2009; Brown et al., 2014; Ingvarson et al.,
2007). 48 countries participated in the newest TALIS from 2018. The Czech Republic, upon which the
thesis focuses, is a relevant case study to further study teachers’ sense of preparedness. Less than a third
of Czech lower secondary teachers (including both novice and experienced teachers) in every measured
field responded to feel either prepared or well-prepared to handle the specific field in their profession. In

comparison:

» regarding “student behaviour and classroom management”, 30 % of Czech teachers responded to
feel prepared/well-prepared for this field, while the average of countries involved is 59.27%
(OECD, n.d. [2018]).

L1 tend to use interchangeably terms readiness and preparedness. | use either readiness or preparedness, when a) respecting
nuances of English b) referring to a particular piece of literature where one of the terms was used. The words are synonyms
(Cambridge Dictionary (2021).



* in “Information and communication technologies (ICTs) for teaching”, 27.7 % of Czech teachers
responded to feel prepared/well-prepared for this field, while the average of countries involved
is 48.2 %.

= regarding “Teaching in multicultural setting”, 9.7% of Czech teachers responded to feel
prepared/well-prepared, which is the second-lowest number of teachers feeling prepared for this
area among the participating countries. The average is 30.8 %.

= Czech teachers expressed the lowest feeling of preparedness to teach pupils with special needs
(only 18.8 %) among participating countries where an average in the sense of preparedness is
49.2%. (OECD, 2020, 2021a)

In every field mentioned above, Czech Republic was among the five countries where teachers expressed
to be the least prepared in comparison to other participating countries. Teachers also stated that the
respective field was not included in their formal studies. These results might be slightly misleading
regarding the current pre-service teacher education in the Czech Republic, as the respondents in TALIS
were both novice and experienced teachers. Notwithstanding critiques of instruments such as TALIS
(Robertson and Dale, 2015) these alarmingly low perceptions of Czech teachers' abilities and an important
role of teacher education in shaping those abilities, make it relevant to analyze the potential of pre-service
teacher education in the Czech context with regards to novice teachers” sense of preparedness.

1.1 Contextual description of pre-service teacher education in the Czech Republic

This thesis focuses on secondary school teachers. The most common way of becoming qualified to teach
at secondary schools in the Czech Republic is the attainment of a university master's degree in the field
of teacher education. Most fields are currently accredited as a combination of a three-year bachelor's
degree and a follow-up two-year master's program, where the curriculum of teacher training consists of
subject training and professional-pedagogical training. The qualification can also be obtained after
graduating from a non-teaching master's study field under the condition of a lifelong learning program
(or an alternative) aimed at preparing teachers of general education programs of the required school level
(EACEA, 2021).

With regards to the popularity of pre-service teacher education, in 2016, more than 33% of the
respondents intending to enroll in pre-service teacher education at a university in the Czech Republic did
not intend to teach at all, because many choose the studies as a path into higher education and a university
degree rather than into the teaching profession. Furthermore, 26% claimed they would potentially enjoy
teaching, but do not want to make a living from it. Hence, approximately more than half of applicants in
teacher education do not intend to teach. Among students who do not even intend to enroll in teaching
faculties, almost 20% of them would enjoy teaching but they are discouraged from considering teaching
careers by various factors (mainly low salary, perceived difficulty of the teaching profession, conditions

in schools, low prestige in society) (SCIO, 2016). Low interest in studying teacher education, and



becoming a teacher naturally results in a shortage of teachers. This is currently a problem in the Czech
Republic where schools would need approximately 6000 more teachers — such a situation led the Ministry
of Education to reduce the qualification requirements for beginning teachers in 2020 (CT24, 2020). In
2021, the “Pedagogical Chamber” (Pedagogickd komora) of Czech teachers initiated a vocal
disagreement against addressing the shortage of teachers by replacing teachers with professionals without
pedagogical education (Pedagogicka komora, 2021). | argue that the voice of teachers should be
considered when changing standards concerning teacher education and | reflect on this through my

research.

Looking at the history of Czech teacher education, it has significantly changed since the 1990s after the
end of the communist regime when the universities started to design preparatory teacher training using
diverse approaches in contrast to a unified approach before. Thus nowadays, as teacher education has
been deregulated, study programs vary from one teacher training institution to another. Notwithstanding
the variety, teacher education programs at universities usually have a significant academic and subject-
oriented component which might result in reduced space in practical preparation for teaching (Vasutova
and Spilkov4, 2011). Furthermore, the so-called trend of “deprofessionalization” in the Czech Republic
— mirroring global dynamics (Robertson, 2012) — has been observed in the last decades due to
“deprofessionalization” of teacher training and pre-service teacher education standards, among which is
visible inadequate admission process - thus not selecting future teachers based on characteristics relevant
for the teaching profession but rather based on testing subject knowledge: “The change in admitting is a
guestion of a system change in the professionalization of teacher training; it concerns the national system

of qualifications and the professional standard for teachers” (Vasutova and Spilkova, 2011, p. 203).

1.2 Purpose of the research

Considering previous research done by various scholars (Brown et al., 2014; Darling-Hammond et al.,
2005; Ingvarson et al., 2007), the sense of teacher preparedness/readiness of novice teachers is an
important aspect with regards to their effectiveness in the teaching profession. As already described
above, the Czech Republic is in a complicated situation considering the low interest of potential students
to enroll in teacher education as well as the perceived low sense of preparedness of Czech teachers in
TALIS.

I would like to contribute to the research focusing on how teacher education programs shape teachers
sense of preparedness. Furthermore, | consider it important to discuss the improvement of teacher
education with novice teachers and thus giving voice to them. The Czech context serves as a case study.
I explore two different facets of teacher education programs. Firstly, I scrutinize the aspects that are
crucial for novice teachers” readiness based on teachers” perspectives. The second facet, directly
connected to the readiness of teachers, focuses on the characteristics of the specific teacher training

designs and contents. Besides the teacher training design, | also include a governance component by



focusing on the admission process. Additionally, regarding the COVID-19 pandemic which significantly
affected the previous school year, such research might contribute to the literature showing relevant up-

to-date implications.

To sum up, | strive to identify how initial teacher education affects beginning teachers” sense of

preparedness. Thus, my main research question is:

» How does pre-service teacher education shape the sense of preparedness of

novice teachers?

The main research question entails two main concepts: sense of preparedness and pre-service teacher
education potential to prepare future teachers. With regards to these concepts, | formulate five sub-
questions. The following chapter further explains these concepts.

A comparative case study approach is held between a regular program delivered by either an institution
from a traditional university setting or an alternate-route initiative. This approach will allow me to
investigate the differences. When analyzing findings, besides the Czech context, | consider the specific

context of each teacher education program delivered by diverse institutions.
As this study has a character of a comparative case study, it is necessary to pose one more question:

» What differences are visible across diverse pre-service teacher education programs regarding
shaping novice teachers” sense of preparedness?

This question represents an overarching analytical angle for the research questions. To respond to the
main research question | employ a focused structured comparison (George and Bennett, 2005). The

research has a qualitative character built on a constructivist research paradigm.

1.3 Structure of the thesis

In the next chapter, | describe the study’s theoretical framework. Chapter Three explains the research
design — choice of research approach, cases” selection and their contextual description, data collection,
data analysis, positionality, ethical considerations, and limitations of research. The findings of the study
are described in the following chapter — they are divided into five comparison elements, and within-case

& cross-case analyses. Ultimately, Chapter Five is devoted mainly to discussion and conclusion.
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Chapter 2 — Theoretical framework

In the following part, | discuss key concepts and theoretical underpinnings from literature which informed
the study and shaped its research objectives. The main concepts crucial for the research are pre-service
teacher education potential through its recommended design and content, and the sense of teacher

preparedness.

2.1 Pre-service teacher education potential

Pre-service teacher education usually is the first step that future teachers take on their way to the
teaching profession as a conscious decision to prepare for becoming a teacher. Thus, initial teacher
education plays an important role in the professional development of every certified novice teacher.
Darling-Hammond et al. (2005) claim that teacher preparation is significantly related to the teachers’
effectiveness and quality — their findings showed that uncertified Teach for America? novice teachers is
less effective in their profession than certified teachers. Also, findings from other studies investigating
students or graduates of pre-service teacher education in terms of their perceptions of their preparedness
show a significant effect on the sense of preparedness by pre-service teacher education (Brown et al.,
2014; Ingvarson et al., 2007). Initial teacher education's impact on novice teachers is thus very noticeable.

Regarding pre-service teacher education potential, its quality is a central dimension.

A variety of sources endorse a very similar approach towards pre-service teacher education
potential, and thus quality. They emphasize that teacher education is crucial for teacher quality. Good
pre-service teacher education quality, and thus the adequate quality of teachers, ought to be ensured by
establishing sound professional standards (Caena, 2014; Darling-Hammond, 2017; Suchankova, 2007).
Researchers identified a correlation between countries with high-quality arrangements in teacher
education (for instance in Chinese Taipei or Singapore) and better achievements of students, whereas the
opposite has been found in countries with weaker quality assurance arrangements (e.g. Georgia and Chile)
(Ingvarson and Rowley, 2017). A sound example of a country with high standards for teacher education

as well as the quality of teachers is Finland (Sahlberg, 2007). Finland has become renowned in the

2 Teach for America — non-profit organization recruiting college graduates to commit to teaching for a certain period,
it provides an alternative route to pre-service teacher education (Teach for America, 2021).
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education field for its remarkable results of its 15-years old students in PISA testing. With regards to
PISA, another recent research showed that achievement in this international assessment is partly
determined by the quality of teachers in the country (Ozer, 2020). Compelling evidence coming from
various and specific cases shows the importance of high standards in pre-service teacher education, as
these affect teacher effectiveness.

Furthermore, standards in education quality are often defined by international actors and the
education system quality is frequently evaluated by performance in international assessments.
International organizations thus tend to advocate the “best practices™ in education. OECD is a vocal actor
(Auld and Morris, 2016; Sorensen and Robertson, 2017). Hence, for this research, | consider the OECD
Teacher Education Pathway model promoted through OECD Initial Teacher Preparation study to explore
what high-quality pre-service teacher education means (OECD, 2017a). The conceptual framework
OECD Teacher Education Pathway regarding the quality of teacher education systems consists of 6
themes where 4 relate to initial pre-service teacher education, namely: “a) attracting candidates into initial
teacher education (ITE) programs b) selecting the most suitable candidates into ITE programs c)
equipping prospective teachers with what they need to know and do d) delivering initial ITE programs
effectively” (OECD, 2017b, p. 4). These four criteria form the core dimensions through which | look at
pre-service teacher education quality. | consider the first two criteria — attracting candidates into teacher
education programs and selecting candidates — as the ‘admission process’. The third and fourth criteria —
adequately equipping future teachers as well as delivering the teacher training effectively — will be

considered as ‘effectiveness of pre-service teacher education’.

2.1.1 Admission process

Attracting candidates who are suitable to become prospective teachers and thus will contribute to the
teacher quality is crucial (OECD, 2017a). Numerous scholars suggest that as a basis for quality initial
teacher education, it is necessary to scrutinize selecting potential candidates (Barber and Mourshed, 2007;
Boyd et al., 2009; Darling-Hammond, 2017; Ingvarson and Rowley, 2017). And thus, research related to
the admission process to the teacher education institution is relevant, as the admission is the first official
step that allows the applicants to begin their way to become certified teachers. A study that scrutinized
both traditional and alternate-route pre-service teacher education claimed that “when trying to identify
what aspects of the preparation contribute to teacher effectiveness in the classroom, we do need to control

for differences in teachers’ entering characteristics” (Boyd et al., 2009, p. 433).

Countries that achieve high results in PISA were studied with regards to the recruitment of future teachers
and it was found that “the top-performing school systems we studied recruit their teachers from the top
third of each cohort that graduate from their school systems; the top 5% in South Korea, the top 10% in
Finland, the top 30% in Singapore” (Barber and Mourshed, 2007, p. 19). For example, in Finland entry

requirements to the universities are high and complex, teacher education combines research and practical
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components, and last but not least, teaching is a very appealing profession — hence the universities tend
to attract and thus select high-quality candidates (Darling-Hammond, 2017; Sahlberg, 2007). It has been
found that among the high-quality education systems, a high level of academic achievement (e.g. high
levels of numeracy and literacy) is usually among the basic important criteria in the admission process.
Nonetheless, other criteria, potentially more relevant with regards to the teaching profession, such as
communication skills and motivation for teaching are crucial characteristics when selecting future
teachers (Barber and Mourshed, 2007; Ingvarson and Rowley, 2017). To select suitable high-quality
candidates that will be capable of teaching in complex practice, Heinz (2013) claims the importance of
“broadening the selection criteria to include some indicators of personal qualities, attitudes, cultural

responsivity and commitment to the teaching career (Heinz, 2013, p. 112).

Selecting suitable candidates for future teachers appears to be a very relevant criterion when considering
the effectiveness of pre-service teacher education (Boyd et al., 2009). Numerous faculties of education in
the Czech Republic conduct an admission process under which future students are admitted to teaching
programs based on solely subject knowledge tests while motivation, personality, and other important
aspects of the teaching profession such as “pedagogical talent” are not taken into account. Consequently,
entry requirements of this nature seem to contribute to the deprofessionalization of the teaching profession
(Vasutova and Spilkova, 2011).

2.1.2 Pre-service teacher education effectiveness

The literature discusses a variety of factors when analyzing what is crucial and effective in initial teacher
education. Darling-Hammond (2006), expresses the inherent complexity of designing teacher education.
Furthermore, the importance of practice during pre-service teacher education is considered very
important, notwithstanding, it is necessary to link the practice to a “strong core curriculum” to overcome
the gap between theory and practice (Darling-Hammond, 2006). An approach of learning theory first and
conducting practice later has been in many countries “traditional”. Nonetheless, in various teacher
education programs it has been replaced by a “practice first, theory later” approach (Korthagen, 2011).
Korthagen (2011) deduced that approach of focusing at first solely on practice is inadequate, as it is
important to connect theory with practice adequately. Furthermore, reflection as a part of the teaching-
learning process as well as the ability of self-reflection plays a vital role in the effectiveness of teacher
education (Korthagen, 2016). Regarding the importance of practice, considering the German teacher
preparation system, experiences from the school environment seem to be decisive with regards to
adequate “general pedagogical knowledge” of future teachers. The research found that students
significantly enhanced their pedagogical knowledge after the practical component of the study which

followed the theoretical preparation (Konig, 2013).

One study has been particularly inspirational regarding this research as it emphasized the potential of

comparison between different teacher education programs — both alternate and traditional — through
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discovering specific characteristics and differences of the programs. The study found that for diverse
routes to education, learning practical knowledge, supervised student teaching practice, and studying
local school curricula were considered one of the crucial parts of program design regarding producing
higher student achievement (Boyd et al., 2009). Nonetheless, there have been different results when
comparing certified teachers who received education in either alternate-route or traditional institutions
(mainly universities) in various studies depending on the focus of the study (Boyd et al., 2009; Lowery
etal., 2012; Uriegas et al., 2014).

Clinical practice is considered very relevant. The concept of clinical practice in teacher training is based
on reflected practice implemented in a clinical school in the context of cooperation between schools and
universities & students (of pedagogy) and teachers/mentors/tutors (Darling-Hammond, 2014; Spilkova et
al., 2015). Regarding specifically inclusive settings, teachers declared to feel prepared better to teach
students with special needs if they received practical training (not necessarily in formal education)
regarding teaching students with disabilities (Kahn and Lewis, 2014). Novice teachers in certain research
claimed that during their first year of teaching they appreciated the practical part of their studies over the
theory and that it is necessary to acquire competences regarding all facets of teaching, not only the content
of the subjects (Allen, 2009). There is evidence that teachers feel prepared to teach during their first year
of teaching when they have been given a deep understanding of the content knowledge they are expected
to teach and methods regarding teaching and linking specific content (Ingvarson et al., 2007).

Furthermore, an effective learning environment emerges as an important component of the initial teacher
preparation program. If the learning environment acknowledges the importance of engagement of
students and consequently students adhere to effective learning principles, pre-service teacher education
can be improved (Conner and Sliwka, 2014). The importance of an effective learning environment has
been emphasized with regards to peer learning and tutoring (Schleicher, 2011). Schleicher (2011) also
underlined the importance of understanding teachers” perspectives, when improving teacher education.
A concept of “effective learning environment” as a factor contributing to effective teacher preparation
has not been extensively explored. Despite this, | see it as a sound overarching concept that might help to
simplify the complexity of a variety of factors present in an efficacious initial teacher preparation

program.

2.2 Sense of preparedness

Generally, those teachers who were satisfied with the practical part of their studies report higher levels
of teacher readiness (Mohamed et al., 2016). Nonetheless, there is a variety of competences that appear
to be important for the sense of readiness. Competences seem to be more frequently emphasized regarding
the preparedness than identity or attitudes of a “prepared teacher”. Teacher readiness/preparedness can
be understood through the international teacher competences framework that consists of content

knowledge, skills, and attitudes/behaviors (Mohamed et al., 2016). Understanding that not solely
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competencies can grasp the sense of preparedness, it might be important to focus also on the identity of
teachers (Korthagen, 2004). Especially considering that competence is a synonym for “ability” or “skill”,
we might need to ask “Who is a prepared teacher?” besides the question “What does a prepared teacher
need to know?”.

2.2.1 Competences of a prepared teacher

Diverse lists or group of key competences regarding teacher preparedness have been formed by
international institutions (e.g. TALIS OECD, European Commission) or by diverse scholars, frequently
with a focus on the importance of a specific set of competences — e.g., digital (Rekenes and Krumsvik,
2016), intercultural (Cushner and Mahon, 2009; Dervin et al., 2019), subject knowledge (Mitchell and
Lambert, 2015), classroom management (O’Neill and Stephenson, 2012), or inclusive (Navarro et al.,
2016).

Evaluating various teacher key competences” frameworks, it seems that a very comprehensive list of
teacher competences has been framed with an international perspective by the scholars Mohamed,
Valcke, and De Wever (2016) with the use of the OECD, UNESCO, European Commission documents,
relevant academic literature basis, and consequently scrutinized through a quantitative analysis. The list
of international teacher competences includes: “1. Knowledge of curriculum and subject matter, 2.
Instructional planning and strategies, 3. Effective use of teaching materials and technologies in facilitating
students’ learning, 4. Commitment to promoting the learning of all students, 5. Managing students and
learning environment, 6. Knowledge of diverse students, including special needs, and how they learn, 7.
Adapt teaching to respond to the strengths and needs of all pupils, 8. Effective collaboration with
colleagues and partnering with parents, social services and the community, 9. Professional growth and
development, 10. Willingness to try new ideas and strategies, 11. Exercising personal integrity and legal
responsibilities.” (Mohamed et al., 2016, p. 7). This competence framework belongs to the core aspects
of my data analysis as it informed this research to a big extent with regards to the creation of data
collection instruments (semi-structured interviews and online questionnaires). The list aligns with the
recommendations for teacher preparation published by OECD (Schleicher, 2011) and European

Commission (Caena, 2014).

2.2.2 ldentity of a prepared teacher

Korthagen claims that solely competencies do not define a good nor a prepared teacher. He emphasizes
that besides competencies, there are teacher beliefs, identity, and mission (why the person decided to
become a teacher?) which are crucial. He examines the importance of teacher identity regarding teacher
education (Korthagen, 2004). This connects to the above-described importance of the admission process
and thus the potential of future teacher candidates to develop an authentic teacher identity. Learning how

to become a teacher, which is often unconscious, includes motivational, emotional, and cognitive levels
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(Korthagen, 2016). Pravdova states that one of the important conditions to become a successful teacher
is a teacher’s identity in a form of a “positive professional self-concept” and claims the importance of
nurturing such an identity during initial teacher education (Pravdova, 2013). An example of a paradigm
that can form a teacher's identity positively is the concept of academic optimism. Academic optimism
can be considered an attitude, which is built on 3 pillars — a sense of efficacy, trust in students and parents,
and academic emphasis. Research indicated that being academically optimistic brings positives for
teachers in terms of resilience regarding potential problems in teaching while supporting students
effectively (Beard et al., 2010; Woolfolk Hoy, 2012). Recent research in the Czech Republic showed a
positive correlation between the academic optimism of teachers and the achievement of the students
(Strakova et al., 2021). Therefore, besides competences, it seems important to focus on how teacher
identity and motivation are fostered during pre-service teacher education, which is also significant

regarding teacher quality and ability to improve students” achievements.

In conclusion, the literature review helped me to identify the main priorities in research relevant to initial
teacher education as well as concepts essential for the analysis and also for the creation of questionnaires
(semi-structured interview and structured online questionnaire). Thus, the main concepts that help me to
explore this topic are “sense of preparedness” — including competences and teacher identity — and “pre-
service teacher education” understood through the concepts of the effectiveness of initial teacher

education and the role of the admission process.
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Chapter 3 — Research Design and Methodological Framework

As | focus on the perspectives of novice teachers rooted in their experiences of a particular type of pre-
service teacher education, | chose the qualitative approach to research. Furthermore, | consider my
research paradigm related to constructivism, as all the data collected and analyzed come from the
guestionnaires or interviews with teachers, the questions explored are broad to leave space for the
participants to construct the meaning and also, the main source of knowledge is based on individual
teachers” experiences and their points of view (Creswell and Poth, 2016). This part of the thesis explains
the core elements of the research design: a comparative approach, case selection and the contextual

characteristics, data collection methods, data analysis, ethical principles, and limitations.

3.1 Research questions

As a reminder, this study explores the main research guestion:

» How does pre-service teacher education shape the sense of preparedness of novice
teachers?

There are two main concepts: At first, novice teachers” sense of preparedness which is related to prepared

teacher definition and subjective preparedness of novice teachers.

Table 1 — Summary of Concepts, Comparison elements, and Sub-questions

Prepared teacher What makes for a prepared teacher according to novice teachers’
Sense of definition perspectives?
preparedness Subjective | 0 prepared do the novice teachers feel after finishing pre-
preparedness of novice . :
service teacher education?
teachers
Beneflua_l aspects of Which aspects of teacher education help future teachers to prepare
pre-service teacher . .
. . for their profession?
Pre-service education
teacher Pre—s:dr\lj::c;ige:cher Which aspects of teacher education present limitations for future
- - - 7
edout(é‘?]ttli(;? shortcomings teachers to prepare for their profession?
P Role of admission What is an adequate type of entrance exam for the selection of
process future teachers?
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Secondly, pre-service teacher education potential, and its effectiveness in connection with the perceived
benefits, shortcomings, and the role of the admission process. To respond to the main research question,

| formulated 5 sub-questions as described in Table 1.
As this study has a character of a comparative case study, one more research question is posed:

» What differences are visible across diverse pre-service teacher education programs regarding
shaping novice teachers” sense of preparedness?

This question presents an overarching analytical angle for the research questions. The two main concepts
—novice teachers™ sense of preparedness and pre-service teacher education potential — are meaningful
moreover with regards to the comparative nature of this study as they help to establish significant

functional equivalents, which are comparable among each other (Esser and Vliegenthart, 2017).

3.2 Comparative research approach

Considering a variety of teacher education features affecting teachers” preparedness, it is important to
scrutinize the effectiveness of these features both individually and as a whole (Mohamed et al., 2016). A
comparative character provides an opportunity to consider specifics of different types of pre-service
teacher education and hence to explore a phenomenon of shaping a sense of preparedness in novice
teachers in greater detail while describing and finding links between apparent similarities or differences
across the cases (Fairbrother, 2005). Furthermore, given that different characteristics of teacher education
can have varying effects on student teachers’ readiness for their profession, it is important to consider the

efficiency of these characteristics both individually, and as a whole, to complement the learning process.

In terms of research design, | conducted comparative qualitative case study research and used an approach
of focused structured comparison by George and Bennett (2005). The method is composed of the
“structure”, which consists in writing “general questions that reflect the research objective and that these
guestions are asked of each case under study to guide and standardize data collection, thereby making
systematic comparison and cumulation of the findings of the cases possible” (George and Bennett, 2005,
p. 58). This comparative approach is also “focused” because it focuses only on specific features of the
scrutinized cases (George and Bennett, 2005). Esser and Vliegenthart further claim that “For case studies
to contribute to cumulative development of knowledge and theory they must all explore the same
phenomenon, pursue the same research goal, adopt equivalent research strategies, ask the same set of
standardized questions, and select the same theoretical focus and the same set of variables.” (Esser and
Vliegenthart, 2017, p. 5).

Regarding the structure of this comparison, | identified the phenomenon (novice teachers” preparedness
shaped by pre-service teacher education), 5 sub-questions (as seen in the table 1), and comparison

elements to cumulate the findings separately for each case but also comparatively among each other.
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Comparable elements are established to be commensurable among each other while reducing the

complexity of the topic in order to answer the research question (Esser and Vliegenthart, 2017).

3.3 Case selection and contextual characteristics
This section explains the case selection and summarizes seven criteria that have been chosen as important
with regards to the context of pre-service teacher education held in three diverse institutions in the Czech

Republic.

3.3.1 Selection of institutions

For case selection, | decided to employ a strategy of choosing two similar cases (pre-service teacher
education in a traditional university setting), and the third case noticeably different (an alternative pre-
service teacher education fostered by a non-profit organization) (George and Bennet, 2005). Thus, two
scrutinized institutions provide academically-oriented university programs. Institution 1 and Institution 2
then represent academically-oriented foundations providing pre-service teacher education leading to
becoming a qualified teacher through a master's program at renowned public universities. On the other
hand, Institution 3 provides a pre-service teacher education accredited as a form of life-long learning
through cooperation between a non-profit organization and a private university. It is an alternate-route

initiative that is considered more professionally than academically oriented.

I decided for such a case selection to grasp diverse types of pre-service teacher education in the Czech
Republic and at the same time focus both on alternate-route and traditional university setting teacher
training, as scrutinized in different studies in the past (Boyd et al., 2009; Lowery et al., 2012; Uriegas et
al., 2014). The study has a qualitative character, therefore | decided to scrutinize solely 3 institutions to

provide in-depth analysis considering the context of each institution.

3.3.2 Contextual Characteristics

Contextual descriptions are crucial for understanding profoundly the case studies and interpreting the
results of comparative analysis (Esser and Vliegenthart, 2017). Thus, the differences in the institutions”
context providing diverse pre-service teacher education programs are crucial. The basis for the contextual
set of elements can be found in the theoretical framework. The first three criteria — Type of Institution,
Institution History & Vision of Institution — are seen as important for the general background of each case
study and thus understanding profoundly motivations and approach of each institution in educating future
teachers. The criteria Structure of Studies, Admission Process, Curriculum, and Teaching Practice are
considered relevant with regards to how teacher education is formed at each institution and thus what the
respondents in this research underwent during their pre-service teacher education. All the information

about teacher education at selected institutions is relevant to the period when the respondents of this
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research studied their pre-service teacher education program. The details of the selected institutions were
gained mainly from the semi-structured interviews and online questionnaires and the information has
been verified through the official information available online. Notwithstanding, the official titles and

sources relevant to the institutions have been removed to reassure full anonymization and to respect

confidentiality to the participants (Thomson et al., 2005).

Table 2 — Contextual Elements of Institutions

Contextual Institution 1 Institution 2 Institution 3
Institution 1 is a faculty of A r_lon-profit organization' striving
1) education at the university. It is | tnis  institution (Faculty  of to innovate Czech education. The
Type oriented mainly on pedagogy and Education) focuses mainly on organlgatlon launched d'lvers.e
teacher  training  but  also . educational  programs, it s
of hasi h and academi professional teacher development. accredited as a teacher education
Institution | €MPNasIZES research and academic | ¢ natyre js also research-oriented. | &> :
approach. institution through cooperation
pp : J i
with a private university.
Institution 3 was created with a
2) Several institutional changes and reforms have been taken since the ];On%us iﬁ?]of/(;(t:ilg:\semifprggmzrc:ﬁ
T foundation of both faculties after World War Il. The institutions have relativelv recently. The teacher
i been important teacher education providers for decades. Fuvely y.
History training has been accredited by the
Ministry of Education.
Thle |r'15t|tut|on CUEEEE d3 ”.‘a"} A priority is teachers” professional | The vision of Institution 3 is to
values. ﬁpen access .t(?]e ucat_|on, development as a part of pre- | contribute to the improvement of
PRI = X wel vaélous service teacher education and their | the education system in the Czech
3) |ns3|tut|or?s & _et:/veen stl{b_elr_lts subsequent professional growth. | Republic as it focuses on
Vision aln BRI sgua responsi Ik;tly The emphasis is set on quality in | developing innovative programs
of 330 | connecte A o suital_na '® | teaching and pedagogical work as | for teachers and principals. The
Institution fve gpment. " n erpp §S|s”|s well as high standards in scientific | organization claims  that
place d ond : ed professiona y]: activities. It is also focused on the | improvement in children's
onep]te and academic training of | 4o\ elopment of other pedagogical | education and development is at
SR, staff. the center of theirs mission.
A two-year-long program
dedicated to university graduates
The structure of studies is typical for a university. Respondents who | from mainly non-pedagogical
studied at the institutions are certified teachers at secondary schools | fields who need skills and
(lower and upper level) after graduating from the MA program. knowledge to teach subjects in
. h . h instituti | lower and upper secondary
Pre-service teacher master's programs at bot institutions are equal to | ¢ o o1c related to their previous
120 credits (ECTS) in 2 years of full-time studying. An approximate studies. It is accredited as a part of
4) amount of study hours for 1 ECTS usually equals from 20 to 30 hours - Iifeloné learning education as a
Structure this includes an assumed workload overall, not only the contact hours part-time form of study. The
of (e.g. hours spent at seminars) (Atack, 2021). Offered courses/lectures are program of Institution 3 cénsists
studies di_vided between 1. compulsory courses 2. compulsory-optional courses of compulsory parts (student
(list of courses related to the study field, students must select some) 3. articipation must be at least
ional courses (offered by the university, not necessarily relevant to P pauon must ;
ohptlon?j_ J 75%). Participation in the optional
the studies). parts (e.g. excursions abroad) is
Furthermore, a thesis — an academic written task devoted to research — Vr? Iu_nt_ary. '.A‘n equll(vslenctj b ha
is an essential part of each master's program. LneelB s UL Sl eassl o s
teaching  practice, theoretical
knowledge learned in the program
and literature.
The admission process at the BA | BA programs (different versions): | The ~evaluators —consider the
level consists of testing verbal, | @ NnO entrance examination if applicants’ intentions to teach at
numerical, analytical, and critical | above-standard results at high | least part-time in secondary
5 thinking. school graduation exam schools.
Admi)ssion b) testing wverbal, numerical, | The admission process is divided
Process At the MA level, there is a written | analytical, and critical thinking into two rounds:
exam of  pedagogy and | c) Written exam from the subject | 1. A motivational essay and a CV.
psychology. field 2. Presenting teaching in practice
MA programs: test divided into | in the class based on a pre-
two parts submitted assignment —
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1) Written exam - subject field
2) Written exam - pedagogy and

psychology.

everything is observed by
evaluators. Afterward, an
interview with the evaluators.

6)

Curriculum

A curriculum differs to some
extent regarding the respondents”
specializations. It consists of a
“Common base” (Pedagogical-
psychological  preparation) -
lectures and seminars compulsory
for all the teaching programs.
Regarding all types of courses
(compulsory, compulsory-
optional or optional) there is a
various offer of courses in
“Common base” (Alternative and
innovative pedagogy, Inclusive
education, etc.).

Compulsory courses of didactics
differ depending on the subject
specialization, usually, they are in
a form of seminars. Didactic
courses range from 3 to 5
compulsory courses depending on
the specialization.

Other mandatory courses are
usually connected to subject
knowledge and research and are a
combination of lectures and
seminars.

The majority of the respondents
had an obligation during the study
to fulfill internationalization
component — study abroad or an
ability to cooperate, speak and
teach in a foreign language.

Moreover, compulsory-optional
courses consist of mainly subject
knowledge, languages specialized
for teachers or the specialization,
and didactics.

A diversified curriculum that
differs  depending on the
specialization.

The curriculum consists of:
Common base “Pedagogical-
psychological preparation” (the
same subjects compulsory for the
programs related to teaching) —
lectures & seminars (e.g. General
didactics and school pedagogy).
Mainly compulsory courses and,
but also compulsory-optional
courses related to pedagogical-
psychological preparation — a
diverse offer of courses (e.g.
Motivation in School).

Compulsory courses of didactics
differ depending on the subject
specialization, usually, they are in
a form of seminars, ranging from 3
to 6 compulsory courses (per
specialization in teaching).

Other mandatory courses usually
connected to subject knowledge
and research — a combination of
mainly lectures and seminars:

Furthermore, compulsory-
optional courses often include
didactics & subject knowledge &
practice (e.g. assistance practice).

The curriculum is identical for
every student (apart from the
subject didactics).
Four theoretical
program devoted to
e  personal development of
teachers
e teaching and the field of
relationships
e creating conditions for
teaching and learning
e  subject didactics
The theoretical knowledge section
is covered in 270 hours.
Examples of
workshops/courses:
e Me in the role of the
teacher
e Our emotions and
relationship signals and
their effects on students

parts of the

diverse

Each part is delivered to students
through “weekend blocks” (6
times each year) and “extended
weekend blocks” happening twice
a year.

All parts of the program are taught
in a form of a seminar/workshop,
nonetheless some parts of
“weekend blocks” might be in the
form of a lecture.

Reflective seminars are mandatory
and take place every two weeks
(totally, 100 hours in 2 years).
Reflective seminars are relevant
for each part of studies (e.g.
teaching practice, excursions,
etc.). Furthermore, reflective
diaries are emphasized as an
important learning tool in the
Institution 3 program, and students
are supposed to work with them
nearly on daily basis.

7
Teaching
Practice

Requirements regarding teaching
practice are identical for all the
students of MA programs at the
faculty. All the respondents in this
research studied also BA programs
at the faculty and they mentioned
in interviews teaching assistant
practice at bachelor as well as
tutoring practice or excursions.

Teaching practice at the MA level
is divided into 3 parts in the 15t, 2
and the 3™ semester. Classroom
observations, as well as other
activities relevant for teachers
(e.g. preparation for teaching, help
with correcting tests, helping
students with special needs, etc.),
make part of these teaching
practices. “Real” teaching practice

A various type of practices with
different requirements depending
on the specialization.
Respondents, who studied also at
BA programs at the faculty,
mentioned in interviews a
possibility of teaching assistant
practice or tutoring practice.

“Classic teaching practice” at the
MA level is divided between
teaching at lower and upper
secondary schools. This type of
practice usually happens
continuously in a shorter period
within one semester (e.g. one
month based on the experience of
the respondents) and can be
combined with reflection
seminars, classroom observation
practice, or didactics of the subject

Requirements regarding teaching
practice are identical for all the
students. Teaching practice (in the
form of lessons taught directly by
students) is mandatory in the
length of 120 hours during 2 years-
Teaching directly by students is
realized approximately 3 hours a
week and in addition, 2 hours a
week are devoted to preparation
and reflection of teaching together
with a teacher guide.

The total amount of practice in
school in 2 years is 330 hours. This
involves direct teaching practice
of a minimum of 120 hours, a joint
preparation for lessons within the
unit created by the teacher guide,
and another student. Also, external
mentors visit students and their
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(lessons  taught directly by
students) are included.

An overview of practice:

180 hours spent directly in schools
- approximate number of hours
taught by students —> minimum 68
hours (tandem teaching also
included) + classroom
observations (assumably from 10
to 20 hours each semester) +
teaching assistance practice (not
defined a specific number of
hours) + other assignments in
schools

(the specifics depend on the
specialization).
Pedagogical-psychological
practice is also mandatory as a part
of “Common base”. Classroom
observations might take place in
diverse types of schools and are an
addition to teaching practice.
However, the specific form of
practice  depends on the
specialization.

An overview of practice:
the approximate number of hours

taught by students —> minimum 24
hours — maximum 48 hours ->

teacher guides, they try to provide
another perspective and help with
finding new ways in teaching.
Tandem teaching, classroom
observations, teaching assistance,
joint reflection within the unit,
direct work with children besides
teaching, and observation of
school life generally are also
included. Additionally, there are
50 hours of excursions (5 full-day
excursions) in Czech schools and
optionally a possibility of school
excursions abroad.

An overview of practice:
330 hours spent directly in school

— minimum of teaching practice
(taught directly by students) ->
120 hours in 2 years + classroom
observations + teaching assistance
+ other tasks related to teaching
and working with children +
school life observation.
Additionally, at least 50 hours of
school excursions.

including reflections + classroom
observations (minimum 10 hours,
usually more) + teaching
assistance practice (approximately
20 hours at school) + pedagogical-
psychological  practice  with
pedagogical and psychological
reflection

3.4 Data collection

The data collection was conducted in the Czech Republic from November 2020 to January 2021 and

consisted of semi-structured interviews and online structured questionnaires.

3.4.1 Data collection methods

Semi-structured interviews are the main data collection method. The constructivist approach targets the
description of a particular phenomenon based on scrutinizing the data gained from the individuals
experiencing a certain situation from their perspective and thus constructing the reality (Creswell and
Poth, 2016). Regarding a variety of factors important for pre-service teacher education, | see the
importance of an unbiased and open approach in this research. As this is qualitative research based on
semi-structured interviews, | selected semi-structured interviews to ask my respondents (novice teachers)
open questions regarding what they consider beneficial about their pre-service teacher education with

regards to their sense of preparedness.

Semi-structured interviews were mainly conducted online through a video call due to safety reasons
during the COVID-19 pandemic. An interview took on average 45-50 minutes. Online structured
guestionnaires were conducted through an electronic platform afterward connected with the responses
from semi-structured interviews. Filling in the online questionnaire required approximately 15 minutes
and most of the respondents completed questionnaires before the interview took place. Questions both in
an interview and online questionnaire were based on the literature review and knowledge considered
important both by scholars and international organizations (mainly OECD TALIS). The covid-19-crisis

aspects have also been taken into consideration as many respondents were finishing their studies during
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the pandemic. A sample of the semi-structured interview can be found in appendix 7.2, whereas a template

for the online questionnaire is in appendix 7.3.

3.4.2 Sampling

Sampling in semi-structured interviews and online structured questionnaires (where the respondents were
the same for each data collection instrument) was purposive (Sharma, 2017). It also involved features of
self-selection sampling, as some respondents decided to participate voluntarily based on the presented
announcement (for example, Institution 3 let me present my research at their event for alumni). Snowball

sampling was also used as some respondents recommended other respondents.

The purposive sampling was linked to the following criteria for respondents: 1. finishing their active
studies (either at Institution 3 or MA program at the faculty) at one of the three selected institutions either
in 2019 or 2020, 2. teaching actively at a regular secondary school® for not more than 5 years. Fulfilling
these two criteria generated a group of “novice/beginning teachers™. A detailed list of respondents
respecting confidentiality can be seen in appendix 7.1. Together, there were 15 respondents (4, 5, and 6
from each selected institution, everyone was interviewed once and filled in the online questionnaire also
once), which is considered adequate for qualitative research focusing on an in-depth understanding of the
phenomenon (Dworkin, 2012).

3.5 Data Analysis

I adopted a constructivist research paradigm with a narrative perspective guided by a thematic approach
as | explore themes narrated by the respondents. | strive to understand a subjectively constructed reality
of pre-service teacher education and its features that enhance a sense of preparedness (which is a very
subjective concept as the topic is the “sense” of preparedness, not a measurable preparedness). | focus on

novice teachers” perspectives also separately with regards to each selected case.

Data Analysis of semi-structured interviews was conducted as a combination of deductive and inductive
coding. All the interviews were conducted in Czech and thus also transcribed and coded in Czech, but at
the final stage of coding, all the codes were translated to English. Initially, | used the software MAXQDA
and at later stages MS Excel. With regards to the analysis, at first, | identified a set of categories from the
interview guide (deductive coding) (Radiker and Kuckartz, 2020), which was based on the theoretical
framework. At the same time, | focused on discovering possible new codes emerging from the data
(inductive coding) (Miles et al., 2014) and firstly assigned them to the category “other”, until I identified

a suitable category for those codes or discarded them if not significant. This was the “basic coding”,

3 By “regular” secondary school it is meant for instance that I do not count as “teaching actively” tutoring children
or teaching adults in language schools, etc.
4 Novice teachers term - as for example defined in a study by Lacireno-Paquet et al. (2012).
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which was followed by the “fine coding” where I reread codes and re-coded the information until all the
codes could be further divided from categories to more precise subcategories (Radiker and Kuckartz,
2020). At the fine coding, which was fully inductive (thus without a pre-defined set of codes expected),
numerous new codes in every category emerged. The third stage of coding consisted of further analysis
of subcategories, which were then formed into pre-defined comparable groups (see Table 1) (Miles et al.,
2014). These were used afterward as comparison elements for a within-case and cross-case focused

structured comparison.

A complementary research method employed is an online survey questionnaire. The questionnaire was
completed by the same respondents who participated in the interview, as occasionally online
guestionnaires are used to complement the results from interviews, although this approach might cause
challenges in the data analysis (Harris and Brown, 2010). | omitted the quantitative analysis which would
be misleading with such a small number of participants (Delice, 2010). Instead, | decided to suit an
unconventional approach, as sometimes unconventional methods are common when analyzing data in
case studies (Bhattacherjee, 2012). Hence, online questionnaires are complementary to interviews and
serve to a) observe phenomenon by the same participants from different points of view (triangulation) —
it is the purpose mainly of the Likert Scale questions and therefore, | received more structured responses
b) receive more reliable information through open questions regarding the contextual characteristics part,
and thus help me to understand better the context of specific pre-service teacher education programs. |
chose this approach because the information gained solely from semi-structured interviews might be
somehow biased based on the way the interviewer asked the question (e.g. tone, formulation), or the
interviewer’s background (e.g. sex, age) (Wilson, 2014). Such factors might change the way an
interviewee responds but this does not occur in the online questionnaire. Hence, | use the online
guestionnaires as an additional method, but consider only the information which is relevant based on the

coded information from the semi-structured interviews (see 3.7 for more details).

Under the umbrella of focused structured comparison and constructivist approach emphasizing the
perspectives of novice teachers, | conducted within-case and cross-case analysis (Bhattacherjee, 2012;
Ponelis, 2015). With regards to each comparison element (see Table 1), | analyzed the findings “within-
case” — thus within each institution, | described and tried to explain the findings in-depth with the
consideration of the contextual characteristics (Miles et al., 2014). Consequently, | compared results
“cross-case”, which was possible only after deriving the findings from the within-case analysis. In cross-
case analysis, | adopted this approach of focusing on similar or controversial coded information — thus,
“streams that are similar or identical across cases, and that differ in some consistent way from other
streams” (Miles et al., 2014, p. 220) — thus, these streams were extracted and thematically interpreted
under the “comparison elements”. At this stage, | looked also at the questionnaire Likert scale questions

and additionally compared the findings.
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Figure 1 — Data Analysis Plan

Separate data analyses through two methods Two stages of analysis
A. B.
Data
Within- Cross-
collected
case case
L EQELNHH analysis

Data

selected

Comparative & Constructivist Approach

3.6 Ethics & Positionality

Ethical principles in research are extremely important to ensure, among other things, that the research
process does not negatively affect interviewed persons (Bhattacherjee, 2012; Cascio and Racine, 2018;
Priicha and Svaticek, 2009). Concerning data collection, voluntary participation and respect of the
respondents are a must. Hence to confirm this officially, the “Informed Consent” was signed (see in the
appendix), describing their right to withdraw, the specific use of the data collected, and importantly, a
promise of confidentiality — thus a complete anonymizing of the data. The importance of confidentiality
and anonymity is also considered now, in the process of publishing and potentially disseminating the
thesis. Hence, | claim that I strive to avoid all kinds of unethical behavior in terms of misrepresenting
data while highly respecting the principle of confidentiality. Concerning this, | decided to anonymize the
institutions, thus not providing the names of the institutions. Nonetheless, as | describe the contexts of
each institution, which is important for comparative case studies (Esser and Vliegenthart, 2017), the
information provided about pre-service teacher education might help to recognize the specific institution.
The difficulty in anonymizing the identity of the researched site is common and often challenging in case
studies (Langley and Royer, 2006). Therefore, the confidentiality of the respondents is reassured also by
providing the information about the participants in the appendix in a very confidential manner, not
revealing characteristics such as names or age, and avoiding connection of other specific characteristics.

The positionality of a researcher is also a crucial ethical consideration that requires attention during the
research process (Hopkins, 2007). | have experience with diverse kinds of teaching - foreign language

teaching, teaching volunteering in diverse countries, tutoring disadvantaged children, etc. However, |
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have never received official teacher training at a university nor an equivalent. Notwithstanding, I believe
that my experiences with teaching help me to understand the respondents better to some extent but there
are certain limitations of my understanding. Also, | am very familiar with the traditional university setting
in the Czech Republic as | graduated from a BA program at the Czech public university. Nonetheless, my
local fieldwork advisor is a person from Institution 3, which helped me to have better access to non-
academic institution's background from another than traditional perspective (which I know personally as
a former student of the Czech university). Moreover, currently, | am a student of a European innovative
MA program and have experience with work in the field of innovations. This could potentially cause my
alignment towards more alternative/innovative solutions and it probably affected my research focus.
Nonetheless, | am aware of my positionality and thus strive to remain neutral and reflect on my potential

biases at all stages of research.

3.7 Limitations

Probably, the biggest limitation of this research was the aspect of the covid-19 pandemic, due to which
almost all the semi-structured interviews had to be online, which implies teachers probably felt also more
exhausted. The online semi-structured interviews however resulted in a successful reconfiguration.
Moreover, | was not able to conduct observations of pre-service teacher education institutions, which
would have been an asset to the deeper understanding of contextual characteristics. | also experienced
difficulties regarding access to respondents. Initially, I did not plan to use “snowball sampling”, but it
appeared to be the most efficient solution. | planned to involve respondents who finished the studies in
2019 but due to the lack of respondents, | decided to enlarge the studied group to those who finished
studying in 2020. The use of online questionnaires could also be too ambitious, as the constructivist (and
thus subjective) research approach of this study did not provide space to use the full potential of this data
collection tool. Although I see a certain value in the online questionnaires which provided more details
and precision to the subjective semi-structured interviews, | realized that | did not fully scrutinize its
potential. The study is based on novice teachers” perspectives gained from a relatively small sampling —
15 semi-structured interviews and structured online questionnaires, thus the results are subjective and
qualitative. Hence, the findings of the study might be considered when striving to understand the needs

of novice teachers for developing a sense of preparedness related to pre-service teacher education.
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Chapter 4 — Findings

The findings are presented in line with the main theoretical concepts arising from the main research
question (How does pre-service teacher education shape the sense of preparedness of novice teachers?).
These concepts —Sense of Preparedness and Pre-service Teacher Education Potential — are further divided
into five comparison elements (see Table 1). The elements have been used as an outline in the comparative
analysis of the data gained from the combination of semi-structured interviews and online guestionnaires.
Five sub-questions are linked to the five comparison elements and my exploration of these questions leads

to the response to the main research question.

All findings relevant to each concept are thus broken into comparison elements which are further
described at first “within-case” (considering respondents representing one institution). Consequently,
cross-case analysis is described, and sub-questions are answered. The details relevant to the analysis of
each concept and comparison element can be found in appendices 7.5 and 7.6.

4.1 Sense of Preparedness

With regards to the concept “Sense of Preparedness”, through the analysis | identified two comparison

elements (as visible in Table 1):
a) Prepared teacher definition

b) Subjective preparedness of novice teachers

4.1.1 Prepared teacher definition

To discover the interviewees' personal definition of a prepared teacher, | focused on the competences and
type of identity that the interviewees expressed as important for a well-prepared teacher. Teacher identity
and set of competences are also clearly described in Chapter 2. Scrutinizing the sense of preparedness, |
consider it very important to understand first how the respondents imagine a prepared teacher and grasp

their perceptions and priorities before asking them about their sense of preparedness.
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Within-case analysis

Institution 1

Three out of four respondents from Institution 1 considered as the most important feature of prepared
teacher identity “resilient personality” — hence, they expect that a teacher can deal with difficult situations
in school and is capable of managing highly stressful situations. A quote from one respondent summarizes

well this characteristic:

“A prepared teacher should be a person who manages high stress and can free themselves from
various difficult things such as episodic negative events at work - and this is difficult when
working with people.”

Also, having a clear vision and values was mentioned by 2/4 respondents as an important feature of a
prepared teacher personality. Concerning competences, no distinct competence appeared as particularly
important among all the respondents. Half of the respondents consider very important didactics,

adaptation to unexpected situations (which connects to a resilient personality), and subject knowledge.

Institution 2

Teacher identity is less evident when analyzing the responses of 5 respondents representing Institution 2
with regards to a prepared teacher. Notwithstanding, respondents presented an interesting scale of
competences important for a prepared teacher, such as communication and presentation skills (3/5
respondents), self-reflection (3/5), innovative didactics (2/5), teaching students with special needs (2/5),
and subject knowledge (5/5). All the respondents consider subject knowledge important. Furthermore,
two respondents (both Math teachers) emphasized that subject knowledge should be at a very good level
and they also responded in the online questionnaire as two out of three people who consider subject
knowledge very important (all the other respondents claimed “important”). A quotation from one of these

respondents is following:

“I think he (a prepared teacher) should be sufficiently prepared within his field - that is the
absolute basis. And unlike some new directions, | do not doubt that the teacher should master the
field very well.”

Institution 3

Regarding teacher identity, 4/6 respondents claimed the importance of positive relationships towards
children as well as having a clear vision and values. Half of the respondents agreed that teaching
experience makes a prepared teacher. All the respondents agreed that self-reflection is crucial - they
mentioned it so frequently throughout the interview that it was counted as a separate code 10 times in

interviews with 6 people. These aspects are well illustrated by the following citation:

“Being a prepared teacher means trying to teach many many times. | don't know what number,

but truly many times they should prepare the lesson with someone experienced, teach that lesson
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and reflect on that lesson. And that is crucial for me. Having practice, planning many hours, even

failing, and then consciously reflecting on it.”

All the respondents also expressed the significance of empathy & listening to students. 3/6 mentioned
creating a learning-friendly environment. Interestingly, 4/6 respondents emphasized that subject
knowledge is not very important in comparison to other essential skills or character features of a prepared
teacher. Nonetheless, online questionnaires showed that on the Likert Scale, 5/6 respondents consider

subject knowledge important and one even chose it to be very important.

Cross-case analysis

Innovative approach in didactics, and thus didactics as a skill is the most common competence considered
important by respondents from each institution. This is reinforced by the online questionnaire, where
13/15 respondents selected on the Likert scale “very important” regarding the ability of a teacher to
explain and mediate the content. Communication and presentation skills, self-reflection (which is
extremely evident by Institution 3 respondents), and adaptation to unexpected situations are the most
common as well as evenly mentioned features of a prepared teacher among the respondents. In this part
the focus is put solely on the prepared teacher competences because concerning codes relevant to teacher

identity, no consensus is seen among respondents from all three institutions.

Many contrasts are visible especially if comparing both faculties of education (thus traditional university
setting) with Institution 3. For instance, subject knowledge is seen as an important feature for 7/9
respondents from universities, and resilient personality by 4/9 respondents but by 0 respondents from
Institution 3 °. On the contrary, empathy & listening to students as a core competence has been mentioned
during the interview by all the Institution 3 respondents whereas this was considered important for a
prepared teacher only by one respondent from Institution 2. Similarly, positive relationships towards
children, the importance of experience as a teacher to be truly “prepared”, creating a learning-friendly
and also safe environment were explicitly mentioned by more than a half of Institution 3 respondents but
were very scarcely referred by respondents from faculties. Nonetheless, creating a safe environment as
an option of the Likert Scale in the online questionnaire was considered a very important skill by 14/15
respondents and important by 1/15. Itis a skill on which most participants agreed to be the most important
in the questionnaire. Conversely, the least important skill from the questionnaire appeared to be the skill
“teaching students from different cultures”: only 3 students who considered this competence very
important are from faculties and these students had an abroad experience during studies which they

mentioned during the interview as an important part of their university studies.

To sum up and respond to the sub-question related to novice teachers” perspectives of a prepared teacher,
there are visible differences in how teachers studying different programs define a prepared teacher. The

most evident contrasts are seen between the Institution 3 and respondents from faculties of education

5> But every respondent considered subject knowledge important in the online questionnaire when choosing on Likert
Scale.
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(although there are differences too). Apparently, considering all the responses, regarding teacher identity,
vision & values, resilient personality, and positive relationship towards children are important to some
extent. Concerning competences, the modest evidence shows the importance of self-reflection, didactics,
adaptation, communication skills, creating a safe environment (the most visible through questionnaire),

and subject knowledge.

4.1.2 Subjective sense of preparedness of novice teachers
This comparison element relates to novice teachers™ perceived abilities gained through teacher education

as well as perceived shortcomings of their skills.

Within-case analysis

Institution 1

Most evidently, respondents claimed being prepared well in the area of didactics in practice and specified
it further (e.g. planning meaningful lessons, teaching the subject). 3 respondents emphasized a good level
of preparedness in subject knowledge. All the respondents feel prepared by the faculty to mediate the
content to students. Half of the respondents during the interview mentioned that regarding handling
corona-crisis, they learned useful technology which helps them to teach. With regards to barriers, 3/4 see
mainly communication with parents (in the questionnaire no one selected being prepared either) and
classroom management as a problem. Regarding formative assessment, some students emphasized that
they learned how to use it in theory, but they struggle in practice. Teaching students with diverse needs

had been also emphasized as problematic.

Institution 2

According to the majority of respondents, didactics (3/5) and subject knowledge (5/5) appear to be the
most evident skills that the respondents gained from their pre-service education. 2/5 claimed to feel
prepared for constructivist/experiential teaching, but only in theory. Very evidently, all students claimed
that they are not prepared for teaching students with diverse needs. Looking for extremes in the
guestionnaire, no one claimed to feel prepared for creating a safe environment, cooperating with
colleagues nor handling burn-out. Based on interviews, alumni feel unprepared usually in diverse areas,

there is a big variety but not much consensus. The following quote illustrates this dynamic:

"Due to the current corona crisis, | feel quite insecure in many fields and not very prepared ...
But actually, | feel prepared in subject knowledge because the bachelor's study was very
theoretical and focused on the field - it was very good and detailed preparation for the subject. |
also feel strong didactically mainly due to MA level, | know how to plan lessons meaningfully - 1

have tools | can use and know how to do it."

Institution 3
It appears that respondents from Institution 3 feel well-prepared in diverse fields connected to didactics

in practice (e.g. checking students” knowledge and abilities). They feel particularly prepared in
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communication (5/6), self-reflection, and reflective practice (6/6). Reflective practice as a skill was
claimed to be useful also regarding handling online teaching. Additionally, Institution 3 respondents
claimed that the feeling of the community has been very helpful during the studies and helped them also
to better handle online teaching during a covid-19 pandemic. From a didactic point of view, 3/6
respondents emphasized being prepared for teaching students with diverse needs, but 2/6 claimed being
prepared well only in theory. The majority of respondents see teaching students with diverse needs as a
barrier. Regarding feeling barriers, there is a variety of barriers that respondents feel (e.g. subject

didactics, administration, etc.) but almost no consensus.

Cross-case analysis

All the respondents claimed to feel prepared in diverse fields of didactics — thus, practical application of
teaching methods and mediation of content to students. The majority of respondents feel to some extent
prepared for self-reflection in the teaching profession. A common challenge is teaching students with
diverse needs. Communication with parents is the second most common barrier among the respondents
from all institutions. Formative assessment was mentioned by at least one person from each institution as

a field for which respondents feel prepared sufficiently only in theory, but it is difficult in practice.

Contrasting traditional university settings and Institution 3, ex-students from faculties emphasize feeling
prepared in subject knowledge, while Institution 3 respondents do not emphasize this skill. On the other
hand, respondents from Institution 3 feel subjectively more prepared in communication skills and
reflective practice, whereas these skills are scarcely mentioned by other respondents. Seeking the biggest
contrast in the online questionnaires, which was not mentioned in the interviews, all the respondents from
Institution 3 feel rather prepared for handling burn-out syndrome, while no respondent from the faculty

claimed that they feel prepared for such a situation by their pre-service teacher training.

To respond to the sub-question “How prepared do the novice teachers feel after finishing pre-service
teacher education?”, | can conclude that it is very hard to generalize. Also, definitely the current covid-
19 pandemic has a huge effect on the novice teachers™ experiences. However, when searching for the
most common pattern, the biggest barrier in feeling prepared stems from teaching students with diverse
needs. Respondents in this research showed that there is a big variety regarding in which fields alumni
feel prepared and thus it is more adequate to look at the within-case analysis and respond separately for

each institution.

4.2 Pre-service teacher education potential

The concept is divided into three further comparison elements based on the literature review:

a) Beneficial aspects of pre-service teacher education
b) Pre-service teacher education shortcomings

c) Role of admission process
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4.2.1 Beneficial aspects of pre-service teacher education

This aspect of comparison focuses on the aspects of pre-service teacher education which were the most
beneficial for the novice teachers based on their perspectives. The coded information was further divided
between “Courses/contents helping to feel prepared in teaching profession” and other helpful aspects due

to a big amount of information.

Within-case analysis

Institution 1

Regarding useful courses, respondents emphasized courses related to current and practical knowledge.
Three out of four respondents appreciated discussions with colleagues at the seminars. More specifically,
everyone mentioned that they valued didactics and also subjects from “Common base” — mainly the
seminars and the course “Pedagogical-psychological diagnostics”, which is considered very useful by
every respondent. It is important to mention that students during interviews often tended to emphasize
that the course very much depended on a teacher who led the course and they appreciated external

speakers who brought “real-life experience”.

Besides the courses, teaching practice is considered important by each respondent, and 3/4 overall valued
real-life experiences which they received through the program. An example of a real-life experience that
some respondents value is a subject (at BA level) where they tutored a child from a disadvantaged
background:

“I realized that not all of us have the same background and that it's not just about asking which
year this event happened, but also to ask just how are you? Everything is fine at home? It is ok if

you don't have homework. It"s good that you ve come to school and you're ready to learn.”

Institution 2

Respondents from Institution 2 highly valued specific practical seminars of didactics. Regarding
seminars, the majority of respondents (3/5) expressed that they valued reflections and discussions with
colleagues at seminars but mentioned that it was somehow rare. They also emphasized that subject
knowledge which they learned at the faculty is of a very high level — very explicit about this were 2

respondents who graduated from mathematics.

Moreover, again a characteristic of real-life experience was somehow expressed by the respondents and
some type of teaching practice (either continuous or in a form of classroom observation) was considered
very beneficial. Regarding teachers, students from this faculty emphasized the helpfulness of the mentors
during teaching practice and also mentioned lecturers from practice. Interestingly, two respondents were

also involved in the faculty association and they both considered it very relevant also for their practice,
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emphasizing both positive effects of the community as well as practical skills. Also, two respondents

experienced an Erasmus+ study exchange and both considered it a very relevant part of their studies.

Institution 3

All the respondents emphasized that they appreciated the majority of the courses. More specifically, 3/6
respondents referred to a concept of weekend blocks which were useful in their intensity and connection
to teaching practice. Also, half of the respondents mentioned reflective seminars and workshops on

handling burnout syndrome.

The community was very well evaluated — by the community they referred to the group of students during
studies but also mentioned how it continued after the program. Respondents mentioned this frequently in
a connection with preventing burnout syndrome. Respondents also highly valued teachers (half of the
respondents emphasized their mentors, and another half teaching being practitioners). 5/6 respondents
mentioned the appreciation of their teacher guides (specific to Institution 3 context). Also, 5/6 valued
reflection with colleagues which they experienced at seminars, and every respondent sees it as beneficial

for their teaching practice.

Cross-case analysis
To conclude and answer the sub-question “Which aspects of teacher education help future teachers to
prepare for their profession?”, it is adequate to provide a more detailed description as this comparison

element is very rich in information and insights.

Reflecting on courses, it is hard to find similarities between the responses as the curriculum of Institution
3 and faculties of education are very different in structure. Considering the faculties, respondents from
Institution 1 claimed high satisfaction with their “Common base” courses, and didactics, while Institution
2 respondents focused in their responses on courses relevant to Subject knowledge and even more to
didactics. Institution 3 respondents either expressed satisfaction with the majority of courses or specified

certain kinds of workshops as described above (e.g. related to burn-out syndrome).

The most common feature on which the respondents agreed is the usefulness of teaching practice (13/15).
Online questionnaires also showed that respondents consider it generally very useful, notwithstanding,
several respondents from both faculties answered in the questionnaire that they had teaching practice
rather infrequently, while Institution 3 respondents claimed to have practice often. Furthermore,
interviews showed that respondents generally appreciate when practice is adequately connected with
support from teachers (e.g. mentoring), theory, and reflections. Respondents also generally appreciated
discussion at seminars and reflections with colleagues — interactive seminars were also considered useful
by 14/15 respondents in the online questionnaire. But several respondents from traditional university
settings expressed both in the questionnaire and in the interview that interactive seminars were a rather

rare part of their studies.
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A code described as “Real-life experience” is the characteristic which was often (7/9 times) mentioned
by respondents from the faculties, while in Institution 3 it was coded solely once. On the contrary, a
benefit of community was more commonly perceived among Institution 3 respondents. Related to “real-
life experience”, respondents tended to talk about either appreciation of lecturers from practice or external

speakers (e.g. principals).

It appears that among courses, mainly interactive seminars/workshops helped students to feel prepared
but which kind of seminars are these depends on the outstanding quality of particulars courses — for
instance, for Institution 1, the most appreciated were courses from “Common base”, while for Institution

2 it was didactics. Notwithstanding, teaching practice seems to be crucial for teachers to feel prepared.

Thus, to respond to the sub-question, it is evident that mainly reflective experience (connected to teaching
practice or discussion at seminars), interactive workshops/seminars (mainly related to didactics or to
tackle a specific struggle in the teaching profession), and different kinds of teaching practice were showed
as highly beneficial aspects of pre-service teacher education. Furthermore, instructors (e.g. mentors,
external speakers) were seen as essential. These aspects thus positively shaped novice teachers™ sense of

preparedness.

4.2.2 Pre-service teacher education shortcomings
The third concept focuses on shortcomings and thus insufficient aspects of pre-service teacher education
which the respondents did not consider beneficial for the teaching profession in practice. This comparison

element provides an important addition to the previous element focused on beneficial aspects.

Within-case analysis

Institution 1

All the respondents considered lack of practice as problematic and 3/4 feel that their program lacked a
sufficient amount of practical knowledge - also in the case of didactic courses. They often mentioned that
they would appreciate more lessons with “people from practice” — thus e.g. experienced teachers or
principals, etc. All respondents claimed that the factual knowledge which they learned was sometimes

unnecessarily difficult, as expressed in this quote by a former student of History teaching:

"We were often taught by excellent academics also in supposedly teacher-related parts of

studies, who, in my opinion, taught us more how to be historians than how to be teachers."

Institution 2

All 5 respondents expressed that some parts of their studies were not adequately practical and thus they
are not certain how to use what they learned in their teaching practice. Some respondents mentioned it
multiple times so the number of codes is higher than the number of respondents. 4/5 respondents felt that

they lacked a sufficient amount of teaching practice.
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Institution 3

Half of the respondents claimed that they received insufficient preparation in terms of inclusion and
preparation for teaching students with diverse needs — more specifically, respondents claimed that
although receiving education which is supposed to help them with this aspect of teaching, they feel
prepared rather in theory than in practice. Furthermore, three students particularly mentioned one part of
the program which was brand-new and thus of lower quality than other parts of the teacher training.

Cross-case analysis

Not many similarities were found among all three institutions. Nonetheless, lack of preparation for
inclusion/diversity was felt by 6/15 respondents, where Institution 3 respondents represented the half.
6/15 respondents also felt a lack of didactics connected to practice (where Institution 1 respondents
represent 3 responses). Theoretical preparation has been mentioned in interviews several times regarding
different areas (three times for Institution 1, five times for Institution 2, and four times for Institution 3).
For instance, 4/15 students felt that preparation for formative assessment was too theoretical. Graduates
from a traditional university setting frequently mentioned a lack of practical knowledge, and also a lack
of teaching practice. Regarding the online questionnaire, the type of education form considered the least

useful are lectures (5/15 respondents selected on the Likert scale rather unnecessary).

To answer the sub-question “Which aspects of teacher education represent limitations for future teachers
to prepare for their profession?” there is not much consensus considering all the institutions. Also, the
number of codes related to this concept is lower than with regards to describing positive parts of teacher
education programs. Notwithstanding, considering the academically-oriented institutions, the most
visible is the perceived lack of practicality among the respondents, and also, a perceived lack of teaching
practice. Evaluating the problematic aspect present in each institution, it would be a lack of preparation

for inclusion/diversity.

4.2.3 Role of Admission Process

The question relevant to the admission process in an interview was explicitly asked concerning the
adequacy of selecting future teachers. It is probably the least complex comparison element, yet important
for the whole picture, considering that the admission process has the power to create a group of students
who enter the institutions with some kind of “teacher identity” and are determined to become teachers.
Institution 3 considers teacher characteristics through a motivation letter, demonstration lesson, and an
interview, whereas Institutions 1 and 2 only test the knowledge of candidates in diverse fields (see Table
2, element “Admission Process”). As a study conducted in the Czech Republic (SCIO, 2016) shows, a
high number of potential students of teacher education are not motivated to become teachers after
graduating. Furthermore, the study by Boyd et al. (2009) showed that the effectiveness of teachers is to

some extent connected with entrance requirements for students of pre-service teacher education and
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Czech scholars describe the admission process which focuses solely on testing knowledge as contributive

to deprofessionalization of the teaching profession in the Czech Republic (Vasutova and Spilkové, 2011).

Within-case analysis

Institution 1

One respondent answered that the admission process was adequate for the university and thus it is
appropriate also if it does not focus on how to select appropriate future teachers. The other three
respondents claimed that the admission process of Institution 1 is not adequate as it is only subject
knowledge-oriented, and it misses an interview with the candidates to select the people who truly want

to become teachers.

Institution 2

Two respondents claimed that the admission process was inadequate for the university as they saw it as
overly simple and not selective enough. The other three out of five criticized that their entrance exam
consisted solely of tests. Two respondents also mentioned that they missed the interview as it would help
to know the motivation of the candidates to select future teachers.

Institution 3

Everyone considers an interview as an important and adequate part of the admission process. 5/6
respondents claimed that demonstration lesson, when candidates teach children in school is appropriate,
although difficult to organize. Furthermore, 4/6 mentioned a motivation letter as an adequate part for
selecting future teachers as they saw it as a very good first step to know the motivation of respondents.

One quote illustrates the opinion expressed by the majority of respondents:

"It is important to find out if the person who is interested to become a teacher is interested for
real and has such potential... Even after the admission process, some people realized that

teaching probably wasn't really a right option for them."

As visible in the quote, the admission process which focused on the candidates” motivation,
characteristics, and potential (for instance examined through a demonstration lesson) is not solely positive
for the institution, which can then select more adequate candidates. It appears also positively for the
candidates who through such an admission process get a possibility to rethink their motivation and

potential to become teachers.

Cross-case analysis

It is difficult to compare the admission process of the institutions as the faculties (Institution 1 and
Institution 2) educate not only future teachers but for instance also researchers, thus it is rational that an
admission process is different than in Institution 3. Nonetheless, 6/9 respondents from the faculties

expressed that solely knowledge testing is not sufficient when selecting candidates who will become
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qualified as teachers. Moreover, 5/9 respondents from both Institution 1 and Institution 2 claimed that
they consider the interview a relevant tool to select future teachers and all the Institution 3 respondents
claimed the same. Institution 3 respondents furthermore did not emphasize the need to test subject
knowledge probably (and some mentioned it during the interview) because they already had finished the
university before, thus they were supposed to have adequate knowledge already.

Based on novice teachers” perspectives, to fulfill the potential of teacher education, an adequate entrance
exam and thus selection of future teachers would probably involve at least an interview with candidates
besides testing an appropriate knowledge base. Also, to underline the important role of the admission
process in relevance to the preparedness of novice teachers, the respondents from Institution 3 expressed
that a big benefit of their education was reflections with their colleagues and a community formed by
students sharing teacher mindset. Therefore, it is evident that the findings imply the connection between
admission process and sense of preparedness only indirectly. Nonetheless, to respond to the sub-question,
to fulfill the potential of initial teacher education, the role of the admission process must be highly focused
on the selection of future teachers, not solely university students. And under the condition of
concentrating on future teacher selection, the students of pre-service teacher education can create a
community of colleagues with a teacher mindset feeling more ready to become teachers.
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Chapter 5 — Discussion and Conclusion

The chapter focuses on the discussion of findings in the light of contextual characteristics of the selected
case studies and broader research in the field. Furthermore, reflections on the research process, and

conclusion follow.

5.1 Discussion of Findings

The five described comparison elements are a basis for structuring the findings and responding to the
research question “How does pre-service teacher education shape the sense of preparedness of novice
teachers?”. Based on the findings from the focused structured comparison, | now synthesize the results

into a justified response.

Considering the case selection in this research, I use the analogy of “academically-oriented”, and
“professionally-oriented” aspects of pre-service teacher education when referring to what was found as
contributive to the sense of preparedness of novice teachers. I chose the labels “academically-oriented”
especially due to the findings from faculties (as faculties are academic and their vision focuses on high
scientific standards besides preparing teachers for the profession). Furthermore, at faculties mainly
courses of didactics and subject knowledge preparation appeared as the most determinative to novice
teachers” preparedness. When referring to Institution 3, which is solely a teacher-oriented program (thus
there is no evident vision in educating future researchers, etc.) highly focused on teaching practice, | use

mainly the label “professionally-oriented” aspect of pre-service teacher education.®

To begin responding to the main research question, the data suggest that teachers’ sense of preparedness
is affected by the respondents’ type of pre-service teacher education (traditional or alternative).
Respondents’ perceived strengths and weaknesses differ to a large extent, and also their idea of a prepared
teacher varies. Overall, teaching students with diverse needs is the biggest struggle for respondents from

each institution.

Ingvarson et al. (2007) claimed that teachers feel prepared after learning well content knowledge and

methods to transmit the knowledge. In this research, novice teachers who received their pre-service

6 See Table 2 to read more about the visions and characteristics of the case studies — institutions.

38



education in a traditional university setting claimed to feel prepared in subject knowledge and didactic
skills - a practical application of teaching methods (mediating content to students, planning lessons,
facilitating learning, etc.). Didactics appears to be enhanced well both by academically-oriented and
professionally-oriented perspectives to teacher education. However, fostering also other facets during
teacher education is crucial (Allen, 2009). This thesis shows that a variety of specific soft skills” (such as
communication with parents, creating a safe environment, handling burn-out, etc.) is important for novice
teachers” sense of preparedness. The development of such skills was found to be noticeably more related

to the professionally-oriented perspective of pre-service teacher education mainly in Institution 3.

Crucial forms of education related to all of the necessary groups of skills (subject knowledge, didactics,
a set of soft skills) are perceived to be enhanced well by a combination of teaching practice related to all
parts of studies, mentoring, and interactive seminars/workshops where the discussions and reflections are
fostered. And last but not least, instructors in the teacher education institutions are very important and
there is a big variety of necessary teachers - mainly supportive and inspiring teachers with adequate
knowledge related to teacher education, and mentors during teaching practice. But also, practitioners or
even external speakers (e.g. principals) are partly seen by novice teachers as an important asset in reaching
the sense of preparedness. Novice teachers appear to be adequately prepared mainly thanks to teaching
practice (which includes the support of a mentor), seminars/workshops, discussion with colleagues, and
reflections with teachers. As already researched, this study endorses the important role of teaching
practice in pre-service teacher education (Mohamed et al., 2016). but also shows an intrinsic complexity
of pre-service teacher education, as has been examined already in various studies (Brown et al., 2014;
Darling-Hammond, 2006).

When comparing the results from online questionnaires and interviews, in the questionnaire respondents
often claimed to be well prepared in a skill which they did not name or emphasize during the interview.
This might be caused by estrangement from a curriculum if the subjects sound very academic (Conner
and Sliwka, 2014) — for example, if the block is called “pedagogical-psychological common base”, and
the subject is “School Psychology”, whereas in Institution 3 the block is called “Teacher and his/her
intervention in the field of relationships” and an example of a workshop is very specific “Our emotions
and relationship signals and their effects on students”. As it is important to overcome the gap between
theory and practice in the curriculum of teacher education (Darling-Hammond, 2006), | assume that
designing courses to be more specific regarding what teachers are expected to learn might help to create

a feeling of practical learning also in theory.

Furthermore, also being taught to a big extent through lectures with a lack of interactive discussions might

cause an estrangement to what students learn, and the respondents proved it both through questionnaires

7 Soft skills have not been mentioned in the study before. They are mentioned now because after the analysis, there
is a visible distinction between the respondents being prepared for 1. subject knowledge, 2. didactic skills, and 3.
a variety of other skills — such as communication with parents, handling burn-out, self-reflection, creating safe
environment, etc. To simplify the findings, a variety of other skills is recognized as ,,soft* skills, because the
recognized skills are close to usual definition of soft skills, which is also varied. (Cinque, 2016)
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and interviews, as they considered lectures among the least useful forms of study. The respondents from
academic settings claimed to feel prepared mainly in didactics which is taught almost exclusively through
seminars at both faculties. Seminars are usually smaller and more engaging parts of a study. The engaging
learning environment is related to effective learning principles and thus can improve pre-service teacher

education evidently (Conner and Sliwka, 2014).

Nevertheless, the academic character of pre-service teacher education at universities still has its benefits
for the students. Besides a high-quality subject knowledge preparedness, faculties of education do not
prepare solely teachers, but it can open doors to other professions, and also further research pathways.
Many teachers tended to pursue further academic pathways in Finland, which is also renowned for its

teacher education curriculum balancing theory and practice (Sahlberg, 2007).

Interestingly, as studies of Institution 3 are not oriented on subject knowledge (as it is assumed that the
candidates are prepared in this field already due to earned master’s degree), respondents did not frequently
feel that lack of subject knowledge is an issue. This could be caused by different reasons. Firstly, 5/6
respondents teach either at primary or lower secondary level which is less demanding than upper
secondary schools. A second possible explanation is related to practice which is continuous and longer
than at faculties of education, therefore the students received an opportunity to connect the subject
knowledge with teaching to a big extent already during training, which Korthagen (2011) considers
crucial. The third reason might be the prioritizing of other fields of teacher skills besides subject
knowledge (subject didactics makes one of four blocks creating the curriculum). The other three blocks
are focused on relationships, personal development, and creating conditions for learning. Institution 3
respondents thus emphasized being prepared in rather soft skills but are also likely more focused on those
due to their pre-service education - and this is an example of how pre-service teacher education affects a
sense of preparedness. Also, all the blocks were taking place next to the continuous practice. This aligns
with the results of a study by Allen (2009), which showed that students stopped feeling distant from the

knowledge they learned once they were able to experience and connect them adequately in practice.

The biggest barrier for all the respondents was teaching students with diverse needs. Also, in the survey
TALIS (2018), Czech teachers expressed the lowest feeling of preparedness to teach students with special
needs. Nonetheless, even though challenging, it is important to equip teachers with skills to handle
diversity in the classroom (Schleicher, 2011). The respondents who claimed in the online questionnaire
to be prepared for teaching students with diverse needs also admitted in the interview that it is still is very
difficult to master in practice. As a helpful technique, the respondents referred to graded task assignments
— however, students also claimed to be for this rather theoretically prepared as they see it as a difficult
method. This aligns with research by Kahn and Lewis (2014), where it is emphasized that being prepared
for teaching students with diverse needs should be connected with intensive training, as it is challenging

to adapt to the individual needs of each student.
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The admission process is considered relevant regarding the quality of teacher education. To ensure an
adequate selection of future teachers, besides academic knowledge, criteria such as motivation, personal
gualities, communication skills, etc. are considered important (Barber and Mourshed, 2007; Heinz, 2013;
Ingvarson and Rowley, 2017). The respondents” opinions in this study align with such a statement. The
majority of all the respondents described the importance of an interview to evaluate the motivation of
becoming a teacher, and personal features, thus teacher identity, when entering pre-service teacher
education institutions. Furthermore, reflections at seminars and discussions with colleagues were
beneficial for all the respondents regardless of the program. We can hence assume that if almost
exclusively candidates truly interested in the teaching profession enter the institution, it would positively
affect the community of colleagues with teacher mindset who can then share more adequate experiences

among each other.

Notwithstanding, in academia, the role of the admission process is not frequently connected with the
consequent effects on pre-service teacher education. As shown in this research, the only program of
Institution 3 which included the admission process that considered teacher potential and motivation also
created a more coherent community of people with a teacher mindset. And such a community — a group
of students with a teacher mindset - has been valued highly regarding the sense of preparedness.
Nonetheless, there is no evidence to what extent the admission process played a role in creating a
community and there might have been other factors involved. However, based on the teachers’
perspectives, a proper selection of future teacher candidates considering their motivation is important and
such an admission process can likely result in a more supportive and thus efficient learning environment

for future teachers, which contributes to the preparedness of certified novice teachers.

To sum up, the figure (below) shows an example of pre-service teacher education that adequately shapes
the sense of preparedness, based on the evidence gained in this research through cross-case analyses of
five comparison elements. Two programs from a traditional university setting represent an academically
oriented aspect of pre-service teacher education. The respondents from this program claimed to feel
mainly prepared for subject knowledge and didactics. Respondents from Institution 3, which is a more
professionally-oriented program with a strong practical element preparing future teachers who already
earned their master's degree, claimed to be prepared more in a varied set of soft skills and also didactics.
Besides being already prepared for subject knowledge, Institution 3 respondents considered the skills of
subject knowledge less important than the respondents from more academically-oriented settings.
Commonly, the respondents agreed on the importance of interactive seminars/workshops where the
knowledge-sharing and reflections take place. Also, knowledge related to teaching in practice was very
valued accompanied by inspiring instructors (e.g. teachers, mentors, practitioners). Furthermore, as
explained above, the admission process has the potential to contribute to an inspiring community of future

teachers with a teacher identity, mindset, and potential.
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Figure 2 — Example of Pre-service Teacher Education that Positively Shapes Teachers” Sense of

Preparedness
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5.2 Reflections on methodology and future research

To compare the efficiency of three pre-service teacher education institutions to prepare future teachers
based on such a small sample and a variety of fields explored would be inappropriate and might result in
superficial analysis. However, the comparative analysis is not used to compare which institution is more
efficient in teacher preparation. A comparative analysis is used as a tool to explore a concept of the sense
of preparedness of novice teachers” regarding a specific context of teachers™ reality, thus pre-service

teacher education.

The findings of this comparative case study indicate what the teachers perceive as their own preparedness,
not how they are prepared objectively (by measurable tools or methods). Hence, this research does not
imply how novice teachers are truly prepared, only how much and in which areas they feel ready to teach,
or in which fields they feel lack of knowledge. The research tried to connect these perceptions of
beginning teachers to their initial teacher education. As further research, 1 would recommend a more
specific study focused on potentially measuring how well-prepared teachers of diverse types of pre-
service teacher education institutions or programs are in certain areas - namely in subject knowledge,
didactics (teaching) skills, and a variety of soft skills. Additionally, | see potential in a similar type of
research with a bigger sample to enhance the generalizability of the findings.
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5.3 Conclusion

The objective of this thesis is to contribute to the research focusing on pre-service teacher education's
role in affecting teachers” sense of preparedness. | consider the Czech context and specific teacher
education institutions. Pre-service teacher education in the Czech Republic is in a complicated situation
considering the low interest of students to enroll in teacher education programs (SCIO, 2016) as well as

Czech teachers” perceived low sense of preparedness in certain areas (OECD, n.d. [2018]).

The thesis aimed to respond to the research question: How does pre-service teacher education shape
the sense of preparedness of novice teachers? As the research employed a comparative approach, | also
explored differences regarding novice teachers” sense of preparedness across three pre-service teacher

education institutions.

Pre-service teacher education shapes novice teachers” sense of preparedness in diverse ways. Firstly, it
affects what they define as important for being a prepared teacher. A comparison of findings showed that
if teachers did not receive their pre-service teacher education focused primarily on subject knowledge,
they also consider prioritizing it less over other competences. On the contrary, the experience of a high-
quality subject knowledge preparation as a part of teacher training in an academic setting results in evident

valuing of hard skills besides a variety of soft skills.

A comparative approach allowed us to see a difference between academically-oriented aspects and
professionally-oriented aspects of pre-service teacher education. The results demonstrate that the
academically-oriented part of teacher education likely indicates a good level of preparation in hard skills
— thus subject knowledge and didactic skills (practical application of teaching methods). A more
professionally oriented type of teacher education with specialized interactive workshops and extensive
teaching practice suggests fostering a sense of preparedness also in didactics, but more evidently in soft
skills (most evidently in self-reflection, reflective teaching practice, and communication skills). The most
useful form of learning in all three selected cases was teaching practice, and interactive
seminars/workshops — highly evaluated mainly if connected to reflections with colleagues. Also
mentoring was considered very useful, although presumably not experienced by every respondent, thus

it did not appear as valued as other forms of learning.

It is important to note that this research aim was not to compare which type of pre-service teacher
education institution educates teachers in a better way. All three institutions provide different kinds of
training which have their benefits. It is very difficult to judge the value due to the very different contextual
characteristics of the institutions. Also, used data collection tools are subjective, because the findings are
based solely on 15 novice teachers” personal perspectives and experiences. Nonetheless, the voice was
given to novice teachers and the consequent analysis of the data (interviews and online guestionnaires)

allowed me to summarize the teachers' perceptions into structured findings.
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Institution 3 is a new initiative focusing clearly on providing innovative evidence-based teacher education
and it alternatively shows a more professionally-oriented approach with extensive reflective teaching
practice. The faculties of education are naturally more academically-oriented. Although providing
teaching practice and other elements necessary for future teachers too, the focus of the institutions is also
academic and scientific, focused also on providing students with knowledge beyond the scope of being
prepared teachers, but also for being prepared researchers in the field of education, or potentially other
professions. Thus, | would argue that a focus on a more professionally-oriented approach towards
preparing future teachers might help to overcome the deprofessionalization trend regarding teacher
training (Vasutova and Spilkova, 2011). This aspect of the study is relevant also beyond the Czech

Republic as the deprofessionalization phenomenon is present also internationally (Milner, 2013).

Based on the empirical findings and analysis, | suggest that pre-service teacher education should foster a
balance between academically-oriented and professionally-oriented sections and components of teacher
training in order to develop both hard and soft skills. Also, an adequate set of hard and soft skills would
likely be enhanced adequately if connected with appropriate extensive teaching practice, interactive forms
of education (e.g., workshops, seminars), and instructors fulfilling diverse roles (e.g., practitioners,
mentors, academics). To ensure a coherent group of beginning future teachers, it may be necessary for
this type of educational institution to provide an admission process that also considers the teacher mindset
by assessing the candidate's motivation and personality. Practical implications of research suggest that it
is important to design teacher education programs that foster novice teachers™ sense of preparedness. A
recommendation with regards to priorities of such a program relate to the needs of novice teachers
mastering both hard skills, such as subject knowledge, and soft skills (e.g., communication, handling
burn-out) next to the essential didactic (teaching) skills. Continuous improvement of teacher education
combined with the motivation of high-quality applicants to become teachers is very meaningful also given
the situation in the Czech Republic, where lack of interest in the teaching profession has become an urgent
problem (CT24, 2020).

Although there are visible struggles in the teaching profession in the Czech Republic, likely, there is no
one solution but there should be a combination of steps taken to continue with improving both the quality
of teacher training as well as the attractiveness of the profession. We live in dynamic times and thus the
current challenges might transform soon into new difficulties to which the system will have to react.
Therefore, teachers are likely to need a diverse combination of pedagogical approaches to respond to a
variety of demands (Robertson and Dale, 2015). Considering this aspect, it is probably impossible to
evaluate which approach to educating teachers is the most effective. But we should build on a diversity

of various high-quality approaches to education — both “traditional” as well as “alternative”.
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7 Appendices

7.1 Overview of respondents

Time period of active teaching
Pre-service teacher education Year of finishing (at the moment of
institution studies* interview**)
Institution 1 2019 1 year
Institution 1 2020 1 year and 3 months
Institution 1 2020 1 year and 3 months
Institution 1 2020 9 months
Institution 2 2019 5 years
Institution 2 2020 2 years
Institution 2 2020 3 months
Institution 2 2020 1 year and 3 months
Institution 2 2020 1 year and 3 months
Institution 3 2019 2 years and 3 months
Institution 3 2020 4 years and 3 months
Institution 3 2020 3 years
Institution 3 2020 2,5 years
Institution 3 2020 3 years and 3 months
Institution 3 2020 3 years

*some respondents were still officially students due to postponement of the final state exam — thus technically they
did not take any courses at the university anymore but they were awaiting the period (which is twice a year) when
they are allowed to take the final state exam and officially graduate. Final state exam (stdtni zavérecnad zkouska) is
specific to the Czech higher education system and the last step to earn a degree, there is no course related to this
exam, the exams can take place only after a student passes all the courses and earn the number of credits necessary
to graduate. All the respondents claimed to have passed all the courses.

**active teaching means a practice as an official teacher working at a primary or secondary school (hence, not for

example tutoring, teaching in language schools etc.)

Other important contextual criteria taken into consideration in the data analysis but not revealed

in the table above due to the respected confidentiality of the respondents:

» Specializations in teaching the following subjects: Math, Physics, Czech, Basics of Social
Sciences, History, Geography, French, English, Media education, Information and

communications technology
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Gender: 7 men and 8 women — each of the two genders represented in each institution

Most of the respondents are considered “full-time teachers” (11/15), 2 respondents (graduates
from different institutions) teach part-time, and 2 respondents (graduates from different
institutions) teach only 4-5 hours a week

Diversity of respondents teaching at different types of schools (only 1 out of 15 respondents
currently teaches solely at primary level):

Institution 1: 2 respondents teach at the primary and lower secondary level, 1 respondent at both
upper and lower secondary level, 1 respondent at the lower secondary level

Institution 2: 2 respondents teach at the lower secondary level, 3 respondents teach at the upper
secondary level

Institution 3: 1 respondent teaches at primary level, 3 respondents teach at the primary and lower
secondary level, 1 respondent at the lower secondary level, 1 respondent at secondary (both upper

and lower) level

7.2 Template: Semi-structured interview

*The original language of the semi-structured interview was Czech, it was translated to English only

afterward.

Respondent profile

1.
2.
3.

Please briefly introduce where you teach - at what school and what subjects, for how long.
Have you taught at other schools?
Why did you decide to be a teacher?

Entrance exams

4.
S.
6.

Why did you choose this institution for your preparation for the teaching profession?
Do you remember what the entrance exams were and what they included?

In your opinion, were the entrance exams adequate to select future teachers?

The main part — sense of preparedness & pre-service teacher education

7.

10.

11.

Please define who you think is a ready/prepared teacher? Hence, what should a prepared
graduate handle in the teaching profession?

In what areas do you feel ready to teach thanks to the pre-service teaching program you have
completed?

Which parts of the study do you value most in retrospect? / What parts of your teaching
program do you consider most useful for your profession?

What barriers do you experience in teaching — thus in what else do you need to master to feel
like a fully prepared teacher?

What do you have to learn on your own in your teaching practice?
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12. What was the weakest aspect of your study?

13. What have you learned and find it useful, but you cannot use in practice? (because you don’t
know how to use the skill for instance)

14. (Corona-Crisis: How prepared are you as a teacher to cope with the corona crisis?

15. What else has prepared you for teaching profession besides your pre-service teaching program?

16. How long do you plan to teach? Are you worried about burnout?

(Bonus part only for those who actively studied in the spring semester 2020 - the impact of the corona

crisis)

17. How your teaching program managed to educate you in the last semester at the time of the

corona-crisis?
Last part:

18. How would you characterize a program that really prepares teachers for their profession?
19. To what extent does your program meet your ideal pre-service teacher education program?

7.3 Template: Online Structured Questionnaire

*The original language of the questionnaire was Czech, it was translated to English only afterward
A. Basic information
1. Your name:

2. Please describe the specific field/program related to teaching that you studied and at which institution

(if you have studied more than one field in more than one institution, please list all of them):

3. What other field did you complete at university than teaching? Please describe the specific field and
where exactly they studied (if you have studied more than one field, please list all of them)

4. What is the highest level of education you have achieved?

5. How long have you been actively teaching?

6. What school do you teach at (name and address / location of the school)?

7. How many hours a week do you teach on average?

8. What grades do you teach?

9. What subjects do you teach (please list all, including those you have not studied)?

B. Your pre-service teacher education
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Questions about your education always relate to your education at the institution on the basis of which
you were approached as a suitable respondent for this research because you graduated from this
institution in 2019 or 2020. They do not concern your education that you received otherwise (job training,
self-study, etc.).

(The same set of responses for questions 10, 11, and 12)

10. How often have you used to had at the institution where you studied the following forms of study:
- Options: 1) "Very often" 2) "Often" 3) "Sometimes" 4) "Never"

11. To what extent do you find the teaching method useful?

Options: 1) Completely useless 2) A little useful 3) Very useful 4) Very useful 5) Not relevant (I did not
complete such a method of teaching)

12. Inwhat way will the subjects or parts of the study come back to you as very useful for your profession?
Please write in the list next to the specific examples of parts of the study (for example, the courses you

have taken) that you found extremely useful for your practice.

E.g.: a) Interactive workshops / seminars on various topics and methods related to education (eg how to

manage inclusion) - "Workshop focused on managing inclusion”

d) Written elaboration of topics relevant in teaching with the help of the study of professional literature

- "Diploma thesis on the topic" Project teaching "/" Essay on the topic of self-reflection in practice "

(Next to each statement, a box will appear where they will be able to fill in what specific part of the study

prepared them for the given competence.)

a) Interactive workshops / seminars on various topics and methods related to education (eq how to manage

inclusion)

b) Educational conferences or scientific seminars (at which teachers and / or researchers present their

research results and discuss educational issues)

c) Observation visits to other schools - (excursions to other schools)

d) Written elaboration of topics relevant in teaching with the help of the study of professional literature

e) Mentoring and coaching

) Work in groups

@) Pair teaching
h) Lectures

i) Practice (listening, continuous practice, etc.)
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i) Other (specify):

C. Teacher readiness competencies

(The same set of responses for questions 13, 14, and 15)

13. To what extent do you consider the following competencies important for a teacher in practice?

Options: 1) Very important 2) Important 3) Not important 4) Not important

Please keep in mind that we are asking how well your studies at the institution you completed before
qualifying as a teacher prepared you, not how well you master these areas on your own initiative / self-
study, etc.

14. To what extent do you feel prepared by your institution in the following areas?
Options: 1) Completely unprepared 2) Rather unprepared 3) Rather prepared 4) Very well prepared

15. How did the teaching program prepare you for these areas? Please give an example of a specific part

of the study that prepared you for the area. If no part of the study has been devoted to the area, state X.

For example: Adapting teaching to respond to the strengths and needs of all pupils - even with any special

needs or mild disabilities: "1 am prepared for an inclusion seminar."

(Next to each statement, a box will appear and they will be able to fill in what part of the study prepared

them for the given competence.)

a) Professional knowledge of subjects and curriculum in terms of content

b) Mediation of content to students - the ability to explain the subject

¢) Facilitation of teaching - creating effective opportunities in the classroom so that students can learn on

their own and autonomously

d) Use of technologies in the classroom

e) Creating a safe environment - preventing bullying, building trust between children

f) Teaching students from different cultures (e.g.: living in the Czech Republic but coming from a

minority ethnic group or children of immigrants)

55



g) Adapting teaching to respond to the strengths and needs of all pupils - even with special needs or mild

disabilities

h) Giving feedback to students so that assessment helps students in their further development

i) Leading students to responsibility for their own educational process and behavior

k) Coping with students with complicated attitudes / higher need for external motivation (eq indiscipline,

behavioral problems, loss of motivation in learning)

1) Cooperation with colleagues - with other teachers, teaching assistants, etc.

m) Cooperation and communication with students' parents

n) Lifelong learning, self-reflection of one's own work and adaptation to new situations and forms of

learning (eq as in the case of a coronary crisis)

0) Self-reflection of own work

p) Ability to stay motivated and prevent "Burnout” (physical or mental collapse caused by overwork or

stress)

7.4 Informed Consent

ZIN

ob%

educatlon policies
for global development

Consent for VVoluntary Participation in Interview and Questionnaire

I - Name - volunteer to participate in a research project conducted by Bc. Dasa
Gardosikova who conducts research as an essential of The Master program in Education Policies for
Global Development (GLOBED) at the Universitat Autdonoma de Barcelona; the College of Social
Sciences from the University of Glasgow; the Department of Political Sciences from the University of
Bremen; and the Department of Educational Sciences from the University of Cyprus. Conducting an
interview and an online questionnaire are crucial parts for the research conducted by DaSa GardosSikova
as those are among the main data sources for writing her thesis.

I understand that the project is designed to gather information about my experience as a (former) student
of the teacher initial education program and my experience in the teaching profession. | will be one of
approximately 15 people being interviewed for this research.

1. My participation in this project is voluntary. | understand that I will not be paid for my participation. | may
withdraw and discontinue participation at any time without penalty.

2. If | feel uncomfortable in any way during the interview session, | have the right to decline to answer any
question or to end the interview.
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3. The interview will last approximately 45 minutes (in case it happens to be longer, the maximum length is 1
hour).

4. Notes will be written during the interview. An audiotape of the interview will be made.

5. I understand that the researcher will not identify me by name in any reports using information obtained from
this interview and questionnaire and that my confidentiality as a participant in this study will remain secure.
Subsequent uses of records and data will be subject to standard data use policies that protect the anonymity of
individuals and institutions.

6. No one else besides the student conducting the research will neither be present at the interview nor have
access to raw notes or transcripts. This precaution will prevent my individual comments from having any
negative repercussions.

7. 1 understand that this research study has been reviewed and approved by the GLOBED — Education Policies
for Global Development Board.

8. | have read and understood the explanation provided to me. | have had all my questions answered to my
satisfaction, and | voluntarily agree to participate in this study.

9. | have been given a copy of this consent form.

I voluntarily make this declaration, agree with all the points above, and freely consent to the collection and
processing of my data for the research by Dasa GardosSikova.

My Signature Signature of the Researcher

Place & Date Place & Date

7.5 Visualizations of codes gained from semi-structured interviews

Concept: Sense of Preparedness

Prepared Teacher Definition by Novice Teachers

Institution Subtopic
Codes Institution 1 Institution 2 Institution 3 Prepared Teacher Competences

T-jg:tatlon to unexpected situations W Prepared Teacher Identity
Administration compet

n skills
ironment

Communication & p
Creating learnin

Di approach

Disc

Expe | |
Firstai

Listening to students & empathy

Po jects that they teach ]

Po children | I

h special/different needs

sonality ] ]

Self-motivation ability
Self-reflection

Count of Codes Count of Codes Count of Codes
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Well-prepared fields

Codes
Administration
Analysis and working with information
Classroom management/leadership
Communication
Community
Creating safe environment
Teaching a specific subject
Didactics (general)
Engaging children
Experential/constructivist teaching
Formative assessment
Good example from faculty
Good example Teach Live
Graded task assessment

Checking students knowledge and abilities

Useful technology

Mental hygiene/Psychohygiene
Planning lesson meaningfully
Reflective practice

Self-reflection

Subjact knowledge

Teaching students with diverse needs

Problematic areas

Codes Institution 1

Adapting to unexpected situations
Administration

Classroom management/leadership
Communication with parents
Coronacrisis

Coronacrisis online teaching
Didactics_Teaching creatively
Didactics_Teaching subject
Experiential/Constructivist teaching
First aid

Formative assessment

Graded task assignment

Group works

Lack of self-reflection

Managing discipline

Neuroscience knowledge missing
Providing clear instructions
Self-efficacy/confidence

Subject knowledge I
Teaching students with diverse needs I
Time management | |

0 2

Count of Codes

Institution Subtopic
Institution 1 Institution 2 Institution 3 M Variety of areas
]
™ M Handling online teaching (covid-19)
| M Didactics
| |
I
u .
]
| |
.
u
u
| |
.
u
|
I |
|
| .
|
] . |
| |
|
0 2 4 6 8100 2 4 6 4 6 810
Count of Codes Count of Codes Count of Codes
Institution . Subtopic
— Institution 2 - Institution 3 W Theoretical preparation - not sufficient for practice
= ] M Barriers to feel adequately prepared / Weaknesses
| .
I
| |
|
]
.
| N
|
N
.
I |
|
|
|
I
| I
|
4 6 0 2 4 6 0 4 6

Count of Codes

Count of Codes



Concept: Pre-service teacher education potential

Courses/contents helpful for feeling prepared

Institution

Code (copy 2) Institution 1 Institution 2 Institution 3
Conference
Course about Prevence of bullying
Course Experiential learning
Course How to handle burn-out
Course on Discipline management
Course on English teaching
Course on Graded Task Assignment
Course on Group Work
Course on subject knowledge (mathematics)
Course on Use of Technology in learning
Critical thinking workshop
Current knowledge-not obsolete
Developing communication skills
Didactics
Didactics for students with special needs needs
Didactics of civics
Didactics of Czech for students with a different mother-tongue
Didactics of Czech language and literature
Didactics of Geography
Didactics of History
Didactics of Mathematics
Everything connected to practice and real life examples
Excursions
Formative assessment
Formative assessment course
High-quality overall_satisfied with majority of courses
History of pedagogy and pedagegical approaches
Choice of areas to focus on
Innovative and current knowledge
Learning how to teach competences not only knowledge
Lecture of psychology and pedagogy
Less theory and subject knowledge
Pedagogical-psychological Diagnostics
Philosophy and Ethics of teacher
Practical courses with external speakers
Preparation for children with diverse needs
Reflective seminars
Self-reflection practice (helpful for burn-out)
Selfexperience preparation on profession
Seminar helpful for burn-out_teacher experiences sharing
Seminar of Logics
Seminar of pedagogy and psychology
Seminar of psychelogy
Seminar on multiculturality
School Administration
Subject knowledge
Thesis
Weekend courses
Workshop for handling Burn-out syndrome

0o 2 4 6 0 2 4 6 0 2 4 6
Count of Code Count of Code Count of Code

Helpful aspect of pre-service teacher education

Institution Subtopic
Institution 1 Institution2 Institution3 B Community and atmosphere
Knowledge sharing and reflection with colleagues
W Qverall characteristics of the program
W Teachers / mentors helping to feel prepared
I Teaching Practice

Code (copy 2)
Assistant practice during (master)
Assistant practice/tutoring (bachelor ) NN
Community (Institutional association)
Community and atmosphere in the program
Diversity of colleagues
Experiential learning
External speakers (e.g. school principals) NN
Inspiring teachers (naming themin particular) I
Lecturers from practice NN
Mentoring/ Support
Practical research (thesis)
Practice I
Practice - classroom observation
Practice - connected with support and theory I
Practice (intensive)
Practicein pairs
Practice_continuous
Practice_intensive but short I
Realife experience INEG_—_—
Reflection with colleagues - discussions at seminars
Reflections after practice
Smaller more personal classes
Teacher (Guide)

0 2 4 6 0 2 4 6
Count of Code Count of Code Count of Code

>
ro
=
o
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Pre-Service Teacher Education Shortcomings

Institution
Codes (copy) Institution 1 Institution 2 Institution 3
Difficult factual knowledge .
mpersonal approach Il .
Lack of active seminars I ]
Lack of administration preparation I
%ckof ommunic tomk\ I
I
I |
.
.
|
|
I I
. |
y |
Lack of th Eur\ |
Lack of useful support to handle burn-out sy ndroma | |
Low lever of organization of a specific part of teacher training I
Nothing problematic .
Only theoretical preparation - com urmzt\c, W a |
Only theoretical preparation -
Only theoretical preparation - constructi tecm ng in math |
Only theoretical preparation - formative assessment I | I
Only theoretical preparation - graded task a ment |
Only theoretical preparation - group work .
Repetetive content |
0 2 4 6 80 2 4 6 8/0 2 4 6 8
Admission Process
Institution Subtopic
s — Code gcopy‘z) Institution 1 Institution 2 Institution 3 W Adequate for choosing future teachers
Classic university entrance exam
Demonstration lesson 1 Adequate for the university
Interview | Inadequate for choosing future teachers
Missing intervie M Inadequate for the university
V ion letter |
Only kno
Too simple subije |
0 2 4 6 0 2 4 6 0 2 4 6
Count of Code Count of Code Count of Code

7.6 Overview — Responses to Likert Scale Questions (online questionnaire)

*Raw data in Czech language (not translated to English as this was a complementary source)

**Anonymized responses — only Likert Scale questions are provided due to reassured anonymity

© 0~ o W

.

-
=

-
=]

-
w

-
=

.
@

.
=

b) Vzdé&lévaci konference nebo védecké
Interakti ksh indFe - na kterych uéitelé b
) Interaktivn works opy(’s’emmaina riand | semm’are " ’:eryl: v E,,E a,’ “,E ° ¢} Pozorovaci navitévy v jinych skolach - d) Pisemné prace na témata relevantniv . L, L
témata a metody jici se vyzkumni pi prezentuji své vysledky e Y . ., . . e) Mentoring a kougovani::11. Jak asto jste
e i Y L ) " Y (exkurze na jinych koldch)::11, Jak éasto jste | uéitelstvi s pouzitim odborné literatury ::11. . e
Institution | (napF. jak zviadat inkluzi)::11. Jak éasto jste vyzkumu a diskutuji o vzdélévacich L e ey L . e .| mivali ve va§f pfipravé na instituci kde jste
L , L | mivalive vasi pripravé na instituci kde jste | Jak ¢asto jste mivali ve vasi pFipravé na instituci ) )
mivali ve vasi pfipravé na instituci kde jste problémech::11, Jak Casto jste mivali ve vasi . . A . . studovali tyto formy studia:
; ; T § studovali tyto formy studia: kde jste studovali tyto formy studia:
studovali tyto formy studia: pripravé na instituci kde jste studovali tyto
formy s

Institution 1|3) Obtas 3) Obtas 4) Nikdy 2) Casto 3) Obtas

Institution 2|3) Obéas 3) Obtas 2) Casto 4) Nikdy 4) Nikdy

Institution 1|3) Obéas 4) Nikdy 2) Casto 3) Obas 4) Nikdy

Institution 2|4) Nikdy 3) Obtas 3) Obas 2) Casto 4) Nikdy

Institution 2|3) Obtas 4) Nikdy 3) Obias 3) Obas 4) Nikdy

Institution 1|3) Obtas 3) Obtas 3) Obéas 2) Casto 3) Obtas

Institution 3|1) Velmi ¢asto 3) Obtas 1) Velmi tasto 1) Velmi dasto 1) Velmi asto

Institution 2|2) Casto 1) Velmi gasto 2) Casto 2) Casto 2) Casto

Institution 2|3) Obtas 3) Obtas 2) Casto 3) Oblas 4) Nikdy

Institution 3|1) Velmi (asto 1) Velmi Casto 1) Velmi ¢asto 1) Velmi Casto 1) Velmi ¢asto

Institution 3|1) Velmi asto 2) Casto 1) Velmi asto 3) Obdas 2) Casto

Institution 3|1) Velmi (asto 1) Velmi Casto 1) Velmi ¢asto 2) Casto 1) Velmi ¢asto

Institution 3|1) Velmi fasto 4) Nikdy 1) Velmi ¢asto 1) Velmi Casto 2) Casto

Institution 3|1) Velmi ¢asto 1) Velmi &asto 1) Velmi tasto 4) Nikdy 1) Velmi asto

Institution 1/2) Casto 4) Nikdy 4) Nikdy 2) Casto 3) Obtas
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f) Préce ve skupinach::11. Jak Easto jste mivali el P?rwa Viuka (nap. dva uéitelé "Eh? h) Prednasky::11. Jak Easto jste mivali ve vadi | i) Praxe (naslechy, souvisla praxe, etc.)::11. Jak 2 !nteraktlvnl wnrkshn;luy {s}emlnirf r!iru'zna
ve vasi piipravé na instituci kde jste studovali spolupréce pedi.;g’c)g'a’ @ studenta]u:11. Jak asto pfipravé na instituci kde jste studovali tyto Easto jste mivali ve vagi pFipravé na instituci tem'at.a 2 me’tod\.{ souv.lseucl s v.zdeylav’amm
tyto formy studia: jste mivali ve vasi pfipravé na instituci kde jste formy studia: ke jste studovali tyto formy studia: (napF. jak zv!adat |r:|k|u1|]:512, Dg 1a|'(e'm|ry byl
studovali tyto formy studia: pro Vas dany typ vyuky uZitecny?

1

2 |2) Casto 3) Obéas 1) Velmi €asto 1) Velmi €asto 1) Velmi uZitetny

3 (2) Casto 4) Nikdy 1) Velmi éasto 3) Obéas 1) Velmi ufiteény

4 |2) Casto 4) Nikdy 1) Velmi Casto 1) Velmi Casto 2) Spise uZiteCny

5 |3) Obéas 4) Nikdy 1) Velmi Easto 3) Obéas 1) Velmi uZitetny

6 |3) Obéas 4) Nikdy 1) Velmi casto 3) Obéas 2) Spise uZiteny

7 |3) Obéas 4) Nikdy 1) Velmi Easto 3) Obtas 1) Velmi uZiteény

8 |1) Velmi éasto 1) Velmi éasto 3) Obéas 1) Velmi Easto 1) Velmi uZitetny

9 (2) Casto 3) Obdas 1) Velmi casto 2) asto 3) Spise neuzitecny

10 |3) Obéas 4) Nikdy 1) Velmi Easto 2) Casto 1) Velmi uiteény

11 [1) Velmi éasto 1) Velmi éasto 1) Velmi éasto 1) Velmi éasto 1) Velmi ufiteény

12 [2) Casto 2) Casto 2) Casto 1) Velmi Casto 1) Velmi uZitecny

13 [1) Velmi éasto 1) Velmi éasto 2) Casto 1) Velmi €asto 1) Velmi uZitetny

14 |1) Velmi éasto 1) Velmi éasto 4) Nikdy 1) Velmi éasto 1) Velmi ufiteény

15 |1) Velmi &asto 1) Velmi &asto 1) Velmi Casto 1) Velmi Casto 1) Velmi uZitecny

16 [1) Velmi éasto 3) Obéas 1) Velmi Easto 2) Casto 1) Velmi uZitetny

b) vzd&livaci konference nebo védecké seminéfe - na
kterych ucitelé a / nebo vyzkumni pracovnici prezentuji své
vysledky vyzkumu a diskutuji o vzdélavacich
problémech::12. Do jaké miry byl pro Vas
dany typ vyuky uZiteény?

&vy v jinych Skolach - (exkurze na jinych
2. Do jaké miry byl pro Vas
dany typ vyuky uZiteény?

¢) Pozorovaci navi
skolach)::

d) Pisemné prace na témata relevantniv

ucitelstvi s pouZitim odborné literatury ::12. Do

jaké miry byl pro Vas dany typ vyuky uZiteény?

e) Mentoring a kougovani::12. Do jaké miry byl pro Vas
dany typ vyuky uZiteény?

1

2 2) Spide ufiteny 5) Neni relevantni (neabsolvoval jsem takovy zplsob vyuky) |3) Spide neuZiteény 1) Velmi ufiteény

3 3) Spide neuZitecny 2) SpiSe uZitecny 3) Spige neuZitecny 1) Velmi uZiteény

4 |5) Neni relevantni (neabsolvoval jsem takovy zplsob vyuky) [1) Velmi uZitecny 4) Zcela neuZitecny 5) Neni relevantni (neabsolvoval jsem takovy zplsob vyuky)
5 2) Spide uZitetny 1) Velmi uZitetny 3) Spide neuZitetny 5) Neni relevantni (neabsolvoval jsem takovy zpdsob vyuky)
6 | 5) Neni relevantni (neabsolvoval jsem takovy zplsob vyuky) [2) SpiSe uZitetny 2) Spide uZitetny 5) Neni relevantni (neabsolvoval jsem takovy zplisob vyuky)
7 3) Spide neufitetny 1) Velmi uZiteény 2) Spide uZitetny 2) Spise uZitetny

8 1) Velmi uZitetny 1) Velmi uZiteény 1) Velmi uZiteny 1) Velmi uZiteny

9 2) Spide ufiteny 3) Spide neufiteény 2) Spie uZiteény 2) Spise uiitelny

10 |3) Spide neufitetny 1) Velmi ufiteény 2) Spide uZiteény 5) Neni relevantni (neabsolvoval jsem takovy zplsob vyuky)
11 | 1) Velmi uZitedny 1) Velmi uZiteény 1) Velmi uZiteény 1) Velmi uZiteény

12 |1) Velmi uZitecny 1) Velmi uZitecny 2) Spise uZitecny 1) Velmi uZiteny

13 |1) Velmi uZitetny 1) Velmi uZitetny 2) Spise uZitetny 1) Velmi uZiteny

14 |5) Neni relevantni (neabsolvoval jsem takovy zplisob vyuky) |2) Spide uZitetny 1) Velmi uZitetny 2) Spise uZitetny

15 |1) Velmi uZitetny 1) Velmi uZiteény 5) Neni relevantni (neabsolvoval jsem takovy zp{]1) Velmi uZitetny

16 |5) Neni relevantni (neabsolvoval jsem takovy zplisob vyuky) |5) Neni relevantni (neabsolvoval jsem takowy zplisob vyuky) |2) Spide uZitetny 2) Spise uZitetny

L, . — . a) Odborn4 znalost pfedmétd a uiva po
f) Préce ve skupindch::12. Do jaké miry byl pro €] Pirovi viuka (napf. dva uclt.eleynefm spoluprir.'e h) Pfednagky::12. Do jaké miry byl pro Vés | i) Praxe (ndslechy, souvisld praxe, etc. obsahové strance::14. Do jaké miry povaiujete
Vs dany typ wuky uZiteény? pedagogaa studelnta]::]:Z, DD‘]'?kE’IT!II'v byl pro Vas dany typ vyuky uZiteény? jaké miry byl pro Vas dany typ wuky nasledujici kempetence za diilezité pro uitele
dany typ vyuky ufiteény? o . ;
pripraveného na praxi?

1

2 |2) Spise uZitetny 1) Velmi uZiteény 2) Spide uZiteény 1) Velmi uZitetny 2) Dilefité

3 |2) Spide ufitetny 2) Spige uZiteény 3) Spige neufiteény 1) Velmi ufitedny 2) Dilefité

4 |2) Spise uZitetny 5) Neni relevantni (neabsolvoval jsem takovy zpiisob vyuky) |3) SpiSe neuZitecny 2) Spige uZite¢ny 2) Dillefité

5 |2) Spise uZitetny 5) Neni relevantni (neabsolvoval jsem takovy zpiisob vyuky) |3) SpiSe neuZitecny 1) Velmi uZitetny 2) Dillefité

6 |2) Spide ufited 5) Neni relevantni (neabsolvoval jsem takovy zplisob vyuky) |3) Spise neu: 1) Velmi uZitetny 1) Velmi dulefité

7 |3) Spise neufitetny 5) Neni relevantni (neabsolvoval jsem takovy zpisob vyuky) |3) Spige neu: 2) Spise uZitetny 2) Dilefité

8 |1) Velmi ufitetny 1) Velmi uZited 1) Velmi ufitedny 2) Dilefité

9 |2) Spise uzitetny 1) Velmi uZitetny 2) Spige uZitetny 1) Velmi ddlefité

10 3) Spise neuZitetny 5) Neni relevantni (neabsolvoval jsem takovy zpiisob vyuky) |2) Spise uZiteény 1) Velmi uZitetny 2) Dillefité

11 1) Velmi uZiteény 1) Velmi uZitetny 1) Velmi uZitetny 1) Velmi uZitetny 2) Diletité

12 1) Velmi uZiteény 1) Velmi uZitetny 1) Velmi uZitetny 1) Velmi uZitetny 2) Dillefité

13 1) Velmi ufiteény 1) Velmi uZiteény 2) Spige uZiteény 1) Velmi ufitedny 2) Dilefité

14 1) Velmi uZitecny 1) Velmi uZitecny 5) Neni relevantni (neabsolvoval jsem takovy zp(i1) Velmi ufiteény 2) Dillefité

15 1) Velmi uZitetny 1) Velmi uZitetny 1) Velmi uZitetny 1) Velmi uZitetny 1) Velmi ddlefité

16 2) Spide uZitetny 2) Spige uZiteény 2) Spide uZiteény 1) Velmi uZitetny 2) Diletité

b) Zprostfedkovani obsahu studentim -

¢) Facilitace wyuky - vytvaFeni efektivnich

d) Vyuzivéni informaénich technologif ve

e) Vytvafeni bezpe€ného prostfedi -

f) Uéeni studenti z riznych kultur (napf.:

schopnost utivo vysvétlovat::14. Do jaké miry
povaiujete nasledujici kompetence za dilezité
pro uéitele pfipraveného na praxi?

prilefitosti ve tfid&, aby se studenti mohli uit i
sami a autonomné::14. Do jaké miry
povaiujete nasledujici kompetence za diilefité
pro uéitele pfipraveného na praxi?

vzdélavni::

4. Do jaké miry povaiujete
nésledujici kompetence za dilefité pro uéitele
pripraveného na praxi?

predchézeni Sikané, navazovéni davéry mezi
détmi::14. Do jaké miry povaiujete nasledujici
kompetence za diileZité pro utitele
piipraveného na praxi?

gijicich v €R, ale pochzejicich z mensinového

etnika nebo déti imigranti)::14. Do jaké miry

povaiujete nasledujici kompetence za dileZité
pro utitele pfipraveného na praxi?

1

2 1) Velmi dllefité 2) Dilefité 1) Velmi duleité 1) Velmi dilefité 2) Dllefité

3 1) Velmi dlilefité 1) Velmi dilefité 2) Dillezité 1) Velmi dileité 2) Dilefité

4 1) Velmi dilefité 2) Dillefité 1) Velmi dileZité 1) Velmi délezité 3) Mélo dlefité
5 1) Velmi dllefité 1) Velmi dulegité 1) Velmi dilezité 1) Velmi dilezité 1) Velmi dllefité
6 1) Velmi dilefité 1) Velmi dulezité 2) DileZité 1) Velmi dilezité 1) Velmi dileZité
7 1) Velmi dllefité 1) Velmi duleité 1) Velmi duleité 1) Velmi dilefité 1) Velmi dllefité
8 [2) Diletité 1) Velmi dilezité 2) Dillezité 1) Velmi dilezité 2) Diledité

9 1) Velmi dilefité 2) Dileité 3) Mdlo dilefité 2) Daleité 3) Mélo dileité
10 |1) Velmi ddl 1) Velmi dulegité 2) Dilezité 1) Velmi dilezité 3) Mélo dllefité
11 1) Velmi dilefité 1) Velmi dulezité 1) Velmi dulezité 1) Velmi dilezité 2) Dilefité

12 1) Velmi dilefité 1) Velmi dulegité 2) Dillezité 1) Velmi dilezité 2) Dllezité

13 1) Velmi dile7ité 1) Velmi dalefité 2) Dalefité 1) Velmi dileZité 2) Dillezité

14 |2) Dilefité 1) Velmi dileZité 2) Dilezité 1) Velmi dilefité 3) Mlo dlefité
15 |1) Velmi dal 1) Velmi dilefité 3) Malo dllefité 1) Velmi dileité 2) Dilefité

16 |1) Velmi dal 2) Dileité 2) Diledité 1) Velmi daledité 3) Malo daleité
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g) Pizpiisobeni vyuky tak, aby reagovala na

studentim, aby

h) Dévat zpétnou vazbu
i studentd ahalo v jejich dalsim

hod,

potreby viech zaka - i s pFipadnymi idlnimi
potfebami & mirnymi handicapy::14. Do jaké
miry H asledujici k za

rozvoji::14. Do jaké miry povaZujete ndsledujici
[ za duleité pro uéitele

daleité pro uéitele pripraveného na praxi?
1

pripraveného na praxi?

vlastni vzdélévaci proces a chovani::

i) Vedeni studenti k zodpovédnosti za svij
. Do jaké
miry povaZujete nisledujici kompetence za
dilefité pro uéitele pFipraveného na praxi?

j) Zvladani studentd s komplikovanymi postaji /

povaiujete nésledujici kompetence za dilefité

vy$§i potfebu vnéj§i motivace (napFiklad k)
di problémy s ch i

ztrdta motivace v ueni)::14. Do jaké miry

pro utitele pfipraveného na praxi?

Spoluprace s kolegy - s ostatnimi uéiteli,

asistenty pedagoga apod.::14. Do jaké miry
povaZujete nisledujici kompetence za dulefité

pro uitele pFipraveného na praxi?

2 1) Velmi dilefité 2) DileFité 1) Velmi dilefité 1) Velmi dileité 1) Velmi dilefité
3 |1) Velmi délefité 1) Velmi dlilezité 1) Velmi ddlefité 1) Velmi diilezité 2) Dlilezité
4 2) Dilezité 1) Velmi dleZité 1) Velmi dalezité 3) Milo dilezité 2) Dilezité
5 |2) Dllefité 1) Velmi dilleZité 1) Velmi dilefité 2) Dilefité 1) Velmi dilefité
6 |1) Velmi dilefité 1) Velmi dlilezité 1) Velmi ddlefité 1) Velmi diilezité 1) Velmi dllefité
7 |1) Velmi dllezité 1) Velmi daleZité 1) Velmi dllezité 1) Velmi dalefité 1) Velmi dilezité
8 |1) Velmi dilefité 1) Velmi dilleZité 1) Velmi dilefité 1) Velmi dileité 1) Velmi dilefité
9 13) Mélo diledité 2) Dileite 2) Dileité 3) Milo dilefité 2) Dilezite
10 1) Velmi dilefité 1) Velmi daleZité 2) Dilegité 2) Dllezité 1) Velmi dilezité
11 1) Velmi dilefité 1) Velmi dilleZité 1) Velmi dilefité 1) Velmi dileité 2) Dilegité
12 1) Velmi ddlefité 1) Velmi dileZité 1) Velmi dlleZité 2) Dlllezité 1) Velmi dilezité
13 1) Velmi dilefité 1) Velmi daleZité 1) Velmi dllezité 1) Velmi dalefité 1) Velmi dilezité
14 1) Velmi dilefité 1) Velmi dilleZité 1) Velmi dilefité 1) Velmi dileité 2) Dilegité
15 1) Velmi ddlefité 1) Velmi dileZité 1) Velmi dlleZité 1) Velmi daleZité 1) Velmi dilezité
16 2) Dllezité 1) Velmi daleZité 1) Velmi dllezité 1) Velmi dalefité 2) Dillezité

1) Spoluprace a komunikace s rodiéi

(1::14. Do jaké mi 2

nésleduijici kompetence za dilefité pro uéitele
pripraveného na praxi?

1

m) CeloZivetni uéeni se a piizpisobeni se
novym situacim a formdm uéenf (napf. jako v
pripad& koronakrize)::14. Do jaké miry
povaiujete nasledujici kompetence za dilefité
pro utitele pfipraveného na praxi?

o)

n) Sebereflexe vlastni prace::14. Do jaké miry
povaiujete nisledujici kompetence za dilegité
pro utitele pFipraveného na praxi?

zpusobeny pfepracovanim nebo stresem)::14.

) Schopnost zastat motivovany a predchazet
“burnoutu” (fyzicky nebo psychicky kolaps

Do jaké miry povaZujete nésledujici
kompetence za diilefité pro uéitele
pfipraveného na praxi?

a) Odbornd znalost pfedmétd a uiva po
obsahové strénce::15. Do jaké miry se citite
pfipraven/a Vasi

instituce poskytujici ugitelské vzdélani) v

stituci (Vase fakulta/jind

nasledujicich oblastech?

2 1) Velmi dllefité 1) Velmi dlefité 1) Velmi dilefité 2) Dilezité 3) Spise nepfipraven/a

3 |2) Dllefits 1) Velmi dlefits 2) Dllezité 2) Dllezité 1) Velmi dobfe pipraven/4
4 |1) Velmi dileZité 3) Mélo dileZité 2) Dilezité 2) Dilezité 2) Spi%e pfipraven/a

5 |2) Dllezité 1) Velmi dlleZité 1) Velmi dilezité 1) Velmi dulezité 2) Spi%e pfipraven/a

6 2) Dilefité

2) Dile?ité

1) Velmi dilezité 1)

Velmi dilefité

2) SpiSe pfipraven/a

7 |1) Velmi dllezité

1) Velmi dlilezité

1) Velmi dilezité 1)

Velmi dilefité

2) Spie pfipraven/a

8 2) Dilefité

1) Velmi dllezité

1) Velmi dilezité 1)

Velmi dilefité

3) Spi%e nepfipraven/d

9 |3) Malo dulefité

2) Diledité

2) Déletité

1)

Velmi dilefité

1) Velmi dobFe pipraven/4

10 [2) Dillefité

1) Velmi dilefité

1) Velmi dlefité 1)

Velmi dile:

2) Spige pripraven/a

11 1) Velmi dilefité

1) Velmi dile?

3) Spige nepripraven/a

12 1) Velmi dilefitd

1) Velmi dlefits

2) Spie pfipraven/a

13 1) Velmi ddlefité

1) Velmi dlefits

2) Spie pfipraven/a

14 2) DileZité

1) Velmi diilezité

2) SpiSe pfipraven/a

é
é
é
é
é
é

Spise pfipraven/a

)
15 1) Velmi ddlezité
16 |2) Dileité

)
1) Velmi dlleZité
2) Dilefité

)
2)
)

1) Velmi dobfe pfipraven/d

b) Zprostfedkovani ohsahu studentam -
schopnost uéivo vysvétlovat::15. Do jaké miry
se citite pfipraven/a Vaii instituci (Vade

fakulta/jind instituce poskytujici uéitelské
vzdélani) v nésledujicich oblastech?

1

¢) Facilitace vyuky - vytvareni efektivnich
pileZitosti ve tFid&, aby se studenti mohli utit i
sami a autonomné::15. Do jaké miry se citite
pFipraven/a Vasi instituci (Va3e fakultafjind
instituce poskytujici uéitelské vzdélani) v

d) VyuZivani informaénich technologii ve
vzdélavani::15. Do jaké miry se citite
pfipraven/a Vasi instituci (Vase fakulta/jind
instituce poskytujici utitelské vzdélani) v
nésledujicich oblastech?

&) Vytvareni bezpeéného prostredi -
predchazeni Sikang, navazovéni divéry mezi
détmi::15. Do jaké miry se citite pfipraven/a

Vasi instituci (Va$e fakultafjind instituce
poskytujici ugitelské vzdélani) v nasledujicich

f) Ugeni studentd z riznych kultur (napf.:
sijicich v CR, ale pochézejicich z menginového
etnika nebo déti imigranta)::15. Do jaké miry

se citite pfipraven/a Vasi instituci (Vase
fakultafjind instituce poskytujici utitelské

nésledujicich oblastech? oblastech? vzdéléni) v nasledujicich oblas
2 |2) Spide piipraven/d 4) Zcela nepfipraven/d 2) Spise pripraven/d 2) Spide pripraven/d 2) Spide pripraven/d
3 |3) Spide nepfipraven/d 3) Spide nepfipraven/a 4) Zcela nepfipraven/d 3) Spide nepfipraven/a 3) Spiie nepfipraven/a
4 |1) Velmi dobfe pFipraven/a 2) SpiSe pipraven/a 1) Velmi dobfe pfipraven/a 2) SpiSe pFipraven/a 4) Zcela nepfipraven/d
5 |3) Spise nepfipraven/d 3) SpiSe nepfipraven/a 4) Zcela nepfipraven/d 3) SpiSe nepfipraven/a 2) Spise pripraven/a
6 |2) Spide pfipraven/d 4) Zcela nepfipraven/a 2) Spise pripraven/a 4) Zcela nepfipraven/a 4) Zcela nepfipraven/d
7 |2) Spite piipraven/d 3) Spide nepfipraven/a 4) Zcela nepfipraven/d 4) Zcela nepfipraven/d 2) Spise pripraven/d
8 |3) SpiSe nepfipraven/d 2) SpiSe pfipraven/d 2) SpiSe piipraven/a 2) SpiSe pfipraven/d 3) Spise nepfipraven/d

9 |1) velmi dobfe pfipraven/a 2) SpiSe pfipraven/d 1) Velmi dobfe pfipraven/a 3) SpiSe nepfipraven/a 3) Spise nepfipraven/d
10 |2) Spise pfipraven/a 2) Spise pfipraven/a 2) Spise pripraven/a 3) SpiSe nepfipraven/a 3) Spise nepripraven/d
11 |2) Spise pfipraven/a 1) Velmi dobfe pfipraven/a 1) Velmi dobfe pfipraven/a 1) Velmi dobfe pfipraven/a 2) Spise pripraven/a
12 |1) Velmi dobfe pfipraven/a 1) Velmi dobfe pfipraven/a 2) Spise pripraven/a 1) Velmi dobfe pfipraven/a 3) Spise nepripraven/d
13 |1) Velmi dobfe pfipraven/a 2) Spise pfipraven/a 2) Spise pripraven/a 2) Spise pfipraven/a 2) Spise pripraven/a
14 |4) Zcela nepfipraven/a 1) Velmi dobfe pfipraven/a 2) Spise pripraven/a 1) Velmi dobfe pfipraven/a 2) Spise pripraven/a
15 |2) Spise pfipraven/a 2) Spise pfipraven/a 2) Spise pipraven/a 2) Spise pfipraven/a 2) Spise pripraven/a
16 |1) Velmi dobfe pfipraven/a 3) SpiSe nepfipraven/a 3) Spise nepripraven/d 2) Spise pfipraven/a 2) Spise pripraven/a

g) Pfizpisobeni vyuky tak, aby reagovala na

1

h) Dévat zpétnou vazbu studentiim, aby

q Y

potfeby viech Zaki - i s pFipadnymi specialnir
potFebami & mirnymi handicapy::15. Do jaké
miry se citite pfipraven/a Vai instituci (Vase

fakulta/jind instituce poskytujici ufitelské

0 vzdélani) v nasledujicich

i v jejich dalsim
rozvoji::15. Do jaké miry se citite pFipraven/a
Vasi instituci (Vase fakultafjind instituce
poskytujici uéitelské vzdélani) v ndsledujicich

oblastech?

i) Vedeni studentd k zodpovédnosti za svij
vlastni vzdélavaci proces a chovani::15. Do jaké
miry se citite pfipraven/a Vaii instituci (Vae
fakultafjind instituce poskytujici uéitelské
vzdéléni) v ndsledujicich oblastech?

j) Zlédani studentd s komplikovanymi postoji /
vyssi potfebu vnéjsi motivace (napfiklad
" hoc

ipli , problémy s 3

ztréta motivace v uceni)::15. Do jaké miry se
citite pfipraven/a Vadi instituci (Vase
fakulta/jind instituce poskytujici ucit

k) Spolupréce s kolegy - s ostatnimi uéiteli,
asistenty pedagoga apod.::15. Do jaké miry se
citite pFipraven/a Vaif instituci (Vase
fakultafjind instituce poskytujici uéitelské
vzdéléni) v ndsledujicich oblastech?

2 |3) Spise nepfipraven/a

2) Spise pripraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

2) Spige pripraven/a

3 |3) Spide nepfipraven/a

4) Zcela nepfipraven/d

4) Zcela nepfipraven/d

4) Zcela nepfipraven/d

3) Spise nepfipraven/d

4 |4) Zcela nepfipraven/a

3) Spise nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

5 |3) Spide nepfipraven/a

4) Zcela nepfipraven/d

3) Spise nepfipraven/d

3) SpiSe nepfipraven/d

3) Spise nepfipraven/d

6 |3) Spise nepfipraven/a

3) Spise nepfipraven/a

3) Spise nepfipraven/a

4) Zcela nepfipraven/a

3) Spise nepfipraven/a

7 |3) Spide nepfipraven/a

3) SpiSe nepfipraven/d

3) Spise nepfipraven/d

4) Zcela nepfipraven/d

2) Spise pfipraven/d

8 |2) Spise pipraven/a

2) Spise pripraven/a

1) Velmi dobre pipraven/a

2) Spise pripraven/a

1) Velmi dobe pripraven/d

9 |2) Spide pfipraven/d

2) Spise pfipraven/d

3) Spise nepfipraven/d

10 |3) Spige nepfipraven/a

3) Spise nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

11 |1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

2) Spise pfipraven/d

12 |1) Velmi dobre pripraven/d

1) Velmi dobre pfipraven/a

1) Velmi dobre pipraven/a

1) Velmi dobre pfipraven/a

1) Velmi dobe pripraven/d

13 |1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

14 |3) Spige nepfipraven/a

1) Velmi dobre pfipraven/a

1) Velmi dobre pipraven/a

2) Spise pripraven/a

1) Velmi dobe pripraven/d

15 |2) Spide pipraven/d

2) Spie pfipraven/d

2) Spise pfipraven/d

2) SpiSe pfipraven/d

2) Spise pfipraven/d

16 |2) Spige pripraven/a

)
)
)
)
)
)
)
2) Spise pfipraven/a
)
)
)
)
)
)
)

2) Spise pripraven/a

3) Spise nepfipraven/a

)
)
)
)
)
)
)
2) Spise pfipraven/d
)
)
)
)
)
)
)

3) Spise nepfipraven/a

2) Spige pripraven/a
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1) Spolupréce a komunikace s rodiéi
studenti::15. Do jaké miry se citite pfipraven/a
Vasi instituci (Vage fakulta/jina instituce
poskytujici ucitelské vzdélani) v nasledujicich
oblastech?

m) CeloZivotni uéeni se a pfizpisobeni se
novym situacim a formam uéeni (napf. jako v
piipadé koronakrize)::15. Do jaké miry se citite
pFipraven/a Vasi instituci (Vase fakultafjina
instituce poskytujici uéitelské vzdélani) v
nésledujicich oblastech?

n) Sebereflexe vlastni prace::15. Do jaké miry
se citite pfipraven/a Vaéi instituci (Vade
fakultafjina instituce poskytujici uéitelské
vzdélani) v nédsleduijicich oblastech?

o) Schopnost zlistat motivovany a pfedchizet
"Burnoutu" (fyzicky nebo psychicky kolaps
zplsobeny pfepracovénim nebo stresem)::15.
Do jaké miry se citite pFipraven/a Vasi instituci
(Va$e fakulta/jind instituce poskytujici uéitelské
vzdélani) v nasleduijicich

4) Zcela nepripraven/a

1) Velmi dobfe pripraven/d

1) Velmi dobfe pripraven/é

4) Zcela nepfipraven/d

3) SpiSe nepfipraven/d

4) Zcela nepfipraven/a

3) Spie nepfipraven/ad

4) Zcela nepfipraven/d

3) Spie nepfipraven/a

4) Zcela nepfipraven/a

3) Spise nepfipraven/a

3) Spise nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

3) Spife nepfipraven/ad

4) Zcela nepfipraven/d

4) Zcela nepripraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/a

4) Zcela nepfipraven/d

4) Zcela nepfipraven/a

3) Spige nepfipraven/a

2) Spise pfipraven/d

4) Zcela nepfipraven/d

2) Spise pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe ptipraven/d

2) Spise pfipraven/a

[F-RE- RN T, RS

2) Spige pfipraven/a

1) Velmi dobfe pfipraven/a

1) Velmi dobfe pfipraven/a

=
o

4) Zcela nepfipraven/a

1) Velmi dobfe pfipraven/d

2) Spide pfipraven/d

4) Zcela nepfipraven/d

-
-

2) Spige pfipraven/a

1) Velmi dobfe pripraven/a

1) Velmi dobfe pfipraven/a

1) Velmi dobfe pfipraven/a

-
%]

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe ptipraven/d

2) Spi%e pfipraven/a

-
w

1) Velmi dobfe pfipraven/d

1) Velmi dobfe pripraven/d

1) Velmi dobfe pripraven/é

1) Velmi dobfe pfipraven/a

-
S

2) Spise pfipraven/d

1) Velmi dobfe pfipraven/d

1) Velmi dobfe ptipraven/d

1) Velmi dobfe pfipraven/a

[
w

2) Spise pfipraven/d

2) Spise pripraven/a

2) Spise pfipraven/a

2) Spise pfipraven/a

-
o

3) Spise nepfipraven/d

3) Spige nepfipraven/d

2) Spide pFipraven/d

)
)
)
)
)
)
)
3) Spise nepripraven/a
)
)
)
)
)
)
)

3) Spie nepfipraven/a
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