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Abstract 

The massification and marketization of higher education in the early 1990s, in addition 

to the termination of free teacher education (FTE) in normal universities in 1997, 

created three major challenges for teacher education in China—low admission rates of 

prospective students, a loss of identity as teacher education institution, and the 

beginning of a bottleneck period for development, all of which served to marginalize 

teacher education in the higher education arena. In addition, education inequality has 

always been a problem in China. To address these problems the Government decided to 

re-implement FTE policy in six pilot universities in September 2007. Along with the 

implementation of this policy, the six pilot universities were required to reform their 

curricula and set examples for teacher education programs at provincial/regional levels 

for when this policy was to be implemented nationwide. As required, the six pilot 

universities reformed their curricula upon re-implementing FTE policy in 2007. 

A qualitative case study approach was employed to study teacher education curricula 

under the FTE initiative. The main aim of this research was to present a picture of 

teacher education curricula in actuality through looking at the documented and 

experienced curricula, exploring the views and reasons for the views of major university 

stakeholders. This included administrators (Vice Director of the Teaching Affair Office 

and Associate Head of certain departments who were in charge of FTE program), 

teacher educators and student teachers in FTE program, and novice teachers graduating 

from FTE program in 2011 and 2012.  

Data were collected through documents and archives, interviews, open-ended 

questionnaires, observation and online communications. Documents and archives were 

obtained through three channels—libraries, websites, and people. Participants in 

interviews were the above mentioned major university stakeholders. Respondents to the 

open-ended questionnaires were novice teachers graduating from Y University. 

Observation was mainly conducted in student teachers’ teaching classrooms and 

university classrooms, universities campuses, and interview sites. Online 

communications were instant online talk and email communications. Constant 

comparative and content analysis methods were utilized to analyze the collected data. 

Since two cases were explored, cross case analysis was also used.   

This study found that FTE in a way helped improve teachers’ quality in western and 

rural regions in China. Though some were involuntary participants, quite a number of 

students had been inspired to teach. FTE also helped economically disadvantageous 

students to receive higher education. However, this policy caused some student teachers 

to lose motivation to study. Student teachers in the two case study universities 

experienced three concurrent curricula namely formal curriculum, extracurriculum, and 

hidden curriculum. More credit hours were allocated to general and pedagogical 

education. Contents of formal curriculum started to establish the relationship between 

what was taught in university and in basic education. Extracurriculum and hidden 

curriculum, which increased in number and variety as a result of re-implementation of 
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FTE, had an edifying influence on student teachers in terms of their practical skills, 

choice of future career, beliefs, values, professional ethics, and identity establishment. 

Problems existed concerning different aspects of teacher education curricula. There was 

a disconnection between what was taught at university and in basic education 

classrooms. General and pedagogical education was insufficient. Also clinical 

experiences were inadequate in terms of their frequency, variety, and duration. These 

resulted in student teachers lacking opportunities to relate theory to practice. 

Additionally, there were cooperation problems between university and schools. There 

were also problems related to the quality of university teachers who taught pedagogy 

and cooperating teachers who supervised student teachers’ teaching.  

This study recommended that autonomy be given to teacher education institutes to set 

their own curriculum standards for subject matter knowledge and general education. 

Clinical experiences should be arranged earlier and with greater frequency. Not only 

should the period of supervised student teaching be lengthened but student teachers 

should also be given more opportunities to teach in actual classrooms. Continuous 

academic and financial support to extracurriculum should be provided. To obtain a 

comprehensive picture on the impact of FTE on a long term, it is recommended to 

conduct a longitudinal study on its implementation with the involvement of stakeholders 

in cooperative schools.  
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 Chapter 1 Introduction 

This chapter provided a general introduction to this study, including rationale for 

conducting this research, purpose of the research, main research questions, and the 

significance of the study. Frequently-used terms were also defined with two purposes—

to explain terminology that was unique to Chinese context and to explain how terms 

defined differently in prior literature were defined in this thesis. This chapter ended with 

a description of the structure of this dissertation.  

1.1 Rationale for the study 

1.1.1 Landscape of current teacher education in China 

Teachers play an indispensable and highly significant role in education. It is recognized 

that “the quality of teaching is the most important factor that influences student 

learning” and “teacher education plays an important role in shaping quality teaching” 

(Wang, Odell, Klecka, Spalding, & Lin, 2010, p.395). Internationally, it has been 

confirmed that the success or failure of the effort to develop education and improve the 

quality of teaching hinges on the number and quality of teachers (Darling-Hammond, 

2000; Xie, 2006; Zhou, 2006) and “especially that of teacher education” (Xie, 2006, 

p.202). Research indicates that teacher education affects not only teacher quality 

(Cochran-Smith, 2003; Delandshere, & Petrosky, 2004) and teacher retention (Cochran-

Smith, 2003) but also students’ achievement (American Association of Colleges for 

Teacher Education, 2009; Malm, 2009; Rivkin, Hanushek, & Kain, 2005). Teachers, 

their training and professional development stand at the center of China’s hope to 

improve the quality of education, transform the kind of learning opportunities children 

experience, and address the inequalities which limit the educational horizons of many 

(Paine & Fang, 2007).  

In China, normal universities
1
 shoulder a large share of the responsibility to provide 

teachers to the society. As indicated in the opening paragraph, the quality of teacher 

                                                        
1 Normal universities are universities whose major function is to educate future teachers.  
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education influences the quality of teachers. However, teacher education in China is in 

an interesting position. On the one hand, the Government claims to value the important 

role teacher education plays in education and repeat this in different policies, referring 

to it as a “machine tool” of education development (e.g. Central Committee of 

Communist Party of China (CCCPC), 1985; State Council, 1994). In addition, policies 

relating to different education reforms and especially those concerning basic education 

reforms talk about teacher education and its importance (e.g. CCCPC, 1985; CCCPC & 

the State Council, 1993; MoE, 2010; MoE, 2012). However, in reality being 

marginalized is probably the most common description of the situation teacher 

education is in in contemporary China (He, 2008; Li & She, 2008; Tan & Wang, 2012; 

Yang & Wang, 2007; Zhu, X. D. 2007).  

In the late 1970s after the implementation of the Reform and Open-up policies, Chinese 

economy started developing at an unprecedentedly fast pace, which demanded better 

educated talents (Guo, 2005). Though in practice higher education free to students and 

financed from the government budget helped to groom significant numbers of talented 

people for socialist construction, it was realized that this funding mechanism could not 

cope with the emerging demand for higher education, which resulted in the Central 

Government putting reform of higher education into its agenda in the mid-1980s (Ding, 

Li & Sun, 2011). As a result on May 27, 1985, CCCPC issued “Decisions of Central 

Committee of Communist Party of China on the reform of education system” allowing 

universities to enroll self-financed students (CCCPC, 1985), which unveiled fee-

charging higher education system. In 1989 “Decision of Requiring Tuition and 

Accommodation Fee in Regular Higher Education Institution” was issued by State 

Education Committee (SEC) requiring that students in higher education pay for their 

study and accommodation (SEC, State Bureau of Price Administration, & Ministry of 

Finance, 1989). Thus cost of higher education was shared by the Government, 

universities and families from that time on. This Decision established cost-sharing 

system in higher education in China. In 1997 with normal university the only higher 

education sector that was free to the public starting to charge fees, free higher education 

was terminated. Since then, the entire Chinese higher education entered market era.     

Reform of funding mechanism of higher education which put higher education into 
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market economy and diversified the funding streams of higher education led to 

massification of higher education. In 1998, National People’s Congress (NPC) issued 

Higher Education Law, in which the new funding mechanism of higher education stated 

that funding of higher education would come from government appropriation (centrally 

and/or locally), fees collected from students, incomes of institutionally owned 

corporation profits and research, other channels, and bank loans (NPC, 1998). However, 

in reality, the majority of funding for higher education is from government and tuition 

fees collected from students(Ding, Li, & Sun, 2011). To gain more funding, universities 

increased their enrollment in students which led to the massification of higher 

education.  

Since the marketization and massification of higher education in early 1990s, teacher 

education witnessed increasing pressure in development. Implementation of the cost-

sharing policy worsened the disadvantageous situation of teacher education. In 1997 

following the cost-sharing system of higher education, normal universities began to 

charge students tuition and other fees, which negatively affected the development of 

teacher education. Attending normal colleges/universities was no longer attractive for 

graduates of senior secondary school (Tan & Wang, 2012; Zhu, X. D., 2007) and 

especially for economically disadvantaged students, who historically comprised the 

majority of prospective students in teacher education institutions (Guo, 2005). Teacher 

education programs had a hard time not only in recruiting top students (Yang & Wang, 

2007; Zhu & Han, 2006), but also in enrolling students (Gu, 2008; Qu & Wang, 2010; 

Zhu & Han, 2006). The quality of enrolled student teachers in normal universities or 

teacher education programs was therefore deteriorated (Tan & Wang, 2012).  

Under the pressure of marketization and massification of higher education and to solve 

financial problems, teacher education institutions reconstructed themselves in response 

to the changes and started to pursue innovative ways of recruiting students in order to 

bring in more money. Some normal colleges upgraded to universities and offered non-

teacher education programs (e.g. Jilin Normal University). And some normal 

universities aligned with other non-normal universities, abandoning the word “normal” 
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in their names (e.g. Southwest University). These measures have negatively influenced 

the development of teacher education because not only did resources of teacher 

education lose out significantly (Gu, 2008, Li & She, 2008; Tang & Wang, 2012; Yu, 

2010), but teacher education was also neglected and deemphasized, and quality was a 

great concern (Guo, 2005, Li 1999; Shi & Englert, 2008; Yu, 2010). Besides, though 

non-teacher education universities were encouraged to offer teacher education program 

by the Government, they were not interested in this (Gu, 2008; Yu, 2010). Teacher 

education programs offered by other universities aimed to enroll more students or to 

make up the missing educational department in the competition, resulting in little effort 

being made to do the actual teacher education (Zhu, X. D., 2007). Besides, 75% of these 

universities that offered teacher education were once normal universities that either 

transformed into ordinary universities or amalgamated with ordinary universities (Yu, 

2010). The expected aim of MoE to get non-teacher education universities to participate 

in teacher education was not achieved (Zhu, X. D., 2007).   

Furthermore, to equip their graduates to survive in the heated and competitive job 

market and to attract more students, the great majority of teacher education institutions 

reformed their curricula (Zhu, 2010). Curriculum was designed with three major goals 

in mind — preparing student teachers for future teaching, for postgraduate entrance 

examinations, and for applying for overseas study. As a result, lecture times allocated to 

courses of pedagogical knowledge suffered a decrease. The importance of it was 

undermined. “Under the pressure of high competition in job market, (teacher education) 

universities have tried to design their curriculum to increase the employability of their 

graduates instead of tailoring it to curriculum of basic education” (Zhu, 2010, p.382) 

and professional knowledge. 

In summary, massification and marketization of higher education plus termination of 

FTE in normal universities posed three major challenges to teacher education in China 

— low admission of prospective students (Gu, 2008; Qu & Wang, 2010; Yang & Wang, 

2007; Zhu & Han, 2006), loss of identity as a teacher education institution (Li & She, 

2008; Yu, 2010; Zhu, X. D, 2007), and entering a bottleneck period for development 
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(Guo, 2005), which have marginalized teacher education in the higher education arena. 

Low admission level of prospective students led to further lowering of the admission 

scores to teacher education programs (Yu, 2010; Zhu, X. D. 2007), which directly 

influenced the quality of teacher education. Loss of identity as teacher education 

institution resulted in a loss of direction in their development. Bottleneck period of 

development also put normal universities into a dilemma regarding their development 

direction. To address these problems the Government decided to re-implement FTE.  

1.1.2 Re-implementation of Free Teacher Education (FTE) policy 

As mentioned in the opening paragraphs, teacher education in China was marginalized. 

In teacher education program, the most obvious indicator was the content of curricula. 

Among the three components, namely subject matter courses, general education 

courses, and pedagogical courses typically incorporated in teacher education curriculum 

in China, pedagogical courses took up less than 10% of the total credit hours (e.g. Du, 

2007; Guo & Xie, 2012; Shen & Li, 2001; Wang & Zhang, 2009; Yu, 2008). Besides, 

emphasis was put on the courses of student teachers’ chosen major, the contents of 

which were the same as those of non-teacher education students (Zhao, 2008).  

In addition to the disadvantageous situations of teacher education institutions mentioned 

above, another impetus that drove the re-implementation of FTE was inequality in 

education. Inequality of education existed in every aspect of Chinese education. The 

great economic disparity between regions meant that millions of students could not 

receive good and proper education (Xici.net, 2013). At present 80 million students in 

China needed subsidies to go to school (Chinanews, 2013). Besides, it was reported in a 

research report conducted by the China Youth Development Foundation (CYDF) that in 

2006 around 60% students from economically disadvantaged family could not gather 

together enough money to pay fees for their higher education and 81% Chinese families 

could not afford educational costs with their family income alone (Xinhua News, 2006). 

Besides, inequality also existed in opportunities to receive higher education. In 

developed cities like Beijing and Shanghai, residents have a better chance of going to 
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better universities and colleges while underdeveloped cities and rural students have 

significantly fewer opportunities. It has been reported that it is a hundred times more 

difficult for students in some provinces to go to key universities compared to their 

counterparts in Beijing, Shanghai or other developed provinces (Xici.net, 2013).  

Furthermore, teacher education in China has a long history of being free of charge since 

its inception in 1897. From 1922 to 1937 government-funded practice of teacher 

education stopped, which negatively affected the development of teacher education (Liu 

& Xie, 2002; Yang & Wang, 2007). Fee-charging practice in 1997 was the second time 

in teacher education history, which was said to have imposed a negative impact on the 

development of teacher education as it had the previous time.  

To improve the disadvantageous situation of teacher education, raise the quality of 

overall education, and achieve education equality, the Government decided to re-

implement FTE by first trying it out in six pilot universities in September 2007. The six 

universities were Northeast Normal University, Beijing Normal University, Shaanxi 

Normal University, Southeast University, Central China Normal University, and East 

China Normal University. They are under direct administration of MoE and historically 

superior to provincial and regional normal universities in the respect of enrollment of 

student teachers, teaching resources, and teaching facilities. The Government hoped that 

these six pilot universities could take this opportunity to reform the education of student 

teachers so that they could set examples for provincial and regional teacher education 

institutions in the nationwide re-implementation of this policy. In response to this free 

education policy, the six universities adjusted their curricula of educating future 

teachers. The re-implemented FTE policy and its implementation will be delineated in 

the latter part of Chapter Two. 

1.1.3 Rationale for this study  

Although it has been advocated by leading scholars to look into the “black box” of 

teacher preparation — “inside the course and clinical experiences that candidates 

encounter and how the experiences programs design for students cumulatively add up to 
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a set of knowledge, skills, and dispositions that determine what teachers actually do in 

the classroom” (Darling-Hammond, 2006, p.11), researchers have rarely done so 

(Cochran-Smith, & Ziechner, 2005, Darling-Hammond, 2006). O’ Donoghue & 

Whitehead (2008) also talk about the inadequate research on courses of teacher 

education saying that “there is much talk about a crisis in teacher education 

internationally, about the quality of those embarking on teacher preparation courses 

leaving much to be desired, and about the courses of preparation themselves being 

inadequately” (p. 1). This research aims to open the black box in teacher education in 

Mainland China by looking at the curricula that teacher candidates are encountering and 

exploring the views and reasons for the views of major university stakeholders on the 

curricula.  

Besides, Li (1999) pointed out that among the few existing studies on Chinese teacher 

education were opinion papers with a few survey-based empirical studies and few 

qualitative studies. He also mentioned that there was almost no research that looked at 

the university major stakeholders’ experiences and views (Li, 1999). Zhou (2009) who 

reviewed research of curriculum of teacher education in China from 2001 to 2008 found 

that there was little research of Chinese teacher education curriculum. Although the 

research of curriculum is of great practical and theoretical significance, at present the 

research on curriculum of teacher education in China is rather weak and scant and there 

is a lack of systematic research (Guo, 2001; Zhou, 2009). This research tries to fill this 

gap.   

In addition, it is an opportune time to investigate the status quo of teacher education 

curricula under FTE policy and to explore how they were viewed by the major 

university stakeholders. The six trial universities adjusted their curricula upon re-

implementation of FTE. The curricula have been implemented for two cycles, which 

means that two generations of novice teachers have been educated by the summer of 

2012. However, a review of the literature indicated that there was almost no systematic 

and in-depth inquiry into curricula or major university stakeholders’ views of the 

curricula. 
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I also have my personal reason to do this research. I was a graduate from teacher 

education program. During my time, there was little general education or pedagogical 

education. Most of our time was taken-up by courses of subject matter knowledge. 

Except for my knowledge of English, I knew almost nothing about teaching when I 

started my teaching career. My teaching repertoire was gained via observation of other 

teachers’ teaching and through trial and error on the job. I was a teacher for eight years. 

The longer I taught, the more I realized that as a teacher having good and sound subject 

knowledge was not enough, which inspired me to study how future teachers were 

educated 15 years after my graduation. 

1.2 Problem statement  

Teacher education is marginalized in China (e.g. He, 2008; Li & She, 2008; Tan & 

Wang, 2012), as a result of marketization and massification of higher education. 

Curriculum, as the heart of education, deemphasized the importance of pedagogical 

education in Chinese teacher education curriculum (Zhou, 2010). To solve the problems 

that teacher education faced the Government decided to re-implement FTE in six pilot 

universities. The six pilot universities adapted their curriculum upon re-implementation 

of FTE. This qualitative case study was to explore the actual curricula of the two chosen 

cases through looking at the documents, interviews with university major stakeholders, 

classroom observations, open-ended questionnaires with novice teachers, and online 

communications mainly emails and instant messenger.   

1.3 Goals and purpose of the research  

The main aim of this research is to present a picture of teacher education curricula in 

actuality through looking at the documented and experienced curricula and exploring 

the views and reasons for the views of administrators (including Vice Director of the 

Teaching Affair Office and Associate Head of certain departments who were in charge 

of FTE program), teacher educators, student teachers, and novice teachers graduating 

from FTE program. By investigating the curricula and exploring views of university 

major stakeholders, theoretically, it aspired to present a picture of current teacher 
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education curricula and shed lights on how other teacher education 

universities/programs especially the other four pilot universities can better prepare 

future teachers for basic education.  

1.4  Research questions 

The main research questions are  

a) What are the curricula like after the implementation of FTE policy? 

b) How do the major stakeholders view the curricula? 

c) Why do they have those views?     

1.5 Significance of the research  

The study was significant in the following aspects. It filled the knowledge gap because 

there was little empirical research on Chinese teacher education curriculum or literature 

on current development of teacher education curricula in China.  

Besides, this study provided empirical evidences on how extracurriculum and hidden 

curriculum helped educate future teachers in Chinese teacher education programs. In 

addition, it contributed to the body of English language literature on the latest 

developments in teacher education curricula in China.   

This research was of significant practical use as well. This research provided 

information for the concerned parties to judge the merits and worth of the curricula of 

the two cases. Based on research findings and literature, recommendations on how to 

carry out FTE and how teacher education curriculum could be reformed were offered.  

Suggestions on how future research could be conducted were also offered.  

1.6 Definition of terms 

For quite a number of terms in education, there is no consensus as to their meaning 

(Posner, 2004). However, for the purpose of this research, I tried to define the terms for 
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my own use in this study after comprehending different definitions. Definition of the 

terms served two purposes: a) to explain some terms unique to the Chinese context and 

b) to clarify how frequently used terms with different meanings were defined in this 

study. 

Teacher education is “all formal and informal activities and experiences that help to 

qualify a person to assume the responsibility as a member of the educational profession 

or to discharge his responsibility most effectively” (Good, 1973, p.586). It is now 

commonly used as a generic term referring to both pre-service teacher education and in-

service teacher education. In some literature it refers to pre-service teacher education, 

inductive teacher education and in-service teacher education. Here in this research it 

specifically refers to pre-service teacher education.   

Normal school (师范学校 Shifan Xuexiao in Pinyin) in western education literature, 

teacher education was previously called “normal education” and schools where normal 

education was conducted was called normal school which was translated from French 

“ecole normale”, while the French word “normale” was evolved from Latin word 

“norma” meaning exemplary model (Liu & Xie, 2002). Nowadays, normal 

school/college/university is rarely used. It is still used in the names of some universities 

but the term normal education is gradually replaced by teacher education in China. 

From the 1950s onwards, normal colleges/universities have been merged into 

comprehensive universities as faculties of education in most countries.  

Normal university (师范大学 Shifan Daxue in Pinyin) is used here interchangeably 

with teacher education university and refers to the university previously designed for 

educating future teachers only but most of whose functions have now been altered 

although the name remains and teacher education is the university’s specialty.  

Basic education has been defined differently (Che, 2011; UNESCO, 2007). It can be 

education corresponding to the first 9 years of formal schooling and is made-up of two 

levels, distinguished as Levels 1 — primary education and Level 2 — lower secondary, 

and it can also refer to education that equips people with basic knowledge and skills for 
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life and for lifelong and higher education (UNESCO, 2007). In China, basic education 

refers to formal education from kindergarten to senior higher school education (Che, 

2011). In this study Che’s definition is adopted.  

Clinical experience is defined as a series of field experiences with PreK-12 students that 

occur as a sequenced, integral part of the preparation program prior to the candidate 

becoming a teacher (US Department of Education, 2013). Here, clinical experience is a 

generic term that refers to field experiences of student teachers conducted under the 

arrangement of formal curriculum. In this study it includes internship, micro-teaching, 

and supervised student teaching. Internship (见习Jianxi) is intended to give student 

teachers chances to observe how teaching is conducted in a real-life classroom. Micro-

teaching is mock teaching that takes place in a special classroom in the university where 

the teaching can be videotaped. After teaching, teacher educator and other student 

teachers get together with the one who has presented the teaching to discuss and analyze 

the teaching performance in detail. Supervised student teaching also called practicum 

(实习Shixi) means that the student teachers go to middle schools to conduct actual 

classroom teaching for a certain period.  

Pedagogical content knowledge (PCK) is “the blending of content and pedagogy into an 

understanding of how particular topics, problems, or issues are organized, represented, 

and adapted to the diverse interests and abilities of learners, and presented for 

instruction” (Shulman, 1987, p8). Marks (1990) defines PCK as “the application of 

general pedagogical principles to particular subject matter contexts” (p.7). Here, I 

adopted Marks’ definition.  

1.7 Organization of this thesis 

Chapter One outlines research background, problem statement, purposes of the research 

and research questions. In addition, some key terms used in the study are defined. 

Chapter Two provides an overview of the historical background of teacher education in 

China. Issues concerning development of teacher education, recruitment of prospective 

teachers, and curriculum of teacher education are presented. Additionally, FTE and its 
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implementation are delineated towards the end of this chapter.  

Chapter Three is a literature review. In this chapter four major areas of literature are 

reviewed — FTE, goals of teacher education, teacher education curriculum and its 

research, and research on teacher education curriculum under FTE policy in China to 

provide a conceptual framework for the study and to situate this study in the context of 

previous research on teacher education curriculum in general and under the context of 

FTE. Chapter Four illustrates rationale for adoption of qualitative case study, selection 

of the two cases, process of data collection and data analysis. Besides, measures taken 

to ensure trustworthiness of the study are presented, followed by discussion of how 

ethical concerns are taken into consideration.  

Chapter Five presents findings of this study. Following each finding are detailed 

illustrations of the findings with quotations and/or other evidence that support and 

explain each finding. Drawing upon different literature sources, Chapter Six presents 

interpretative insights into the findings of previous chapter. The final chapter, Chapter 

Seven is the conclusion. It summarizes and discusses main research findings. Towards 

the end of this chapter limitations and delimitations of the study are discussed. 

Recommendations for policy making, for curriculum adjustments, and for future 

research are offered at the end of this dissertation.  
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Chapter 2 Historical background of teacher education in China 

This chapter offered an overview of the historical development of teacher education in 

China. To better understand contemporary teacher education, it was important to review 

the twists and turns in the historical development of teacher education in China. This 

chapter briefly examined the historical development of Chinese teacher education from 

its establishment in the late 1890s up to the present. Following this account was an 

introduction to FTE policy and its implementation. The chapter concluded with a 

summary covering major themes discussed in this chapter.  

2.1  A historical review of teacher education in China 

The development of Chinese teacher education has been presented differently by 

various writers. To make this account of teacher education development clear, precise 

and consistent, I followed Hu and Verdugo’s (in press) example in presenting historical 

development of Chinese teacher education. The history of Chinese teacher education is 

a history of borrowing — first from Japan, later the US, and then the Soviet Union
2
. It 

was not until modern times that China realized that it should go its own way to best 

educate and train teachers to meet the specific needs and goals (Hu & Verdugo, in 

press).  Figure 1 illustrated timeline of the development of teacher education. Following 

the figure was an illustration of teacher education development in China in 

chronological order.  

Figure 2.1 Timeline of the Development of Teacher Education 

 

                                                        
2 The Soviet Union also called the Union of Soviet Socialist Republics (the USSR) was a socialist country governed 

by Russian Communist Party that existed between 1922 and 1991.  
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Source: adapted from Hu & Verdugo (in press).  

2.1.1 Establishment stage (1897-1922): following the Japanese example 

In 1897, the first normal school — Nanyang Public Normal School (Nanyang Gongxue 

Shifanyuan) was founded in Shanghai by Xuanhuai Sheng
3
. The first national higher 

normal school — Imperial University Normal Institute (Jingshi Daxuetang Shifanguan) 

was founded in 1902 by the Qing Government.  

Following the Japanese teacher education model, normal schools had two levels. One 

was primary normal schools — provincial normal schools training elementary school 

teachers, and the other advanced normal schools — national normal schools training 

teachers for secondary schools.  

In advanced normal schools it was four-year study divided into two parts. In the first 

part (the first year), future teachers took public courses which were the same for all pre-

service students focusing on Moral Study, Classical Studies
4

, Chinese literature, 

Oriental Language, English, Logic, Mathematics, and Sports. For the second part (the 

remaining three years), they pursued their major study discipline. There were four 

disciplines that future teachers could choose from namely Chinese Literature and 

                                                        
3 Sheng, Xuanhuai (1844-1916): the minister of transportation of Qing Dynasty, was an active advocate of self-

strengthening movements to learn from and use the Western science and technologies to fight against them.  
4 Classical studies refer to the study of the essence of the classics of different schools of thoughts in ancient China 

like Confucianism, and Taoism.   
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Foreign Language, Geography and History, Mathematics, Physics and Chemistry, and 

Botany, Zoology, Mineralogy and Physiology. They had to take courses of Moral Study, 

Classical Studies, Chinese Literatures, and Sports throughout the four years’ study. 

Psychology taken in the second year, and education taken for the last two years, English 

taken in the second and third year for the social science division and in the second year 

for natural science division were common courses across these four disciplines. Besides, 

to provide opportunities to do research on pedagogies of secondary and primary 

education and to provide future teachers with schools for teaching practicum, primary 

and secondary schools that followed practices of local primary and secondary schools 

attached to normal schools were set up. However, in practice many student teachers 

were not given opportunities to do teaching practicum and they lacked practical skills 

and techniques in teaching (Cui, 2006).  

In 1911 Qing Dynasty was overthrown by the Republican Revolution led by Sun Yat-

sen, which ended the feudal system that had existed for over two thousand years in 

Chinese history (221BC-1911AD). In 1912, the Republic Government was founded. 

Nevertheless, the Japanese model of teacher education was adopted.  

Teacher education was still a four-year study divided into two parts. In the first year also 

called the preparation year student teachers took eight public courses including Moral 

Study, Chinese, English, Mathematics, Logic, Fine Arts, Music, and Sports. For the 

remaining three years they pursued their major study. There were five departments that 

the future teachers could choose from namely Chinese Department, English 

Department, Geography and History Department, Mathematics and Physics 

Department, Physics and Chemistry Department, and Natural Science Department. 

Common courses for students of all departments were Moral Study, Psychology, 

Education, English and Sports. In addition, different departments could provide elective 

courses for students to choose from. The presidents of the schools had the autonomy to 

decide what courses should be offered and how long different courses had to last on the 

condition that the arrangement was approved by the Head of Education Bureau. Great 

importance was attached to student teaching and teaching practicum was required for all 
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student teachers (Cui, 2006). Like the practice in previous decades, primary and 

secondary schools attached to the normal schools were set up for teacher candidates to 

do practicum.   

2.1.2 Early stage of development (1922-1949): learning from the American 

experience 

The New Culture Movement in 1915
5
 and the May Fourth Movement in 1919

6
 greatly 

changed the landscape of Chinese education. Led by intellectuals who returned from 

abroad, both movements promoted western philosophies and values in China. Real 

changes in teacher education took place in early 1920s. The two-year visit of John 

Dewey to China (1919-1921) and Paul Monroe’s visit in 1921 fuelled educational 

reform in China. In 1922, Beiyang Government radically changed Japanese model of 

teacher education to American model, in which teachers were educated in other ordinary 

secondary schools, colleges or universities instead of specialized teacher education 

institutions. This resulted in the disappearance of normal schools and universities and a 

repositioning of teacher education in Education Faculties in either established 

universities or amalgamated universities with normal schools or universities. During 

that period future teachers were trained following the education of ordinary schools or 

universities (Shu, 1962).  

Although there was a civil war
7

 between the Communist Party of China and 

Kuomintang fighting for the leadership of China and war against Japanese invasion 

(1937-1945), education did not cease its development (Cui, 2006; Liu & Xie, 2002). 

There were more detailed divisions of majors like Chinese, English, History and 

Geography, Mathematics, Physics and Chemistry, Natural Science, Physics, Chemistry, 

History, Geography, Music, Arts and so on. Besides, Master of Education program was 

established. Those graduates from higher teacher education universities and interested in 
                                                        
5 The New Culture Movement (1915-1921) was advocated to create new culture for China based on the western 

standards especially democracy and the newly developed science.   
6 The May Fourth Movement (May 4, 1919) anti-imperialist, cultural and political demonstrations initiated by the 

university students joined by people of all social walks later was a real populist movement in recent Chinese 

history.  
7 Chinese civil war started in 1927 and ended in around 1950 with temporary cooperation between the two fighting 

parties to fight against Japanese invasion.  
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doing educational research and teachers of secondary school with two or more years 

teaching experience were eligible to apply for this master program. After two-year 

master study, graduates were conferred Master of Education on condition that they had 

met the graduation requirements.  

Curriculum of that time was the prototype of present teacher education curriculum (Cui, 

2006). The courses were divided into four parts—subject matter, fundamental subjects 

(similar to general education), fundamental education subjects, and professional 

training. Subject matter courses provided knowledge on the subject that prospective 

teachers were to teach. Fundamental subjects included course like Chinese, Foreign 

Language, Social Science, Natural Science, Introduction to Philosophy, History of 

Chinese Culture, and History of Western Countries. Fundamental education courses 

were course such as Introduction to Education, Educational Psychology, Secondary 

Education, and General Pedagogy. Professional training contained courses of research 

on textbooks and teaching methods of related major and teaching practicum. All student 

teachers were required to take courses on fundamental subjects and fundamental 

education courses. Two regulations were issued concerning how clinical experiences 

should be practiced. Clinical experiences were required to incorporate three parts—

internship, trial teaching and actual teaching. There should be practicum on both 

teaching and doing administrative work and the administrative practicum should take 

around 1/3 of the practicum time (Liu & Xie, 2002). Practicum started from the third 

year of the study lasting for several weeks. Another year was added during this period 

and in the fifth year the whole year should be spent in the field doing teaching 

practicum.  

2.1.3 New development (1949-late 1980s): coping the Russian model  

After the founding of the People’s Republic of China, the Government befriended 

Soviet Union. In addition to the friendship, the Government took Soviet Union as a 

model. They followed Russian examples in as many aspects as one could imagine and 

teacher education was no exception (Liu & Xie, 2002; Guo, 2005). Following Russian 
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suit, once more future teachers were educated in normal schools and normal 

universities. And the Russia curriculum was borrowed with almost no revision (Liu & 

Xie, 2002). The Russian model of focusing on subject matter courses exerted great 

influence on Chinese teacher education since then. Governments at different levels took 

full control of the operation of teacher education institutions at different levels 

respectively (Mak, 1999). There were altogether four levels — pre-school normal 

school to train teachers for nurseries and kindergartens, normal schools educating 

teachers for primary schools, two/three-year normal colleges to educate teachers for 

junior middle schools, and four-year normal universities equipping teachers for senior 

middle schools.  

Centrally controlled by the Government, a common curriculum was shared among all 

teacher education universities with the same structure, contents and textbooks. Future 

teachers were supposed to take courses on four areas—political science, education, 

subject matter, and supervised student teaching which had to be six weeks long.  

During the ten-year Cultural Revolution (1966—1976), teacher education was 

suspended. Teachers were persecuted. As a result, education almost stopped developing 

in these ten years. Cultural Revolution greatly damaged and almost destroyed the 

development of Chinese teacher education (Chen, et. al., 2003; CCCPC, 1985; Zhu, 

H.X., 2007) and made wider the gap in development between China and other countries 

(Chen, et. al., 2003).  

After the restoration of order in 1977, the Central Government began to attach 

importance to education. During this period, teacher education still followed the 

Russian example. However, in 1979, the Government decided to design its own 

syllabus. A committee was set up to draft the syllabus. A teacher education conference 

was held in 1980. In this conference, the objectives of teacher education were made 

clear. Teacher education institutions should train teachers of high morality, with sound 

knowledge not only of the subject they taught but also general knowledge, with good 

knowledge of teaching theories and teaching strategies, and good health mentally and 
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physically (Deng, 1977).  

This period also witnessed the breaking-up of teacher education institutes’ monopoly in 

educating future teachers. Other education institutes were invited by the government to 

participate in educating prospective teachers. Besides, to unload financial burden of 

Government investment in higher education, the Government encouraged universities to 

recruit enterprise-funded and self-funded students whose expenses of higher education 

should be paid either by the enterprises or the students’ family in the mid-1980s. Both 

types of students brought in money for the university and the Government did not need 

to invest much money in educating them. This measure foreshadowed the 

implementation of cost-sharing policy in higher education.  

During this stage, there were around 37 majors in teacher education (Liu & Xie, 2002). 

There was a national syllabus including program goals, course construction, time 

allocation of different courses, and teaching schedules that different majors in teacher 

education had to follow. Courses were divided into three areas — public courses, 

subject matter courses, and pedagogical knowledge courses. Three courses namely 

education, psychology, and textbooks and pedagogy were required to be given priority 

and included as core courses in different majors in teacher education. However, most of 

the time was spent in teaching or learning subject matter knowledge, around 70% of the 

time was allocated to the subject matter knowledge and only 5% to 7% of the total time 

was allocated to pedagogical courses (Du, 2007; Guo, 2005).  

2.1.4 Further development (from the early 1990s — now): searching for a Chinese 

way to prepare teachers 

In fact as early as the 1980s, the Government realized the limitations of emulating 

Russian models and began to search for ways to educate teachers for rapid social and 

economic development, especially after the implementation of Reform and Opening-up 

policy (Hu & Verdugo, in press; Shi & Englert, 2008). However, it was not an easy task. 

In 1993, the Government issued Guidelines for China Education Reform and 

Development, and thus unveiled the adventure of searching for a Chinese way to 
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educate teachers (CCCPC & the State Council, 1993). Teachers’ Law (the Standing 

Commission of NPC, 1993) issued in October 1993 foreshadowed a new round of 

teacher education reforms in China, which was the first official law for teaching 

profession after 1949. Opinions on the Reform and Development of Teacher Education 

issued in 1996 initiated restructuring of teacher education system (SEC, 1996).  

From the late 1990s onward, newer reforms took effect — marketization and 

massification of higher education. Marketization meant that university education went 

into the market economy and Government no longer took full economic responsibility 

for public universities. Universities and families should shoulder financial 

responsibilities as well. Universities therefore were given some autonomy to make 

money to support themselves in different ways. In 1996, the Government issued another 

document Opinions on the Reform and Development of Teacher Education stating that 

China should build a teacher education model with Chinese characteristics, which 

invited more universities to take part in educating prospective teachers (SEC, 1996). 

Different levels of teacher education schools, colleges and universities were the main 

institutions that provided teacher education, but other colleges and universities had to 

participate in teacher education and training. Thus the situation of monopoly among 

normal universities in educating future teachers for basic education was changed. 

In 1997, the Government decided to stop FTE practice, which put teacher education 

institutions into a disadvantageous situation in recruiting students and development. 

Students in universities should pay their tuition fees in accordance with the requirement 

of the Higher Education Law of PRC (MoE, 1998). In consequence, many normal 

universities employed different ways to win students and earn money for the 

development of their colleges or universities. Some normal colleges upgraded to 

universities and offered non-teacher education programs (e.g. Jilin Normal University). 

Some normal universities amalgamated with other non-normal universities, abandoning 

the word “normal” in their names (e.g. Southwest University). Teacher education 

institutions were troubled by issues like identity crisis, inability to recruit promising 
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students into their institutions, which also militates against the quality of teachers below 

tertiary level.  

In 1999, the Government proposed to develop three-level teacher education institutions 

(normal university, three year normal college, and normal school) into two-level 

(normal university and three-year normal college) to ensure that all teachers were 

educated in higher education institutions (MoE, 1999).  

In 2003, the Ministry of Education (MoE) held National Meeting on Teacher Education 

Reform and Development. The Meeting proposed a new teacher education system 

which was led by prestigious universities, carried out by teacher education institutions, 

supported by other higher education institutions, and complemented with qualification 

and non-qualification training (MoE, 2004). Thus teacher education was further open to 

other higher education sectors.  

As previously mentioned, teacher education was marginalized for various reasons. In 

2007, the Government decided to resume FTE in six universities in the hope of 

improving the quality of enrolled students and teacher education, and finally improving 

both quantity and especially quality of teachers in particular those in western and rural 

areas.  

The structure of official teacher education curriculum underwent little changes and the 

reform of curriculum was limited to minor regulation changes with addition of some 

elective courses (Zhu, 2010). Formal curriculum of teacher education was made up of 

three components — general education courses, subject matter courses and pedagogical 

courses plus clinical experience. General education courses, often called public courses
8
 

in Chinese universities, aimed at promoting university students’ overall development. 

Most of the courses were offered throughout the four-year undergraduate study but 

centered on the first two years especially the first year. In most Chinese universities, 

ideo-political education like Ideological and Moral Cultivation, Principles of Marxism 

                                                        
8 Public courses (Gonggong Ke ) in Chinese universities are what is termed general education in other parts of the 

world. 
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Philosophy, Introduction to Maoism and Introduction to Deng Xiaoping Theory and the 

Important Thought of the Three Representative and so on took up at least half share of 

general education. English language, College Chinese, College Math, Military Theory, 

Military Training, Physical Education, Computer Science were common compulsory 

courses. There were also elective introductory courses that were provided from three 

areas, social sciences, humanities, and natural sciences, most of which were quite 

fundamental and practical. Universities across China offered similar general education 

courses in accordance with Higher Education Curriculum Standards. 

Subject matter courses were series of courses on disciplinary knowledge of student 

teachers’ chosen major, for example, Chinese Language, English Language, Geography, 

History, Political Science, etc. Again these courses had to be designed according to 

Higher Education Curriculum Standards. Pedagogical courses were those courses that 

prepared future teachers how to teach in their future teaching career. Courses on 

pedagogical education were of two types — general pedagogical courses providing 

basic concepts, knowledge, and theories of education and psychology, usually arranged 

by the Teaching Affairs Office and offered by Faculty of Education, and pedagogical 

content knowledge (PCK) offered by the faculty that student teachers were enrolled in. 

Both compulsory and optional courses were offered. Compulsory courses were 

commonly psychology, education, and educational technology. Courses on PCK focused 

on pedagogy of a chosen major and on understanding and analyzing textbooks of 

secondary education. In addition to the theory learning, clinical experiences were 

provided in the form of internship, microteaching and practicum. Besides compulsory 

courses, each student had to take at least two optional courses on pedagogical education.  

In summary, teacher education in China began with a Japanese model where teachers 

were prepared in normal schools. With the change of political landscape in the country, 

a move towards an American model of teacher education emerged at the start of the 

twentieth century, when teachers were trained in ordinary schools or universities. There 

were almost no independent teacher education schools or universities. After the 

founding of the People’s Republic of China (PRC), the Russian model of teacher 
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education was copied without considering the situation of China at that time (Liu & Xie, 

2002). Under this model, education of prospective teachers was under the control of 

Central Government and teachers were educated in normal schools, colleges or 

universities using a uniformed curriculum and teaching materials and student teachers 

were assigned to a teaching post by the Government. The history of teacher education in 

China was one of copying how other countries educated their future teachers from its 

establishment in 1897 until the early 1990s, when China realized that a Chinese way of 

educating future teachers should be established. From that time on, more and more 

autonomy was given to teacher education institutes to search for their own ways to 

educate teachers according to their available resources (Guo, 2005).    

On the whole, throughout Chinese teacher education history curriculum was centered on 

three areas namely general education, subject matter education, and pedagogical 

education including clinical experiences though different names were given to those 

areas. Based on curriculum arrangement of teacher education, we could conclude that 

subject matter knowledge education was historically given more attention than other 

aspects especially after Russian model of teacher education was emulated. Courses on 

pedagogical education were limited in number and time. Psychology and Education 

were commonly offered throughout teacher education history as the core courses of 

pedagogical education. Besides, most of the time in history student teachers did not 

have much chance to put what they learned into practice. Additionally, little regard was 

given to teaching as a profession (Shi & Englert, 2008). However, importance was once 

attached to general education especially when teacher education was first established. 

Moral education had a long tradition in Chinese teacher education history though the 

contents of it were different due to the social and political changes of the country. 

Common courses like Foreign Language (mainly English), Sports were also offered 

throughout the history.  
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2.2 TTE policy and its implementation  

2.2.1 An brief introduction to FTE 

As discussed in previous sections, teacher education was marginalized for various 

reasons which militated against the quality of teachers and in turn had a negative effect 

on the development of overall education in China. To change this situation Premier Wen 

Jiabao first brought up the issue of resuming free teacher education in six selected 

universities in his government report of March 2007. He clearly articulated three main 

objectives of this policy—to create a social atmosphere that honors teaching and 

teachers and make teaching the most respected profession among all occupations, to 

educate excellent teachers for society, and to encourage talented youths to become 

teachers (Wen, 2007). Seeing from the three spoken goals, we could see that the re-

implementation of FTE sought to solve the problems of the enrollment of student 

teachers and education of future teachers. As a result, though there were no specific 

requirements or guidelines on how the curriculum should be reformed, there were some 

requirements that the pilot universities should follow. It was required in the policy that 

the pilot universities should seize this opportunity to reform their education of future 

teachers, carefully design the education program, set up tutor system, strengthen 

professional ethics education of future teachers, and future teachers should spend at 

least one semester (around 18 weeks) in basic education doing supervised student 

teaching (MoE, 2007a ).  

The main contents of this policy can be summarized as follows. First, student teachers 

admitted to the program do not need to pay for their education or accommodation, and 

they are entitled to Government subsidies up to 400 Yuan
9
 per month. Second, student 

teachers must sign a contract with the university and local Government promising that 

they will work for basic education for at least ten years after graduation. Theoretically, 

all student teachers should go back to work in their home province. For those who 

want to work in urban areas they must work in rural areas for at least two years. If they 

                                                        
9 400 RMB is approximately 65 U.S. Dollars and in 2011 the subsidy rose to 600 RMB, roughly 100 U.S dollars.  
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fail to abide by the contract, they not only have to pay back the full cost of their 

education but are subject to being fined. Third, during their ten-year service in 

education student teachers cannot pursue full-time postgraduate study, but they can 

pursue such studies on a part-time basis and are in fact encouraged to do so (MoE, 

2007a).  

2.2.2 Implementation of FTE 

In September 2007, the six pilot universities began to recruit FTE students. Altogether 

around 10,000 future teachers were admitted into the six pilot universities. According to 

the statistics collected by the universities, in 2007 alone about 90% of those enrolled in 

the program were from western or rural areas of China, and about 60% of this group 

were from rural areas (Wu, 2008). Data collected by the universities indicated that 

student teachers recruited into FTE programs scored higher in CEE than did student 

teachers who enrolled in previous teacher education programs (Wen, 2011). In that 

respect FTE program recruited better high school graduates in terms of their academic 

achievement. In addition, the number of male student teachers increased compared with 

previous teacher education programs (Wen, 2011). In addition to that, the number of 

male student teachers increased compared with previous years. In the year 2008, four 

out of these six pilot universities increased the number of FTE student teachers. After 

that the enrollment in each university stayed largely unchanged. Detailed enrollment 

statistics was illustrated in Table 2.1  

Table 2.1 Enrollment of FTE Students in the Six Pilot Universities
10

 

University   2007  2008 2011 

Beijing normal university About 490 About 840 About 1000 

East China Normal university  About 1000 About 1400 About 1000 

Northeast Normal university About 1500 About 1800 About 1500 

Southwest University About 2900 About 2900 About 2900 

Shaanxi Normal University About 2600 About 2600 About 2600 

Central China Normal University  About 2200 About 2300 About 2200 

                                                        
10 Source: http://news.xinhuanet.com/edu/2008-04/25/content_8045835.htm 

 

http://news.xinhuanet.com/edu/2008-04/25/content_8045835.htm
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The six pilot universities started to reform their teacher education program to tailor to 

the needs of FTE well before they recruited student teachers into this program. Though 

there were some differences in the ways the program was reformed across the different 

universities, they all shared common elements. Overall, more credit hours were given 

to including pedagogical knowledge and general knowledge courses. All the six 

universities established a two-supervisor system in which each FTE student teacher had 

two mentors; one was from the university and the other from secondary school. 

Additionally, they all lengthened the time of field experiences especially the time 

assigned to supervised student teaching. Besides, all the universities established contact 

with secondary schools in either western or rural areas so that student teachers could go 

there for their field experiences. The universities further initiated different activities and 

events to strengthen students’ dedication to the teaching profession
11

.  

In 2011, the first generation of FTE program graduates started their teaching career. 

According to a survey 90% of the graduates worked in basic education in the 

underdeveloped central and western regions and around 39% worked in rural towns and 

villages (Xinhua News, 2011).  

Influenced by re-implementation of FTE in the six pilot universities, some provinces 

especially central and western provinces and autonomous regions like Jiangxi, Xinjiang, 

Guizhou, and Sichuan also started to re-implement FTE in teacher education 

universities funded by local government.  

2.3 Summary  

Teacher education in China underwent four main development stages, namely 

establishment stage (1897-1922) following the Japanese example, an early stage of 

development (1922-1949) learning from the American experience, new development 

(1949-1990s) coping the Russian model, and further development (1990s-present) 

searching for a Chinese way to prepare teachers. Historically curriculum of teacher 

                                                        
11 Information about the two FTE programs was obtained from http://edu.qq.com/a/20100430/000209_2.htm and 

http://www.edu.cn/tian_bao_zhi_yuan_8153/20090605/t20090605_382220.shtml Retrieved on April, 4 2012.  

 

http://edu.qq.com/a/20100430/000209_2.htm
http://www.edu.cn/tian_bao_zhi_yuan_8153/20090605/t20090605_382220.shtml
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education covered three major areas namely general education, pedagogical education 

and subject matter knowledge education in which subject matter knowledge education 

took great majority of the teaching and learning time most of the time. Generally 

speaking, teacher education was historically free of charge for student teachers until the 

end of the 1990s. With the advancement of society in every respect and more options 

being offered for job-seekers, teaching gradually becomes a less attractive profession. 

Along with negative influences of marketization and massification of higher education, 

teacher education became increasingly marginalized. To improve the situation, FTE was 

reintroduced in 2007 and piloted in six universities. Next chapter was a review of 

classic and important literature that guided how this study was conducted, also acting as 

a contextualization of how this study related to existing studies.   
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Chapter 3 Literature review 

The aim of this chapter was to present a review of classic and current literature pertinent 

to this study. The purposes of this review were threefold: a) to clarify key terminology 

and concepts employed in this research, b) to provide a conceptual framework for the 

study, and c) to situate this study in the context of existing research. To achieve these 

goals, four major areas of literature were reviewed: a) FTE, b) goals of teacher 

education, c) teacher education curriculum and research on teacher education 

curriculum, and d) research on teacher education curriculum under FTE policy in China.  

3.1 FTE 

3.1.1 Research on FTE policy  

Since re-implementation of FTE, publications on FTE policy flourished mainly focusing 

on its formation from legal, economic and social perspectives. Most of these 

publications which included empirical studies and theory-based dissertations supported 

the policy. From an economical point of view, scholars and educators (e.g. Chen, 2009; 

Li, X. Q., 2009&; Meng, 2010; Jiang, F. L., 2011; Sun, C. Y., 2008; & Yu, J., 2008) 

argued that this policy in a way solved the problems related to the imbalanced 

development of education and inequity in education as a result of the different levels of 

economic development in China. Arguments made that the policy was a measure taken 

by the Central Government to solve the problem of inappropriate allocation of teacher 

resources created by the market economy (Yu, J., 2008). On the other hand, views were 

made (Chang (2012) that the Government could not achieve the goals and it was a waste 

of money to initiate this policy. He then suggested two methods to solve present 

problems. It was argued that the government should raise teachers’ salaries to attract 

more teachers to the teaching profession. It was also suggested by him that the 4+2 

models implemented in developed countries should be adopted, in which teacher 

candidates first received four-year regular university education and then took another 

two-year teacher education program to get a bachelor or master degree in education and 

a teacher certificate (Chang, 2012).  
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Some scholars (e.g. Li & Wang, 2011; Liu, 2009; Wang & Wang, 2011; Xie, 2009) 

looked at the policy from a legal point of view. They claimed that it was everyone’s 

right to receive education and this FTE helped to ensure that as many people as possible 

could receive the education they were entitled to by law. However, Liu (2009) who 

analyzed the policy with Bourdieu’s cultural reproduction theory
12

 concluded that this 

policy created inequity to those who were admitted to this program, because they had to 

follow what were arranged for them by the government due to their disadvantageous 

economic, social, and cultural capital. At the same time Li and Wang (2011) echoed Liu 

(2009) claiming that this policy in a way violated FTE student teachers’ freedom to 

choose their future career. They maintained that this policy was an expedient one and 

could not last for a long time. 

This policy was greatly supported by those (e.g. Guo, 2011; Hu, 2009; Zhang, 2009) 

who looked at it from social system viewpoints. Similar to those who looked at the 

policy from legal and economic standpoints, they claimed that it could solve the 

problem of educational imbalance among different regions in China. While Zhang 

(2009) believed that this free policy was an inevitable result of historical advancement, 

Guo (2011) argued that it could create a social environment in which teaching was a 

respectful and respectable profession. Hu (2009) suggested implementing FTE across 

China and maintained that it was the only way to improve the quality of education in the 

long run.  

Using Kingdon’s multiple streams framework 
13

and interviewing FTE policy makers, 

Chen (2008) concluded that the policy was not a rational and a well-considered one. He 

concluded that the policy was initiated for political purposes and was greatly influenced 
                                                        
12 To put it in a simple way, Bourdieu believes that education in capitalist countries is used to reproduce the culture of 

the ruling class to maintain their government. People with different economic, social and cultural capitals have 

different opportunities and access to education, which keep social stratification intact in one way or another (Liu, 

2010).  
13 Kingdon’s multiple streams framework analyzes the policy process as a function of three streams: problem steam 

(embodies the issue of concern itself), policies stream (conceptualized as “primeval soup” in which ideas float around, 

confront one another and combine) and politics stream (crucially determines the status of agenda) (Brunner, 2008). 

Kingdon argues when the separate streams of problems, policies, and politics converge at critical times, which creates 

a window of opportunity so that policy makers are willing to seriously consider formulating  public policy aimed at 

improving a situation or solving a problem (Kingdon, 1995).  
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by the preferences of some decision-makers. In contrary to Chen, Li (2010) who also 

employed Kingdon’s framework to analyze the policy concluded that it perfectly 

followed the flow of question stream, policy stream and political stream.  He also 

argued that this policy was implemented for the wellbeing of most Chinese.  

Other researchers (e.g. Wang, 2008) who examined the aims and design of the policy 

maintained that the policy could solve the problems of educational imbalance between 

the western and eastern as well as the rural and urban regions. In addition, the problem 

of shortage of qualified teachers
14

 in the western and rural areas of China became less 

serious. However, Zhou and Lin (2009) believed that FTE could not solve either 

imbalanced development or inequality in education, because the basic problem—the 

hard and formidable living and working conditions of teachers in those economically 

disadvantageous areas remained unsolved, which would sooner or later discourage 

teachers from working there. 

Existing literature tended to examine the overall policy and pay little attention to how 

stakeholders who were involved in this policy view it. Few of them studied the real 

dynamics and effects of the policy in real-life situation.  

3.1.2 Studies of FTE student teacher 

Research on student teachers mainly studied student teachers’ motives, motivations, 

emotions, their willingness, and attitudes to applying for the program and to teaching 

after graduation, and their attitudes towards the policy in general.  

Various factors contributed to students’ applications for FTE program. However, studies 

found that the major motive for students’ application was of economic consideration. 

Sixty-four percent of the 1800 participants in the survey indicated that they chose FTE 

program, because they could not afford the high tuition and other fees of other 

universities (Zhou, H.H., 2010). In Liu and Huang (2011) research, more than 82% of 

                                                        
14 Qualified teacher means that the teacher either has taken preservice teacher education or is a higher education 

degree holder who has passed the national or regional exams arranged for those who have not taken preservice 

teacher education but want to be one and got a teacher certificate.  
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the participants were willing to apply for this free program due to their financial 

difficulties.  

In spite of lack of motives to teaching, students were positive towards their university 

life and formed proper awareness in their future job (Fang & Qi, 2009; 2011). However, 

research also found that students lacked motivations to study, because they knew their 

destination already—they were secured and had to work in one school in their home 

province for ten years (Fang &Qi, 2009; 2011; Zhao, H. H. 2010). Contrary to their 

findings, Zhou, H. H. (2010) reported that 78% of his survey respondents thought it was 

important to study hard.  

One of the major goals of this policy was to encourage more talented young people to 

work as teachers and take teaching as their life-long career. However, research indicated 

some discouraging results. A serious problem with Chinese teacher preparation was that 

only a small number of students attending normal universities were seriously interested 

in teaching and the majority not interested in teaching at all (Li, 1999; Paine, 1991; Su, 

2009; Wang, Z. C., 2011; Zhang, Zhao & Qi, 2011; Zhang, Wang, & Shi, 2010; Zhou, 

H. H., 2010). Most student teachers had no motivation to work as teachers. For 

example, Wang, Z. C. (2011) found that many student teachers did not want to teach in 

basic education institutions, and (Hu, 2008) found that only 16% of her respondents 

chose teacher education program because they had passion for teaching. This applied to 

FTE student teachers. Zhou, H. H. (2010) reported that less than 10% student teachers 

in FTE chose teacher education because of their passion for teaching.  

Even though FTE student teachers think that teaching was a noble and respectable job, 

few of them would like to work as teachers after their graduation (Zhou, H. H., 2010; 

Wang, Z.C., 2011; Zhang, Zhao & Qi, 2011). In Zhou, H. H.’s (2010) survey, ninety-two 

percent of Year Three and 76% of Year Two participants had the intention to break the 

contract if they could afford the money to pay back the government. Around sixty-five 

percent of the respondents clearly stated that they did not want to teach after graduation 

(Zhang, Zhao & Qi, 2011).  
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In general students in FTE program voiced their positive and supportive attitudes 

towards this policy. Around 66% of the respondents supported to carry out this policy 

(Wang, Z. C., 2011). Those student teachers in provincial and regional teacher education 

showed positive attitudes as well. Around 67% of the survey participants would apply 

for tuition free program if given the chance and about 90% of them thought that this 

policy should extend to provincial and regional teacher education program (Liu & 

Huang, 2011). Student teachers in teacher education program in west provinces 

especially welcomed this FTE policy (Dai & Yu, 2009).  

Literature on FTE seemed to have shown a mixed picture. On one hand, it seemed that 

many people—researchers, educators, and student teachers—held positive and 

supportive attitudes towards FTE policy. On the other hand, empirical studies soliciting 

students’ views towards teaching indicated that student teachers did not want to work in 

basic education. Qualitative inquiry on major stakeholders views were rarely scrutinized 

in the great majority of the existing literature on FTE. As a result, reasons behind these 

phenomena remained largely unanswered. 

3.2 Goals of teacher education  

3.2.1 Goals of education  

Reviewing the literature on aims, goals, and objectives, we found that there was no 

agreement on what they meant in educational discourse, with some terms used 

interchangeably while others were employed with different meanings (e.g. Oliva & 

Gordon, 2013). Therefore, it was important to make clear what the terms meant in this 

thesis. In education discourse, aims and goals were usually put together with the word 

education while objectives associated with learning.  

Educational aims (are) what citizens or policymakers want society’s 

educational institutions to accomplish; generally long-term and the result 

of many influences, only one of which is school; generally expressed in 

terms of characteristics of people who have been well educated. 

Educational goals (mean) what citizens or policymakers want formal 

educational institutions — i.e., schools and colleges — to accomplish 
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expressed in terms of characteristics of people who have been well 

educated and learning objectives (are) whatever people are intended to 

learn as a consequence of being students in educational institutions 

(Posner, 2004, p.77). 

Some people like Dewey (1916) and Haydon (2013a) used aim as a generic term to 

refer to whatever “the whole education system is meant to promote” (Haydon, 2013a, p. 

458). However, in most literature aim, goal and objective were seen as the target that 

was meant to be achieved at a different level. Aim was usually seen as a generic term 

setting directions for goals and objectives, while goal had broader meanings than 

objective. Ornstein and Hunkins (2009) characterized aims as “general statements that 

provide direction or intent to educational action”, goals as “statements of purposes more 

specific than aims” and objectives as “specific statements that indicate either general or 

specific outcomes” (p. 232). Besides, aim and goal were long-term, while objective 

short-term (Ornstein & Hunkins, 2009).  

In this thesis, I used the term goal as per Posner’s (2004) definition. Education goals 

hence referred to “what citizens or policymakers want formal educational institutions — 

i.e., schools and colleges — to accomplish expressed in terms of characteristics of 

people who have been well educated” (p. 76). 

When talking about educational goal, people often talked about it at different levels. 

Brandt and Tyler (2007) categorized educational goals into four levels: system level 

goals — set for the school district by the Board of Education, program level goals — set 

by curriculum personnel in each subject field, course level goals — set by groups of 

teachers for each subject or unit of instruction, and instructional level goals — set by 

individual teachers for daily planning. Ornstein and Hunkins (2009) used aim, goal and 

objective to refer to different levels. Aims were set by national commissions, task forces 

and panels while goals were set by professional associations, government agencies, 

ministry of education and school districts and objectives were from school districts, 

schools and individual writers. Haydon (2013a) talked about educational goals at 

societal level and individual level. Societal level goals were set by the Government 
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aiming at develop certain qualities and capacities in learners to promote economic 

stability, prosperity and growth while individual aims were those characterized by the 

individual achievements or qualities that contributed to making the lives of individual 

better than it would otherwise have been (Haydon, 2013a).  

Each of the above classifications had its own rationale and served the author’s purposes. 

But they were not suitable for Chinese context and my study, so I classified educational 

goals into four categories. Government level goals were the educational goals set for the 

education institutions by the Government. University level goals referred to the goals 

that were set by universities. Nowadays, schools and universities in China had the 

autonomy to set their own goals as long as they abided by the directions of the goals set 

by the Government and no contradiction existed. Program level goals referred to goals 

set by different faculties or departments. And individual level goals were goals of 

different individuals in the program. However, three goals, namely government level 

goals, university level goals and individual level goals were touched upon in this study.  

Goals as the ultimately desired outcomes resulted from education set directions for 

curriculum development, helped make sure of the right development directions during 

curriculum implementation, and acted as yardsticks for curriculum assessment. 

Establishing goals was an important and necessary step for curriculum development, 

because there were so many things that students should learn and with goals it was 

possible to give priorities to what should be the most desirable things that students 

should learn in their schooling (Brandt & Tyler, 2007). “If an educational program is to 

be planned and if efforts for continued improvement are to be made, it is very necessary 

to have some conception of the goals that are being aimed at” (Tyler, 1949, p.3).  

3.2.2 Goals of teacher education  

Although at first glance, it seemed that across all nations the main goal of teacher 

education was to prepare good or quality teachers for education at different levels, what 

made good or quality teachers differed across countries and even within countries 

(Hoban, 2005; Wang, Odell, Klecka, Spalding, & Lin, 2010). As a result, goals of 
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teacher education were articulated differently. Besides, with the rapid development of 

society, goals of teacher education were changing with the shift of goals of education. 

For example, at present in the US, a major goal of teacher education was to educate 

teachers with accountabilities who could successfully accommodate students of diverse 

needs, learning backgrounds, and socio-economic backgrounds (e.g. Darling-Hammond, 

2006). While in China, goals of teacher education shifted too. After the implementation 

of FTE policy, Government level goals of teacher education were threefold. Teacher 

education aimed at raising teachers’ social status, educating excellent teachers and 

attracting talented youth to dedicate to teaching. The university goals usually varied 

from university to university but generally stated in the document was that the program 

aimed to educate teachers with sound fundamental subject knowledge, innovative spirit 

and good practical skills, to educate future educators, to be specific to educate teachers 

with high morality, good subject matter knowledge, excellent teaching skills, wide range 

of knowledge, advanced teaching philosophies and independent research abilities.   

3.3 Curriculum   

Everyone who discussed teachers, schools, or education used the term curriculum and 

the term was unavoidable (Null, 2011). It was widely acknowledged that curriculum 

was the central aspect of education (e.g. Hökkä, Eteläpelto, & Rasku-Puttonen 2010; 

Zhang & Zhong, 2003) and one of the major factors determining what went on in a 

school (Haydon, 2013b).  

Defining curriculum was no easy matter (Marsh, 2004; Marsh & Willis, 2003) and there 

was no agreed-on definition (Connelly & Xu, 2012; Dejnozka and Kapel, 1991; 

Ornstein & Hunkins, 1988 & 2009). After reading literature on curriculum, I 

summarized definitions as follows. Curriculum was seen as a guideline setting 

boundaries for stakeholders to arrange teaching and learning in educational institutions 

(e.g. English, 1980; Haydon, 2013b; Marsh and Willis, 1995), as an entity of everything 

happening in educational settings (Hewitt, 2006; Ponser, 2004; Ornstein & Hunkins, 

2009), and as an outcome of education going on in schooling contexts (Eisner, 1994; 
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Levin, 2008). In this thesis, the definition given by Ji (2007) was adopted. Curriculum 

was the sum of chosen educational activities to achieve educational goals (Ji, 2007). As 

indicated in the first chapter, here teacher education referred to pre-service teacher 

education especially where secondary school teachers were educated. Definition of 

teacher education curriculum, as a result, was the sum of chosen educational activities 

according to the goals of teacher education.  

It was suggested by different scholars that there were different types of curriculum. To 

sum up, in classifying different types of curricula, scholars tended to classify them from 

two main perspectives. First from the perspective of how the curriculum was conveyed 

— formal curriculum was conveyed in formal educational occasions like classrooms, 

extracurriculum was achieved through activities outside classroom, while hidden 

curriculum was realized through the influences of environment, cultures and people in 

the education institutes (e.g. Posner 2004). The second perspective was from the 

perspective of different stakeholders of the curricula. Formal/official curriculum was 

what the Government or curriculum designers intended to have learners to learn, while 

the taught curriculum was what the teachers planned for students to learn and the 

learned curriculum was what the students actually learned (e.g. Glatthorn, Boschee, & 

Whitehead, 2006).  

In this study, three concurrent curricula namely official also called planned or formal 

curriculum, extracurriculum also extracurricular activities and hidden curriculum of 

teacher education were scrutinized. Formal curriculum referred to the curriculum in the 

documents of the two universities. Extracurriculum interchangeable with extracurricular 

activities here referred to those planned activities outside the official curriculum that 

helped prepare student teachers for their future teaching career and done on a voluntary 

basis during their free time and holidays. I adapted Glatthorn, Goschee, & Whitehead’s 

(2006) definition in defining hidden curriculum. Hidden curriculum referred to the 

aspects of schooling that brought changes in student teachers’ value, belief, perceptions 

and behaviors either intentional or unintentional and either planned or unplanned.   
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3.3.1 Teacher education curriculum 

Teacher education systems varied across countries and there was no agreement on 

purposes, organizations or conceptions of an appropriate curriculum (Morris & 

Williamson, 2000), but most formal teacher education curricula around the world had 

the following elements: a) subject knowledge, b) pedagogical knowledge (both general 

pedagogy and content-specific pedagogy), and c) clinical experiences (e.g. Darling-

Hammond, 2006; Fwu, 2000; Goodlad, 2002, Hollins, 2011; Peng, Zhang, & Jiang, 

2009; Schmidt, Blömeke, & Tatto, 2011).  

Researchers studied teacher education curriculum from different perspectives. Some 

made the efforts to seek key elements that contributed to effective teacher education 

(e.g. Darling-Hammond). In her multiple case study, Darling-Hammond (2006) 

summarized several key elements concerning curriculum that contributed  to effective or 

powerful teacher education as follows: a) a common clear vision and well-defined 

standards guiding and evaluating the coursework and clinical experiences; b) a 

curriculum grounded in knowledge of development psychology, learning theories, social 

contexts and subject matter knowledge taught in the context of practice; and c) extended 

clinical experiences closely interwoven with coursework. Schmidt, Blömeke, & Tatto 

(2011), who conducted research on mathematics teacher preparation in six countries, 

echoed some of Darling-Hammond’s conclusions. They concluded that if a program 

wanted to prepare successful classroom teachers, the contents of the curriculum of 

teacher education should include a) mathematics knowledge (subject matter 

knowledge), b) content pedagogical knowledge (how to teach different mathematic 

knowledge), and c) general pedagogical knowledge (knowledge of developmental 

psychology, learning theories and the kind).  

Many studies on teacher education curriculum discussed different components of 

teacher education curriculum and how they contributed to the education of future 

teachers. It was long disputed what was more important—theory learning or practice in 

teacher education (e.g. Goodlad, 2002; Korthagen & Kessels, 1999; Liu & Xie, 2002). 
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The view was still prevalent among people that “teaching is mostly telling others what 

you know and therefore requires little more than subject matter knowledge, that people 

who learn to teach learn primarily from (more or less unguided) experience” (Darling-

Hammond, 2006, p. ix). Based on the belief that the act of teaching was largely intuitive 

— someone knew something and then “taught” it to others, quite a number of teacher 

education programs put their focus on educating student subject matter (content) 

knowledge, coupled with limited clinical experiences (Darling-Hammond, 2006). 

However, research indicated that “the old transmission teaching model is not adequate 

for a knowledge-based society that increases the cognitive requirements of most 

employment and of life in general” (Darling-Hammond, 2006, p. 9). 

Subject matter knowledge was important because it served as not only the grist for 

teaching but also the context for developing understanding of teaching that enabled 

learning to take place (Darling-Hammond, 2006). Empirical studies (e.g. Monk, 1994; 

Schmidt, Blömeke, & Tatto, 2011; Wenglinsky, 2002) found a positive relationship 

between teachers’ subject knowledge and their students’ academic achievements. Tsui 

(2003) found that “teachers who had better subject matter knowledge were observed to 

be able to help make conceptual connections, provide appropriate and varied 

representations, and construct active and meaningful dialogue with students” (p. 54). 

However, it was also found that “a good grasp of subject area is a necessary but not a 

sufficient condition for effective teaching” (Monk, 1994, p.142), teachers’ knowledge of 

teaching and learning played an important role as well. Besides this, teachers’ content 

pedagogy was also necessary for effective teaching (Cohen & Hill, 2000; Shulman, 

1987). Youngs and Qian (2013) found that candidates who were exposed to greater 

numbers of topics in general pedagogy courses had a higher level of mathematical 

knowledge teaching.   

In addition to subject matter knowledge and pedagogical knowledge, clinical experience 

was also an indispensable part of teacher education (Guyton & McIntyre, 1990). It was 

commonly acknowledged in the field that through direct supervised classroom 

experiences, pre-service teachers “develop their reflective and analytical skills, examine 



39 

 

the relationship between theory and practice, and correct misinterpretations they might 

have about teaching” (Feyten & Kaywell, 1994, p. 52). It was also suggested by 

research findings that clinical experiences “make a difference in student teachers’ 

practice, confidence, and long-term commitment to teaching” (Darling-Hammond, 

Hammerness, Grossman, Rust, & Shulman, 2005, p.411). Other studies suggested that 

longer student teaching coupled with early practicum experiences had a positive 

influence on student teachers teaching performance (Darling-Hammond, et al., 2005). 

But Youngs and Qin (2013) found “it is not the length of overall student teaching but the 

length of student teaching when candidates have complete responsibility for instruction 

that matters for their mathematical knowledge teaching” (p. 256).   

In addition, some researchers did research on how some innovative ways in doing filed 

experiences could contribute to better prepare future teachers. Dillon (2010), who put 

research focus on teaching practice, concluded from his action research that extensive 

teaching experience, problem-posing pedagogies built from teaching experience, and 

supportive learning community between student teachers and teacher educators 

contributed to effective teacher education program. Hollins (2011) proposed a holistic 

practice-based teacher education that “integrates academic knowledge of theory, 

pedagogy, and curriculum across experiences in authentic contexts that are embedded in 

focused inquiry, directed observation, and guided practice” (p. 395). Cheng (2011) 

confirmed that implementing a Lesson Study course — a collaborative action research 

approach in which teachers worked collaboratively to plan and reflect on their teaching 

through lesson cycles (p. 67) — in initial teacher education curriculum at a teacher 

education institute in Hong Kong successfully helped future teachers develop their 

professional competency.   

In summary, empirical studies found that subject matter knowledge played an 

indispensable role in teaching not only because it was the grist for teaching but also 

because it helped improve students’ academic achievements. However, subject 

knowledge alone was not enough, and student teachers had to learn content and general 

pedagogy both of which would enable them to teach effectively. Additionally, 
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appropriate field experiences made a difference in student teachers’ teaching 

performances and their dedication to teaching.  

Though existing literature discussed how different components of teacher education 

curriculum contributed to education of future teachers. Little of them probed teacher 

education from multiple perspectives and views of different stakeholders. Besides, there 

was little research that looked into general education in teacher education.  

3.3.2 Extracurriculum  

Extracurriculum was usually defined as activities that students did outside classroom 

but within school contexts. Extracurriculum was the activities “that go on usually on a 

voluntary basis, at lunch-times, after school hours, at weekends or during holidays” 

(Kelly, 2009, p.11). Generally speaking, extracurriculum referred to extracurricular 

activities, so in this thesis extracurriculum was interchangeable with extracurricular 

activities.  

Empirical studies indicated that extracurricular activities influenced students in their 

academic achievements (e.g. Buoye, 2004; Eccles, Barber, Stone, & Hunt, 2003), 

socialization (e.g. Mahoney, Cairns, & Farmer, 2003), personal traits and self-esteem 

(Coladarci & Cobb, 1996; Videon, 2002), and career success (Buoye, 2004) among high 

school students.  

Marsh (1992) found that it was statistically significant and there were positive 

relationships between extracurricular activities and high school students’ social and 

academic self-concept, educational aspirations, coursework selection, homework, 

absenteeism, academic achievement, and subsequent college attendance. Mahoney, 

Cairns and Farmer (2003) who conducted a longitudinal study echoed Marsh’s (1992) 

finding. They found that consistent participation in extracurricular activities led to long-

term education success, interpersonal competence and higher education inspiration of 

high school students (Mahoney, Cairns, & Farmer, 2003). Helms (1991) claimed that 

extracurricular activities helped establish favorable self-esteem among high school 
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students. He was echoed by other researchers such as Mahoney and Cairns (1997), 

Mahoney (2000), and Gilman, Meyers and Perez (2004) who believed that 

extracurricular activities were helpful in promoting high school students’ individual 

strengths. And Gilman, Meyers and Preze (2004), who conducted a literature review on 

empirical research in structured extracurricular activities, concluded that participation in 

structured extracurricular activities made it possible for adolescents to achieve goals, 

develop and improve skills and enhance social opportunities.  

There were some studies that focused on how different extracurricular activities had 

different influence on students’ development. Shropshire (2007) found that students who 

participated in both music and athletic programs outperformed in the standardized tests 

than those who participated in either one of the program. Besides, the research also 

found that students participated in music programs generally scored higher in academic 

achievements (Shropshire, 2007). Buoy (2004) found that participation in academic 

clubs positively influenced students’ academic achievement.  

Most literature on extracurricular activities focused on extracurricular activities and the 

development of high school students in terms of academic achievement, personal 

development and even future development. However, few studies looked into how 

extracurricular activities influenced the development of students in tertiary education 

not to mention future teachers in teacher education programs. Besides, most research 

was quantitative, aiming at finding out the relationship between extracurricular 

activities and other variables.  

3.3.3 Hidden curriculum  

Though there was still disagreement, the concept of hidden curriculum was generally 

considered to be first introduced to educational discourse by Philip Jackson in the late 

1960s in his book Life in Classrooms. Since then, it was studied by different 

researchers, although there was no consensus on what hidden curriculum meant (Deng, 

& Luo, 2005; Liu, Zhong, Yi, & Li, 2011; Ma, 2009; Pennert-Ariev, 2008). The 

disagreement focused on the following four aspects — whether hidden curriculum could 
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be planned, whether it was intentional, what were the impacts and where the hidden 

curriculum existed (Deng, & Luo, 2005; Liu, Zhong, Yi, & Li, 2011). Although it was 

agreed by some researchers that hidden curriculum was implicit, unintended and 

unplanned (e.g. Liao, & Huang, 2004), other researchers believed that hidden 

curriculum could be planned (Xia, & Yu, 2010; Yang, Han, Jiao, & Yan, 2007). I 

believed hidden curriculum could be intentional and planned. And intentional and 

planned hidden curriculum exerted better influence than unintentional and unplanned 

one.  

Empirical studies both in China and in other countries confirmed the impact hidden 

curriculum had on the development of students (e.g. Bergenhenegouwen, 1987; Liu, 

Zhong, Yi, & Li, 2011). It was supported by empirical studies that hidden curriculum 

exerted significant influence on students’ personality, morality, creativity and practical 

abilities (Liu, et. al., 2011; Xia & Yu, 2010, Seddon, 1983).  

Bergenhenegouwen (1987) found that the influence of hidden curriculum on students 

depended on the degree of acceptance of students of what the hidden curriculum 

promoted. In addition, he found that the influence of hidden curriculum was limited, so 

some agendas should be made explicit to make a change in students, such as students’ 

attitudes. Studies also found that although not really aware of the existence of hidden 

curriculum, students also tended to resist the influences they disagreed with or disliked 

(e.g. Turner, 1983). In Turner’s (1983) study, he found that students formed their own 

“power” to go against the power of teachers and schools.  

Those who did research on the influence of hidden curriculum on medical students 

found that planned hidden curriculum exerted positive influence on medical students. 

Xia and Yu (2010)’s research found that the construction of hidden curriculum by 

improving campus environment, making proper rules and regulations, and enriching 

cultural activities in their university positively influenced students’ morality, creativity 

and overall quality. Yang, Han, Jiao, and Han (2007) also found the positive impact a 

planned hidden curriculum could have on university students’ overall comprehensive 
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quality. They found that hanging of oaths of doctors, setting up statues of famous 

doctors, putting famous doctors’ photos on the bulletin boards and regularly showing 

films about the ethics of doctors had a positive impact on students in the medical faculty 

of their university. Mossop, Dennick, Hammond and Robbe (2013), who included core 

assumptions, routines, rituals, organizational structures, control systems, power 

structures, stories and symbols as major elements of hidden curriculum found that 

hidden curriculum affected medical students’ professional identity development.  

Yüksel (2005) found that the behavior of teachers in the classroom was one of the 

factors that determines hidden curriculum, and had an important place in moral 

education. Mossop, Dennick, Hammond and Robbe (2013) also pointed out how role 

models were part of hidden curriculum and could influence medical students. They 

especially pointed towards the importance of negative role models (a sub-element in the 

stories) as used by students to reflect what was right and what was wrong, that helped 

them shape their own identities (Mossop, Dennick, Hammond, & Robbe, 2013).  

Students did experience hidden curriculum in university (Bergenhenegouwen, 1987). 

However, studies of hidden curriculum mostly concentrated on studying how hidden 

curriculum influenced the development of adolescents. Research that studied how 

hidden curriculum influenced students in higher education was mostly confined to 

medical schools both in other countries and in China. There were few studies that 

looked at how hidden curriculum influenced student teachers.  

3.3.4 Teacher education curriculum in China  

Important as curriculum was, curriculum of teacher education in China underwent slow 

and minor changes (Wang, 2011) that could not match the development of basic 

education, not to mention the requirements of contemporary and ambitious economic 

development. The great majority of the reform documents on teacher education in recent 

years gave abstract, unguided directions, such as perfecting the teacher training system 

and reform of teacher education (e.g. CCCPC & the State Council, 2010; MoE, 2001; 

MoE, 2007b; MoE, 2010; SEC, 1996). Changes to teacher education usually resulted in 



44 

 

opening it up to other universities or restructuring teacher education universities. There 

were not many real changes to the structure and contents of the teacher education 

curriculum (Guo, 2001; Zhu, 2010). The concerns about the problems of teacher 

education curriculum were noted and voiced (e.g. CCCPC & the State Council, 1993; 

Cleverley, 1991; Li, 1999; Luo, 2006; Zhu, 2010).  

Neglect of teacher education curriculum existed not only in reforms but also in research.  

Though research on curriculum was of great practical and theoretical significance, at 

present the standard of research on curriculum of teacher education in China was rather 

weak and scant, and there was also a lack of systematic research (Guo, 2001; Zhou, 

2009). Zhou (2009) who analyzed research of curriculum of teacher education in China 

from 2001 to 2008 found that there was little research on Chinese teacher education 

curriculum. He classified the research areas into the following four areas, namely 

theoretical research of teacher education curriculum, research on teacher education 

curriculum of other countries, comparative study of teacher education curriculum, and 

research on reforms of different teacher education curriculum, in which 69% was 

theoretical research (Zhou, 2009).   

I conducted similar search and analysis while reviewing literature on teacher education 

curriculum studies in China. I extended the search of literature up to 2013. I agreed with 

Zhou’s classifications. However, I preferred to put them into the following five 

categories — comparative studies of teacher education curriculum between China and 

other countries, studies of teacher education curriculum of other countries, studies of 

problems in Chinese teacher education curriculum, surveys of student teachers’ 

satisfaction with teacher education curriculum, and studies on teacher education 

curriculum and New Curriculum for Basic Education (NCBE).   

Some researchers made comparisons between Chinese teacher education curriculum and 

those of other countries to draw people’s attention to the shortcomings of Chinese 

teacher education curriculum and how China could learn from these countries (e.g. Li, 

Y. R., 2012; Peng, Zhang, & Jiang, 2009; Sun, 2005; Yi & Chen, 2007; Zhao, 2008). 
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Through comparison, Yi and Chen (2007) concluded that teacher education curriculum 

in China was rigid under the control of Government. Universities had little autonomy to 

decide the structure and contents of their curriculum. There were quite a number of 

problems in teacher education curriculum like the simplicity of general education, with 

ideo-political courses dominating a large share of general education courses, rigid and 

outdated pedagogical courses, and a lack of clinical experience (Yi & Chen, 2007). 

Their findings were echoed by some other writers (see e.g. Peng, Zhang, & Jiang, 2009; 

Zang, 2010; Zhao, 2008). Zhao (2008) further pointed out that there was not much 

difference concerning the subject matter knowledge of courses between Chinese teacher 

education universities and other ordinary universities. Zang (2010) mentioned that 

although there were more pedagogical courses compared to previous decades, the 

increase was small, and courses of teacher education were not only narrow and empty 

but impractical (Zang, 2010).  

In addition, there were many articles analyzing curriculum of teacher education in other 

countries, suggesting how practices in other countries could shed light on Chinese 

teacher education curriculum (e.g. Kong, 2011; Qin, 2005; Sun, M. L., 2008; Wang & 

Gou, 2007; Zhang, 2013; Zhou, 2010). Wang and Gou (2007) said that the focus of 

teacher education curriculum in China was on subject matter knowledge in which 

pedagogical courses were neglected and clinical experiences were short and 

disconnected with other courses. They concluded that to change the education of future 

teachers in China not only should the curriculum be reformed but also the public’s 

perceptions and the mentality of teacher education should also be changed (Wang & 

Gou, 2007). Kong (2011) who compared teacher education of five countries, the US, the 

UK, Germany, Japan, and Korea, echoed Wang and Gou’s conclusions and further 

commented that teacher education curriculum in China was unbalanced, with the great 

majority of efforts put on subject matter knowledge education and little attention given 

to pedagogical education (Kong, 2011). Kong (2011) also mentioned that Chinese 

teacher education universities should learn from the British practice of strengthening 

cooperation between teacher education universities and basic education in educating 
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future teachers and that Government should guide the development of teacher education 

at macro-level and provide supports at policy level. Qin (2005) also mentioned the 

importance of the cooperation between teacher education universities and basic 

education in preparing future teachers.  

There were also some articles and theses analyzing problems of teacher education 

curriculum and suggesting future development directions (e.g. Du, 2007; Huang & Liu, 

2006; Peng & Wang, 2010; Wang & Zhang, 2009; Xu & Zhang, 2010; Yu, H., 2008 ). 

Du (2007) pointed out that one of the major problems of teacher education curriculum 

was that general education was weak and could not achieve what it claimed to aim 

towards while courses of subject matter were fragmented, complex and disconnected 

with what was going on in basic education, and there were not enough courses on 

pedagogical knowledge, with inadequate clinical experiences. Du was echoed by quite a 

number of researchers. Yu, H. (2008) pointed out the same four problems. Some 

researchers who looked at one or two areas of teacher education curriculum pointed out 

problems in the areas they investigated. Luo, M. D. (2006), who put his focus on 

pedagogical courses, indicated that there were a lot of problems in pedagogical courses 

like outdated content, repetition of certain contents, single teaching method, 

disconnectedness with basic education reality and too much theory teaching without 

practice. Luo’s conclusions were supported by some researchers (e.g. Peng & Wang, 

2010; Wang & Zhang, 2009; Yan, 2010).   

There was an increasing number of surveys on the degree of satisfaction with teacher 

education curriculum among student teachers especially after the implementation of 

FTE policy (e.g. Teng, Shi, Liang, &Wang, 2008; Yan, 2010). Yan (2010)’s survey 

indicated that 38.9% of respondents (248 in total) were not satisfied with courses on 

pedagogical education, saying that the content and teaching methods needed further 

improvement. Teng, et. al. (2008) found that around 50% of their 224 participants were 

not satisfied with the curriculum in their university. Yan (2010) found that most 

participants had not realized the importance of pedagogical courses. Worse still, even 

though most student teachers admitted that pedagogical courses were useful for future 
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teaching, in reality they did not invest time and energy to study on these courses (Yan, 

2010).   

In addition, some researchers put their research focus on how the New Curriculum for 

Basic Education (NCBE) influenced curriculum of teacher education (e.g. Hu, 2006; 

Guo & Xie, 2012; Lin, 2011; Liu, 2001; Luo, Y. Z., 2006, Shen & Li, 2001). Shen and 

Li (2001) through looking at the knowledge and knowledge structures of teachers in 

basic education concluded that major problems of teacher education curriculum were in 

the irrational structure of the curriculum, homogenous content of curriculum that was 

disconnected with reality, and formality of clinical experiences that were quite short in 

duration. Besides the problems Shen and Li (2001) pointed out, it was concluded from 

Hu (2006) that present teacher education curriculum could not meet the requirement of 

NCBE. Present teacher education curriculum failed to cultivate future teachers with 

wide range of knowledge, solid pedagogical knowledge and extensive clinical 

experiences (Hu, 2006). Lin (2011) and Guo and Xie (2012) echoed Hu’s conclusions.   

There was little literature or few empirical studies on curriculum of teacher education 

(Zhou, 2009). Neither was there much systematic research on the curriculum that was 

modified by the participating universities upon their implementation of FTE policy. 

Among the available literature, I classified them into the following five topics 

comparison between traditional teacher education curriculum and the modified 

curriculum under FTE policy (e.g. Li, F. R., 2009), new elements of FTE curriculum 

and significance of these changes (e.g. Wu & Fu, 2007, Xu & Zhang, 2010, Ye, 2008), 

views of student teachers on the curriculum of FTE program (Jiang, X. L., 2011, Teng, 

et. al., 2008), research on certain components of FTE curriculum, like teaching practice, 

subject matter knowledge education, or pedagogical education (e.g. Zhao, 2011), and 

FTE curriculum in a certain academic disciplinary faculty, like P.E, biology, 

mathematics (e.g. Li & Liu, 2008).  

In addition to the implementation of FTE policy, universities were given the mandate to 

reform their official curriculum and develop better teacher education models. The six 
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pilot universities modified their official curricula. Formal curriculum still covered the 

previously mentioned areas, but the percentage allocation of credit hours among general 

knowledge, subject matter courses, and pedagogical courses (including clinical 

experiences) were now roughly 30%, 50% and 20% respectively, rather than the past 

15%, 70% and 6%-10% (Xu & Zhang, 2010). Additionally, more courses with 

international standards were provided in courses on both general knowledge and 

pedagogical knowledge, and there were more elective courses for students to choose 

from (Xu & Zhang, 2010). Theoretically speaking, the allocation of credit hours to 

courses of different areas was getting close to that of developed countries and seemed 

better than the one used before the re-implementation of FTE policy. Li F. R. (2009) 

studied the curriculum of the Biology Department in Shaanxi Normal University, 

employing document analysis as her major research methods. By comparing the 

reformed curriculum of 2008 with that of 2002, she affirmed the right direction and 

practice of the reformed curriculum. However, Li and Liu (2008), who also did a 

document analysis about the curriculum of Shaanxi Normal University, concluded that 

subject matter knowledge courses were not given enough time and the arrangement of 

the curriculum was both rigid and isolated from the reality.  

Clinical experiences, especially the supervised student teaching seemed to have 

successfully attracted the attention of several researchers. Jiang, X. L.’s (2011) survey 

results showed that the degree of satisfaction with the arrangement of supervised student 

teaching practice in his case university was relatively low. He said that the arrangement 

of supervised student teaching was not satisfactory mainly because the time was shorter 

than required by the Government and student teachers thought they were not given 

enough time to put what they had learned into practice (Jiang, X. L., 2011). However, 

Hao (2009) whose empirical research on supervised student teaching of FTE program in 

his Master’s thesis indicated that the arrangement of supervised student teaching in his 

case study university was satisfactory, and his informants confirmed the positive 

influence supervised student teaching had on them, but there were complaints about the 

time issue and the role university supervisor played in the practicum. Generally 
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speaking, existing literature affirmed the positive and significant part field experiences 

played in prospective teachers’ overall development, which echoed international 

research on teaching practicum (e.g. Darling-Hammond, et. al., 2005; Orland-Barak, 

2002; Schmidt, Blömeke, & Tatto, 2011). But at the same time, time allocated to clinical 

experiences and supervisors who supervised student teaching were the center of 

complaints in many articles (e.g. Jiang, X. L., 2011, Zhao, 2010).  

Seen from different empirical studies, it seemed that in practice student teachers held 

mixed views about the curriculum. Zhao (2010) who conducted a questionnaire survey 

asking student teachers to rate the degree of satisfaction of curriculum design in 

Mathematic Department of the FTE program in Northeast Normal University found out 

that student teachers were satisfied with the curriculum design. Fang and Qi (2011) and 

Peng and Wang (2010) had similar findings in their survey research. However, Peng and 

Wang (2010) also found that about 74% of the participants thought that the structure of 

the curriculum was irrational and the contents were not acceptable. But they did not 

further explore the reasons behind the seemingly contradictory comments. Teng, et. al. 

(2008) who conducted a survey asking 224 student teachers about their views on the 

policy, planning, system, structure, and implementation of the curriculum in one pilot 

university found that on the whole nearly half of the participants were not satisfied with 

the curriculum of their university. Research that concentrated on studying the degree of 

satisfaction of student teachers towards the curriculum using quantitative research 

method did not look at the reasons for either satisfaction or dissatisfaction.  

Extant literature provided a conceptual framework and laid the groundwork for my 

study.  Studies on teacher education curriculum both home and abroad helped ground 

my study on existing research, while identifying the gaps in present studies made this 

study feasible. Firstly, there was little literature that looked into the courses teacher 

education programs offer. My study filled this gap by looking at the courses and the 

clinical experiences not only in documents but also through what student teachers and 

novice teachers took and experienced. And not only was little research on Chinese 

teacher education curriculum but there was also a lack of systematic empirical studies 
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(Zhou, 2009). Moreover, there was very little research on extracurriculum and hidden 

curriculum of teacher education. Furthermore, there was no English literature on this 

topic. All the gaps in studying teacher education curriculum after the implementation of 

FTE policy provided me with the opportunity to conduct this research.  

3.4 Conceptual framework 

Before going into the field and after reading relevant literature, I came up with my first 

conceptual framework that covered subject matter knowledge education, pedagogical 

knowledge education including clinical experiences, and general education. However, 

during my first round of interviews with different university stakeholders, I found that 

they all unanimously mentioned volunteer teaching, participating in competitions on 

teaching skills and teacher qualities, activities like reading books on model teachers and 

educators, seeing movies and videos of education and excellent teachers and attending 

lectures given by famous and excellent teachers and educators. Besides these, student 

teachers and novice teachers also talked about influences that university environment 

and teacher educators had on them. I realized that it was not enough to only look at 

official curriculum in educating student teachers in Chinese contexts. Extracurricular 

activities and hidden curriculum played significant roles in educating future teachers 

under the FTE context. As a result, I adjusted my conceptual framework to include 

extracurriculum and hidden curriculum into the framework. Figure 3.1 below is the 

revised conceptual framework.   

Figure 3.1 Conceptual Framework of This Research 
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3.5 Summary 

This chapter discussed major concepts employed in this research such as education 

goals, curriculum, and teacher education curriculum to clarify what they meant in this 

study. In addition, current research on FTE, teacher education curriculum in Chinese 

and international contexts and in FTE context in China was reviewed to provide a 

conceptual framework and a context in which to conduct this research. Based on the 

review of different literature, a conceptual framework guiding this study was illustrated. 

In the following chapter methodology of this was delineated.   

curricula 
of teacher 
education 
under FTE  

official 
curriculum 

hidden 
curriuclum  

extra 
curriculum  



52 

 

Chapter 4 Methodology 

This chapter outlined research methodology adopted for this study. It began with a 

description of the nature of qualitative research. After that, it detailed the reasons why a 

qualitative case study was appropriate for this study. Additionally, discussed in this 

chapter was the rationale for selecting the two universities under study with a 

description of sample selection. Also mentioned in this chapter were how access was 

gained to the sites and how the interviewees were identified and recruited. Following 

that, data collection and data analysis were discussed respectively. Towards the end of 

this chapter, ethical considerations were addressed. 

4.1 Qualitative research 

Before discussing research design, I believed it was appropriate and important to review 

purposes of research. Research was a systematic process designed to discover the truth 

(Merriam & Simpson, 2000). Research was a means by which a discipline expanded its 

knowledge base, and in applied fields, informs and improves practice (Merriam & 

Simpson, 2000). Research was “inquiry, deliberate study, a seeking to understand” 

(Stake, 2010, p.13). Though defined differently, there were some common components 

in different definitions — research was a systematic exploration with academic and/or 

practical purposes. Research in this thesis meant the systematic discovery aiming at 

exploring the truth about teacher education curricula in China under the context of FTE 

through systematically analyzing and interpreting data collected with different methods. 

There were various strategies that researchers could employ in their attempts to 

systematically discover the truth. Based on research questions and their beliefs, 

researchers chose different research strategies. Generally speaking, there were two types 

of research which were given different labels. Positivist research and post-positivist 

research were among the popular sets of labels used by different researchers. Positivist 

research also known as quantitative research developed knowledge and/or informed 

policy and practice by collecting numerical data on observable behaviors of samples and 

then doing numerical analysis, while post-positivist research also known as qualitative 
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research tended to achieve the same goals by collecting primarily verbal data through 

going into the field and then doing analytic induction. Post-positivist research 

emphasized doing research in natural settings, collecting situational information, and 

making an effort to understand a phenomenon from participants’ perspectives (Guba & 

Lincoln, 1994). The purpose of qualitative researchers was to add situational examples 

to the readers’ experience (Stake, 2010). We sought to understand how something 

worked and our findings and stories could enlighten those seeking to understand the 

history or the problem, or seeking to change the policy (Stake, 2010). 

Based on the research questions and my research belief, I chose qualitative research 

method. I believed that qualitative research was to understand a phenomenon from 

participants’ perspective, which was done in natural settings (Guba & Lincoln, 1994) to 

enlighten those seeking to understand the history or the problem, or seeking to change 

the policy (Stake, 2010). I was interested in learning about the curricula in reality, and 

how university administrators, teacher educators, student teachers, and novice teachers 

interpreted their individual experience of the teacher education curricula. Qualitative 

approach fitted well with my research purposes and questions, because it helped me 

understand how the university major stakeholders interpreted reality and their 

experience and views of present teacher education curricula, and it also provided 

valuable views and insights regarding how practice could be improved.  

4.2  Case study 

A case study research method was employed in this research. This part first talked about 

definitions and types of case study followed by discussion of how the case study was 

used and why it was chosen in this study.  

4.2.1 Case study defined 

“Case study has different meanings for different people and in different disciplines” 

(Simons, 2009, p.19). Stake, a forerunner of case study, defined it as “the study of the 

particularity and complexity of a single case, coming to understand its activity within 
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important circumstances” (Stake, 1995, p. xi). Case study was “an intensive, holistic 

description and analysis of a single entity, phenomenon or social unit” (Merriam, 1998, 

p. 19). However, Yin (2009) believed that citing a case topic and taking the “case” as 

defining criterion for case study is not sufficient to define case study as a research 

method. Yin (2009) had a twofold definition for case study. Case study was “an 

empirical inquiry that investigates a contemporary phenomenon in depth and within its 

real-life context, especially when the boundaries between phenomenon and context are 

not clearly evident” (Yin, 2009, p. 18). Case study “copes with the technically 

distinctive situation in which there will be many more variables of interest than data 

point, relies on multiple sources of evidence, with data needing to converge in a 

triangulation fashion, and benefits from the prior development of theoretical 

propositions to guide data collection and analysis” (Yin, 2009, p. 18). Yin’s definitions 

pointed out to researchers when and how case study could be used in the research. 

Gerring (2004) defined case study “as an intensive study of a single unit for the purpose 

of understanding a large class of (similar) units” (p. 342). Gerring pointed out to us the 

instrumental nature of case study. 

According to different definitions, case study generally had the following features. First, 

the target under investigation was a single unit. Besides, the inquiry should be 

conducted in a real-life context or environment. Furthermore, usually it was not the aim 

of case study to draw generalization. Instead, it was to study the particularities of the 

case under study. However, it could be used to understand cases of similar context and 

background. Additionally, case study was about looking at the case from different 

angels with one or more methods. Moreover, case study was generally an intensive and 

holistic inquiry into a case.  

Case study in this thesis was defined as an in-depth empirical exploration of an 

educational issue from different perspectives within a real-life context. Major goals of 

this case study were to gain in-depth and comprehensive understandings of the cases 

under exploration, and to generate knowledge about teacher education curricula and the 

views and reasons for the views of major university stakeholders involved in this FTE 
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program.  

4.2.2 Types of case study  

Case study was classified into different types according to different criteria. Stake 

(1995) classified case study into three types: intrinsic, instrumental and collective also 

multiple case study according to the nature and functions of the case being studied. In 

an intrinsic case study the interest was in the case itself not any other cases or some 

general problems; but in an instrumental case study the case worked as a means to 

reaching a general understanding and insights into the question (Stake, 1995; 2010). 

According to the number of cases, case study was classified into single case study and 

multiple case study, also called collective case study (Stake, 2005; Yin, 2009). Stake 

(2005) pointed out that in nature collective/multiple case study was instrumental.  

Case study was classified into theory-seeking, theory-testing, story-telling and picture-

drawing, and evaluative case study by Bassey (1999) who did this according to the 

purposes of the case study. However, Stake (2005) and Yin (2009) categorized case 

study into explanatory, descriptive, and exploratory case study according to the nature 

of it.  

In my study, I followed Stake’s (1995) classification. The case study in this study was 

instrumental case study, because the two cases in this study were used as a means to 

generating knowledge and gaining understanding and insights about curricula of pilot 

universities under the context of FTE policy.  

4.2.3 Application of case study for this thesis 

Case study was employed in this study for the following reasons. First, case study was 

in congruence with the underlying purposes of this study and the research questions, 

because the study sought to answer “how” and “why” questions. As a research method, 

case study had a distinct advantage when “how” or “why” questions are posed (Yin, 

2009). My main research questions were what the curricula were like after the 

implementation of FTE policy, how the major stakeholders viewed the curricula and 
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why they had those views. Besides, when the investigator had little control over events 

under study, case study fitted in (Yin, 2009). I had no control over the cases under 

exploration. Case study could help satisfy the goal of analyzing and examining the 

curriculum and views of the research participants in depth because case study offered 

analysis in depth (Gerring, 2004). This study was to look at the reality of teacher 

education curricula from different university major stakeholders’ perspectives. Case 

study helped to achieve this goal, because case study could document multiple 

perspectives, explore contested viewpoints, and demonstrate the influence of key actors 

and interaction between them (Simons, 2009, p. 23). Furthermore, case study helped to 

better and fully understand the environment and context. “Anchored in real-life 

situations, the case study results in a rich and holistic account of a phenomenon” 

(Merriam, 1998, p. 41). Case study had advantages over other research methods, when 

the research focused on a contemporary phenomenon within a real-life context (Yin, 

2009). My study focused on curricula issues (a contemporary phenomenon) within the 

context of FTE policy (the real-life context). 

4.3 Access 

I had no difficulty in gaining access to research sites, cases and the informants. X 

University was my alma mater and Y University was located in the city where I worked 

for ten years and had social networks. I was quite familiar with the sites and cases. 

Additionally, I had many former university classmates, teachers, friends and colleagues 

who were working in education field or had connections in the researched universities. 

They helped me a lot to obtain the access to and do research in the selected research 

sites.  

4.4 Sampling  

It was important to make appropriate selection of research sites, cases and interviewees. 

In this study, the two selected universities provided natural and real-life contexts for 

issues under exploration. The informants were university administrators including Vice 

Director of Teaching Affairs Office and Associate Head of certain departments, teacher 
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educators and student teachers of FTE program and novice teachers graduating from 

FTE from the two universities. The following part delineated how this study selected 

research sites, cases and informants.  

4.4.1 Selecting the cases 

Teacher education curricula in X University and Y University were chosen as the cases. 

These two universities were chosen as research sites because they were where the 

curricula were implemented and they also provided contexts in which not only curricula 

were implemented but the contextual factors that influenced the views of university 

major stakeholders could be explored.  

As mentioned previously, case study in this research was instrumental. If conducting an 

instrumental case study, you may choose any one of a number of cases to explore the 

issue you were investigating (Simons, 2009). In fact, the research sites of this study 

were confined to the six universities that were piloting FTE policy. The six trial 

universities all had their own characteristics but shared common features as follows. As 

mentioned in Chapter Two, the six universities had to reform their education of future 

teachers based on the requirements of the policy and on their own initiatives as well. In 

addition, they had to design their official curriculum according to both the national 

syllabus for higher education and for normal university. They all used to be renowned 

universities specially set up for preparing teachers for basic education and should set 

examples for normal universities across China. They were directly under the 

administration of MoE and were funded by it. Besides, they recruited better students 

than the above average universities. They were different in the sense that although they 

had to abide by the requirements of the national syllabus, they had the autonomy to 

arrange the specific contents and sequence of different courses, to choose teaching and 

learning materials and ways to evaluate students’ learning. Moreover, upon the re-

implementation of FTE policy they were given the autonomy to reform official 

curriculum and to try new ways to educate future teachers. In addition, they were 

dissimilar because they were located in different regions which provided them with 
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different human, financial, and material resources for their development. 

Purposive sampling was employed in the process of selecting the two cases. Purposive 

sampling strategy was utilized because it allowed choosing cases that illustrated some 

features in which the researcher was interested (Silverman, 2001) and to select 

information-rich cases for study in depth (Patton, 2002, p. 230). Additionally, I had 

limited time and funds for the fieldwork. Based on the above considerations, I chose to 

study the curricula in the two pilot universities located in the north of China, where I 

had easier access to the participants and documents and which took less time and money 

to travel around.   

4.4.2 Information on the two sites
15

 

X University, with nearly 70 years’ history, is located in the northeast of China. It used 

to be a teacher education university intended to educate future teachers only. Although 

there was no formal record of this, it was recognized by many both inside and outside 

education circles that this university had cultivated quite a number of good teachers for 

basic education. The outspoken goal of the university which could be seen everywhere 

on campus stated that it strived to be a first class world-famous comprehensive teacher 

education university. 

In 2007, upon re-implementation of FTE policy, the university enrolled over 1,500 

student teachers into FTE program in around 20 majors. Most of the student teachers 

were from rural or western regions. It was reported that before the re-implementation of 

the FTE, the university started to adjust its curriculum in educating student teachers, 

putting their emphasis on establishing relationships between curriculum design and 

reforms of basic education curriculum.  

They claimed that they attached more importance to practice and equipping student 

teachers with the latest development of student teachers’ chosen major. The university 

planned to lengthen the supervised student teaching to a semester (roughly 18 weeks). 

                                                        
15 Information about the two FTE programs was obtained from http://edu.qq.com/a/20100430/000209_2.htm and 

http://www.edu.cn/tian_bao_zhi_yuan_8153/20090605/t20090605_382220.shtml Retrieved on April, 4 2012.  

http://edu.qq.com/a/20100430/000209_2.htm
http://www.edu.cn/tian_bao_zhi_yuan_8153/20090605/t20090605_382220.shtml
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To ensure that all student teachers have the place to do supervised student teaching, a 

University-Government (local Government)-Schools cooperation program (UGS in 

short) was initiated in 2007 in X University upon re-implementation of FTE policy. In 

this cooperation, X University cooperated with many local Governments in the 

northeast of China. Local Governments helped X University establish relationships with 

local schools for student teachers to do supervised student teaching, which was the 

initial goal for this program and more cooperation is under construction according to the 

vice director of Teaching Affair Office of X University. All FTE student teachers did 

their supervised student teaching under the UGS program that was to say all students 

went to the cooperating schools for supervised student teaching, all of which were 

located in poor or remote areas in the northeastern part of China where education was 

mainly underdeveloped. 

All student teachers had two mentors. One was teacher educator in X University who 

would help student teachers with their university study. The other was a secondary 

school teacher from a certain school that was located in the same city as X University. 

As mentioned in Chapter Two, in fact upon the re-implementation of FTE all the six 

universities adopted this “two supervisors” system.  

Additionally, events and activities aiming at promoting student teachers’ dedication to 

teaching were initiated. Student teachers were given free copies of books about stories 

and deeds of dedicated teachers and educators. They were also asked to see films on 

famous and dedicated teachers and educators. In addition, famous and excellent teachers 

and educators were invited by the university to give speech to FTE students.  

The university also initiated an education project called “Project of Educating 

Educators” in which the education model was “3+0.5+0.5+2”. “3” meant the first three-

year undergraduate study and those years should be spent in learning theories and 

acquiring knowledge including general education, subject matter knowledge and some 

of pedagogical knowledge. The first “0.5” meant the first half of student teachers’ senior 

year that would be spent in schools doing supervised student teaching while the latter 
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“0.5” was the second half of the senior year for reflective and developmental study. “2” 

meant two-year part time postgraduate study.  

This site was chosen because its representativeness in the transition and reformation era 

of Chinese teacher education universities. Besides, findings from this case could 

possibly shed light on those universities that still focused on teacher education but at the 

same time developed non-teacher education programs. 

Y University with over a hundred years’ history is the most prestigious normal 

university in China. Long before any other normal university, Y University started to 

reform its orientation in education. In a most recent online interview with the director of 

its Admission Office, she claimed that the university had completed the transition from 

a teacher education university into a comprehensive university
16

.  

The university admitted around 500 FTE student teachers into 13 majors of 12 

departments in September 2007. The great majority of FTE student teachers were from 

western or rural areas and none was local students. The university specially set up a 

leadership group to coordinate the allocation of teaching staff, teaching facilities, 

reforms of teacher education curriculum of FTE program to ensure a smooth 

implementation of FTE.  

Like the other five pilot universities, Y University also set up “Two Supervisors” 

system. Every 20 FTE student teachers had a university supervisor and a mentor of 

excellent teachers from secondary schools. University supervisors helped student with 

their university study and academic activities while mentors from secondary schools 

usually influenced student teachers in the form of giving lectures. They also acted as 

their first mentor in their clinical experiences in basic education.  

Y University used to have a number of local cooperating schools where student teachers 

could do supervised student teaching. However, after the enrollment of FTE students, 

more schools were needed. As a result, the university with the help of local 

                                                        
16 16 Since the interview showed the name of the university, I did not include it in the footnote. 
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Governments established practicum sites in several provinces where quite a number of 

the FTE students were originally from and destined to work.  

Y University also initiated a project called “Navigation Plan — Talk with Renowned 

and Famous Teachers” — a series of lectures given by renowned and famous teachers in 

different subjects. Besides this, the university invited excellent principals and 

experienced teachers and Special Grade teachers
17

 to teach in FTE student teachers part 

of some PCK courses as guest lecturers.  

Y University also set up a fund to help those excellent FTE student teachers who could 

not support themselves. The outstanding student teachers in FTE could get a chance to 

study and did their internship overseas.  

Its main goal was not to educate future teachers for basic education but to educate 

scholars and so-called elites or capable professionals for different professions. And the 

university was thriving to become a top comprehensive university and it deliberately 

weakened its function as a teacher education university. Among the over 40 majors, 

only 14 were teacher education related majors. In fact, only some of the graduates 

would work in teaching profession even when the main goal was to train teachers in the 

past. The outspoken goal was to be a world famous comprehensive university. It was 

chosen because of its representativeness of those normal universities that had changed 

their education and development focus. Besides, the findings of this university could 

possibly shed light on universities with similar backgrounds and development 

orientation.   

4.4.3  Identification and recruitment of interviewees 

The target population of the interviewees was four groups of university stakeholders 

involved in FTE program. The first group was university administrators who were in 

charge of the FTE program including both Vice Director of university Teaching Affair 

                                                        
17 Teachers in basic education in China are put into the following titles Special Grade teachers, High Grade teachers, 

First Grade teachers, and Second Grade teachers and Special Grade is the highest and very difficult to get. Grade not 

only means the level of a teacher’s teaching but also the different levels of income.  
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Office and Associate Head of different departments. Another group was teacher 

educators whose work was related to FTE program including subject matter teacher 

educators, teacher educators who taught general education, pedagogical teacher 

educators, and teacher educators who were in charge of administrative, mental and 

psychological work related to FTE student teachers. The other two groups were student 

teachers who were admitted into the FTE program and novice teachers who graduated 

from this program.  

In the selection of the informants for the interviews, purposeful sampling technique with 

multiple strategies was adopted. The multiple strategies included critical case sampling, 

purposive and snowball sampling (Patton, 2002). Critical case sampling was used to 

select university administrators because they were small in number and were key 

informants who could provide insider information on curriculum design. Critical case 

sampling was a process of selecting a small number of important cases that were likely 

to “yield the most information and have the greatest impact on the development of 

knowledge” (Patton, 2002, p. 236). Teacher educators and student teachers in the 

universities were also selected from those participating in the program with purposive 

and snowball sampling method. Purposive sampling allowed me to identify the 

interviewees who could provide me with the information that I needed. Snowball 

sampling allowed me to take “advantage of circumstances and events as they arise while 

undergoing the data collection process” (Kemper, Stringfield, & Teddie, 2003, p. 283). 

Table 4.1 illustrated statistics and sampling strategies of informants in the two cases, 

followed by a detailed description of sampling process.  

Table 4.1 Statistics and Sampling Strategies of Informants in the Two Sites 
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In X university, I rented a room on campus, which gave me opportunities to get familiar 

with the university and its culture, and the convenience to contact and interview the 

interviewees. I was an alumna of X University, so it was not difficult for me to get in 

touch with and got response from potential interviewees. The administrators were 

contacted through email. I first searched the Internet to find appropriate potential 

interviewees. After spotting the potential interviewees, I wrote to each an email. And 

they replied and agreed to be interviewed. A day before the interviewing day, I called 

the interviewees to confirm the time and place for the coming interview. One of the 

interviewees was interviewed by chance. I wanted to look for some information about 

FTE policy and left my contact information to the student helper in Student 

Employment Center. She gave it to the Vice Director of the Center, who was responsible 

for giving lectures on interpreting FTE and employment policies to student teachers 

enrolled in the program. Fortunately the Vice Director contacted me and was willing to 

Categories 

 

X University 

 

Y University  

Administrators Number 

 

4 

 

2 

Sampling technique 

 

Critical case sampling  

 

Critical case sampling 

Teacher 

educators 

Number 

 

6 

 

4 

Sampling technique 

 

Purposive & snowball 

sampling 

 

Purposive & snowball  

sampling 

Student teachers Number 

 

29 

 

19 

Sampling technique 

 

Purposive & snowball 

sampling 

 

Purposive & snowball  

sampling 

Novice teachers Number 

 

4 

 

5 

Sampling technique 

 

Purposive & snowball 

sampling 

 

Purposive & snowball  

sampling 

total 

 

33 

 

40 
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talk about FTE and employment situation of the graduates of FTE program. He 

mentioned that he had studied in Hong Kong for about a year, which was one of the 

reasons he wanted to help me. In total, four administrators at different levels were 

interviewed.   

Altogether six teacher educators were interviewed. Teacher educator interviewees were 

recruited through the following strategies. The first teacher educator participant was 

introduced by a friend and after interviewing him, I asked him to recommend teacher 

educators that taught FTE students. He recommended another teacher educator. Three of 

the teacher educator interviewees were identified through the university website where I 

found those who taught FTE courses. I contacted those teacher educators through emails 

proposing to interview them. All of them agreed to be interviewed, but one was too busy 

during that period of time to be interviewed. As a result, two of them were interviewed. 

One of the teacher educators was contacted through going to her lecture before it 

started. I went to the academic building where one could find the courses offered, time 

of the lectures and locations of the classrooms. Before the lecture, I introduced myself 

and talked with the lecturer about my research and my intention to interview her. 

Although she was reluctant to let me sit in her class, she was willing to accept doing the 

interview. I did not sit in the class since the lecturer was not comfortable with that, but 

interviewed her later. One of the teacher educators was recruited in a seminar I attended. 

Attending relevant seminars and taking the initiative to talk to potential interviewees 

was a way to recruit potential interviewees in universities.  

In total, 29 student teachers were interviewed. The first group of student teacher 

interviewees was introduced by a friend who worked in the university. And then they 

introduced some of their friends in the FTE program in other departments to me. The 

other channel to get student teacher interviewees was through the volunteer teaching 

activity exhibitions. I went into the field at the beginning of the academic year which 

was the time for student associations to recruit new members and they advertised 

themselves and exhibited their past activities in most visited places on campus. I went to 

the exhibitions and talked to those who were in charge of the associations to recruit 
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potential interviewees. After communicating with the leader of the association, she 

agreed to receive my interview. After being interviewed, she introduced another student 

interviewee. In this way, I got half of my interviewees recruited.   

Four novice teachers were interviewed in their working place. One of the novice teacher 

interviewees graduating from X University was introduced by my university roommate 

who was a colleague of the novice teacher. And the other novice teacher interviewees 

were recruited at the recommendation of the first novice teacher interviewee.  

In Y University, it was not possible to find a place to live on campus because 

accommodations were intended for current students only. Therefore, I stayed off the 

campus. However, I went to the campus almost every day during my fieldwork there. 

The interviewees were recruited with similar strategies as in X University with a few 

differences. The administrator in the Academic Affairs Office in charge of the FTE 

program whose contact information could be found in the university website was 

contacted through email. The Associate Head of a department was contacted through a 

student teacher interviewee who gave me her mobile phone number. The Associate 

Head accepted the interview after some short message communications via mobile 

phone. As a result, two administrators were interviewed in Y University.  

Unlike X University, on Y University website, there was little contact information of 

teacher educators, so it was almost impossible for me to contact the appropriate 

potential teacher educator interviewees via the Internet. Teacher educator interviewees 

were contacted through the following methods. One of the interviewees was introduced 

by a friend of mine who used to be a student of the teacher educator. One was recruited 

through going to his lecture. I asked a student teacher interviewee to recommend a 

suitable teacher educator. She recommended a teacher educator in her department and 

told me about his lecture time and classroom. I went to the classroom before the lecture 

started. I asked if I could sit in his class and then interviewed him. He agreed to be 

interviewed but refused to let me sit in his class. I did not insist on sitting in the 

classroom and fixed an interview date with him. One of the interviewees was 
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recommended by my undergraduate supervisor. One of the teacher educator 

interviewees was recruited in a seminar I attended. Attending relevant seminars and 

taking the initiative to talk to potential interviewees did make a difference. In total, I got 

four teacher educator interviewees.  

Nineteen student teachers were interviewed in Y University. The student teacher 

interviewees were recruited through the following methods. Two were recommended by 

the student teacher interviewees in X University who were high school classmates with 

the student teachers in Y University. With the help of one of the student interviewees, I 

posted a recruitment advertisement on an internal Bulletin Board System (BBS) of the 

university. I offered some monetary incentives for those who were willing to be 

interviewed. Several student teachers contacted me after seeing the recruitment 

advertisement. I purposefully chose five of them according to their major and school 

year. When I went into Y University, it was in the middle of a semester. Therefore, there 

were few exhibitions exhibiting the past activities of different student associations. 

Luckily, one of the student organizations, which turned out to be the first student 

organization for student teachers of the FTE program in China, was recruiting members 

for doing a project. Then I contacted the Associate Head of the association and fixed a 

date for an interview. Some of the student teacher interviewees were introduced by a 

teacher educator in Y University, because they were his students in his FTE course. The 

rest of the student informants in Y University were introduced by those I had 

interviewed.  

As mentioned previously, novice teachers graduating from Y University worked in 

different provinces and none of them worked in where Y University was located. As a 

result, it was difficult for me to conduct face-to-face interview with them. So I used 

open-ended questionnaire coupled with online QQ
18

 follow-up communications to 

clarify some answers and answer further questions. Purposive and snowball sampling 

was adopted in recruiting novice teacher respondents. Novice teacher informants were 

                                                        
18 An online instant communication application popular among Chinese. The function is similar to MSN or Google 

talk.  
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recommended by a friend and then the participating novice teachers recommended 

either their friends or classmates graduating from FTE program to me. Altogether five 

novice teachers were recruited.  

The numbers of the informants recruited in these two cases were different for the 

following reasons. First in X University there were more focused group interviews than 

in Y University. Besides, X University was my first research site, and I tried to get more 

information from there. Furthermore, I gathered what I wanted to get from Y University, 

that is to say the data I gathered from the interviews had reached saturation point. I had 

achieved the data saturation because no obvious new information emerged from more 

interviews (Glaser & Strauss, 1967).  

4.5 Data collection  

Qualitative case study was adopted in this study. Qualitative researchers used three main 

techniques to collect and analyze their data: observing people as they go about their 

daily activities and recording what they do; conducting in-depth interviews with people 

about their ideas, their opinions, and their experiences; and analyzing documents or 

other forms of communication (content analysis) (Fraenkel & Wallen, 2009).  

The primary data collection method in this study was interview (individual, focused 

group and paired interviews), which was seen as “one of the most important sources of 

case study information” (Yin, 2003, p. 89). Besides, documentation and archival records 

were important data sources as well. In addition, observation was used to support data 

gathered from interviews and documents. Furthermore, open-ended questionnaires, 

online QQ instant talk and emails were also used to collect data from novice teachers in 

Y University with whom I could not conduct face-to-face interviews.   

4.5.1 Collection of interview data 

Major function of interviewing was to provide data on the informants’ personal 

experience and views and reasons for the held views of teacher education curricula 

under the context of FTE context. Qualitative research interviews provided chances to 
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understand the world from the interviewees’ viewpoints, to unfold the meaning of the 

interviewees’ experiences, and to uncover their lived world (Kvale & Brinkmann, 

2009). Interview as guided conversation with purposes was necessary “when we cannot 

observe behavior, feelings, or how people interpret the world around them” (Merriam, 

1998, p. 72).  

A semi-structured interview guide was designed based on the research questions and the 

literature I read on teacher education curriculum. I tested it with two friends who 

graduated from teacher education universities to see the appropriateness of the 

questions, their sequence and to estimate the time the interview might take. The 

interview guide was modified according to the suggestions of the two pilot 

interviewees. In addition, I asked first rounds’ interviewees in X University to comment 

on the questions at the beginning of the field interviews and adjustments were made 

accordingly. After some interviews, some common themes and topics emerged from the 

conversation. As a result, modifications to the questions were made in the interview 

guide as well. Necessary modifications concerning interview questions may be made in 

the process of the fieldwork to get appropriate and adequate information. “Adjusting the 

design as you go along is a normal, expected part of the qualitative research process” 

(Rubin & Rubin, 1995, p. 44).  

Before entering into the field, my interview protocol consisted questions mainly about 

the official curriculum. However, during my first rounds of interviews with major 

university stakeholders I found that they all mentioned volunteer teaching, activities like 

reading books on model teachers and educators, seeing movies and videos about 

education and excellent teachers and educators, and attending lectures given by famous 

and excellent teachers and educators, participating in competitions on teaching and 

teacher qualities. Additionally, student teachers and novice teachers also talked about 

influences that the university culture and environment and teacher educators had on 

them. Then I started to read more literature on extracurriculum and hidden curriculum. I 

added extracurriculum and hidden curriculum to my conceptual framework and revised 

the interview protocol. The final interview guide was attached in Appendix I.  
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Interviews were conducted in three forms: one-to-one, focused group interviews, and 

paired interviews. There were altogether 46 interviews including 36 one-to-one 

interviews, six focused group interviews (four were with five students and two with four 

students), and four paired interviews. The duration for interviews varied but generally 

speaking one-to-one interviews took from 40 to 60 minutes with a few nearly two hours 

because some of the interviewees were quite articulate and shared some personal issues 

with me. Focused group interviews lasted from 90 to 120 minutes. I actually spent 

around 180 minutes with one group, because they were quite willing to share and chat. 

Paired interviews lasted around 70 to 100 minutes. I conducted focused group 

interviews among student teachers, because focused group interviews inspired more 

discussions and ideas and insights. But it was not easy to find a suitable time to get 

student teachers together, so I did focused group interviews by taking advantage of 

going to the supervised student teaching sites and in the dormitory of some student 

teachers. Because I could not get more than two people at a time, I did paired 

interviews.  

In doing the interviews, besides asking the main questions, I also used prompts to 

“complete or clarify the answer or to request further examples and evidence” (Rubin & 

Rubin, 1995, p. 146) and follow-up questions to “pursue the implications of answers to 

the main questions” (Rubin & Rubin, 1995, p. 146). Among these 60 interviewees, one 

one-to-one interview (with a teacher educator) and one focused group (with senior 

student teachers), and one paired (with senior student teachers) were conducted less 

formally at the interviewees’ request. The rest were interviewed formally with similar 

questions based on the interview guide. Formal interviews were conducted face-to-face 

at different locations according to the convenience of the informants. Some were in 

restaurants but many in quiet offices, classrooms or cafés. At the request of the 

interviewees, three interviews (two with teacher educators and one with student 

teachers) were not audio-recorded. They did not explicitly tell me why they did not want 

to be audio-recorded but simply said that they preferred not being recorded. But the rest 

were all audio-recorded at the informants’ consent. Oral consent to audio-record was 
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given by the informants before each interview. All my participants refused to sign the 

consent form, though. I also went to the school where senior student teachers did their 

teaching practice to conduct interviews and observations. 

4.5.2 Collection of data from open-ended questionnaires 

As mentioned previously, novice teachers graduating from Y University worked in 

different parts of China and none of them worked in the city where Y University was 

located. Due to the limited time and resources, I could not conduct face-to-face 

interview with them. Therefore, I designed an open-ended questionnaire, in which 

questions were the same in content and sequence as the semi-structured interview 

questions. It was piloted by a potential respondent. After that, questionnaires were sent 

to five novice teachers through the Internet. After getting responses from the informants, 

I asked follow-up questions and probed through QQ with each respondent. The Internet 

dialogues and questionnaires were saved in a dataset I created. The open-ended 

questionnaire was attached in Appendix II.   

The following two tables illustrate how data was collected from the major university 

stakeholders.  

Table 4.2 Type of Interviews Conducted in X University 

Interviewees  Type of interviews conducted  

Administrators Face to face one to one interview 

Teacher educators  Face to face one to one interview 

Student teachers Face to face one to one interview, focused group 

interview, & paired interview 

Novice teachers Face to face one to one interview, paired interview 

Table 4.3 Types of Interviews Conducted in Y University  

Interviewees  Type of interviews conducted  

Administrators Face to face one to one interview 

Teacher educators  Face to face one to one interview 

Student teachers Face to face one to one interview, focused group 

interview, & paired interview 

Novice teachers Open-ended questionnaire  

4.5.3 Collection of document data 

Apart from the empirical data collected from interviews, documents and archives 
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relevant to this study had been collected and analyzed. Document referred to “not only 

formal policy documents or public records but anything written or produced about the 

context or site” (Simons, 2009, p. 63). Documents here included policy documents 

concerning education and teacher education in particular, official reports about re-

implementation of FTE, statistics concerning the number of FTE student teachers and 

employment statistics, bulletins displayed in the two universities, student teachers’ final 

reports of their volunteer teaching and so on. Documents and archives were obtained 

through three channels — libraries (mainly university library), websites (government 

and university websites), and people (administrators, teacher educators and student 

teachers). Information from documents and archives not only provided background 

information for understanding the case but also “corroborated and augmented evidence 

from other sources” (Yin, 2003, p. 87). Policy documents helped to know more about 

FTE policy. Official documents in the universities were used to understand contents, 

sequences, and assessment methods of official curriculum. Journal articles, bulletins, 

and statistical archives were used to better understand the two universities. Some 

documents were used to have a further look at the student teachers fieldwork 

experiences and volunteer teaching. Banners and bulletin boards displayed across the 

two campuses helped to understand beliefs, values and philosophy the universities 

promoted. A list of part of the documents I reviewed was attached in Appendix V.  

4.5.4 Online communication 

Online communication was used primarily to recruit potential participants and solicit 

more information from participants. As indicated previously, I could not conduct face to 

face interviews with graduates from Y University due to distance problem, so I used 

email to send out questionnaires. Besides, I made probes and follow-up inquiry through 

QQ. In addition, emails were used for member checking. I sent five transcriptions back 

to the interviewees to confirm the content of the interviews, to allow the interviewees to 

make clarification of some of the statements or comments they had made, and to add 

their afterthoughts of the interview. Only one of them added more information and 

comments on her interview and the others did not change or add anything.  
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4.5.5 Observation 

Of the five reasons that observation should be made for qualitative research brought up 

by Simons (2009) three were relevant to this study —observation enabled me to gain a 

comprehensive picture of the sites, through observations I gained more knowledge of 

the culture or subculture of the contexts of sites, and observation provided a cross-check 

on data obtained with other methods (Simons, 2009).  

I made three major kinds of observations—classroom observation, campus observation, 

and observation made during the interviews. I was a complete observer in all the 

observations I made. Through observation, I found that my observation usually did not 

seem to have influenced the participants’ behaviors.  

I conducted two kinds of classroom observation. One was conducted in student teachers’ 

classroom to see how the student teachers taught in real classroom and in volunteer 

teaching and the other in university classroom to have a close look at what was going on 

in the classrooms of the researched universities. Observations in student teacher 

classrooms lasted for 45 minutes while observations in the university classroom lasted 

roughly two hours with 10 minutes break. For classroom observation, according to the 

research purposes I created an observation log attached in Appendix III. The observation 

was made according to the items listed in the log. Emerging situations were jotted down 

on the margin during the observation. In total, I conducted four supervised student 

teaching observations, twelve volunteer teaching observations, and four university 

classroom observations.  

I took many free trips around the two campuses looking at the banners, bulletins, and 

posters and took some pictures of the campuses to know more about the environment of 

the two sites and to understand beliefs, values, and philosophy the two universities 

promoted. Besides, I observed the interviewees to reflect on their responses.  

Additionally, I also observed how student teachers prepared their teaching before their 

volunteer teaching.  
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Observation data was saved in the database for analysis and triangulation purposes. 

Table 4.3 below summarized different types of data, data sources and their respective 

functions.  

Table 4.3 Type of Data and Their Major Functions 

Type of data Source of data Major functions 

Documents Library, university websites, teacher 

educators, student teachers 
Providing background information 

& triangulating empirical data 

Interview Interviewing the main stakeholders Providing perceptional information 

& triangulating document and 

observation data 

Observations classroom, informants, university Triangulating interview and 

document data 

Open-ended 

questionnaire 
Novice teachers in Y University  Providing perceptional information 

& triangulating document and 

observation data 

Online 

communications 
Emails, QQ  Providing answers to probing and 

following up for findings, member 

checking, & triangulating document 

and observation data 

4.6 Data analysis  

Data analysis was a systematic process to sift and arrange information obtained from 

interviews, documents, and other materials to present what was discovered after the 

researcher’s understanding of the data (Bogdan & Biklen, 2007). “A common problem 

facing qualitative researchers is the lack of agreed-on approaches for analyzing 

qualitative material” (Bloomberg & Volpe, 2012, p.134). “The analysis of case study 

evidence is one of the least developed and most difficult aspects of doing case studies” 

(Yin, 2009, p. 127). After reading literature on qualitative data analysis, I found constant 

comparative analysis and content analysis suitable for my data analysis. Data collected 

from the fieldwork were analyzed along with the interviews. Data collection and data 

analysis were conducted concurrently. Data collection and data analysis occurred at the 

same time (Kolb & Hanley-Maxwell, 2003; Yin, 2009). Data analysis started when data 

collection was being conducted so as to guide further data acquisition (Merriam, 1998).  
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4.6.1 Major functions of different data 

As indicated in the above table, different data served different purposes. Documents 

were used to provide information of FTE policies, official curricula of the two 

universities, and information of FTE students and the two universities. This kind of 

information provided foundation for the study. Besides, document information also 

served for triangulating purposes. I asked the questions of what courses student teachers 

had, and official curriculum triangulated what student teachers and novice teachers said. 

Interview data provided information on what kind of curricula student teachers and 

novice teachers had experienced and how major university stakeholders viewed the 

curricula and why they held those views. Interviewed data triangulated document and 

observation data and were triangulated by those two as well. Open-ended questionnaire 

had same function as interview. As indicated in the beginning, it was conducted because 

of distance issue and information obtained was the similar with that from interviews. 

Observation data was collected to triangulate document and interview data. In 

document, different curricula and activities and events were initiated. To triangulate 

what was documented, observation was needed in addition to interviews. Observation 

served as triangulation of interview data, because in the interview I asked questions like 

their experiences and performances in volunteer teaching. Observation could triangulate 

interview data. Besides providing answers to probes and follow-up questions, online 

communication helped realize member checking for triangulation purpose as well.  

4.6.2 Content analysis and constant comparative method combined 

In the process of analyzing data, I used both content analysis and constant comparative 

method. Content analysis was used to establish patterns and themes. Qualitative content 

analysis focused on creating a picture of a given phenomenon that was always 

embedded within a particular context (White & Marsh, 2006). Constant comparative 

method, coined by Glaser and Strauss (1967), was employed to refine and establish 

relationships between categories and to achieve category saturation. “Using the constant 

comparative approach, the research attempts to ‘saturate’ the categories — to look for 
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instances that represent the category and to continue looking (and interviewing) until the 

new information obtained does not provide further insight into the category” (Creswell, 

1998, pp. 150-151).  

Before the fieldwork, I used content and constant comparative analysis to analyze 

policies and documents on FTE and the official curricula of the two universities. 

Through content analysis, I found out facts about FTE policy and its implementation 

and the status quo of the current official curricula of the two universities. Information on 

FTE and its implementation served as background, so they were placed in Chapter Two. 

Through content analysis and constant and comparative analysis, I got part of the 

answers to research question one. They were under the themes of “goals of teacher 

education at different levels and formal curriculum contents”, “three concurrent 

curricula”.   

At the beginning of the fieldwork, I transcribed several interviews and coded the 

transcription. My codes were mostly descriptive, aiming at describing the courses 

student teachers took, the various activities they participated in and informants’ views 

towards the curricula. Codes about curricula were coded under the topics of “goals of 

teacher education”, “formal curriculum”, “hidden curriculum”, and “extra-curriculum”. 

Codes about views of curricula were coded under the same categories and appeared as 

“SST & RE” (meaning supervised student teaching and real classroom experiences”, 

“TE & RM” (meaning teacher educators as role models), “PVT & RT” (meaning 

participating in volunteer teaching and role transition from student to teacher) and so on.  

After coding each interview, the codes were compared to identify the themes and 

patterns. In fact, starting from coding the second interview, comparison never stopped. I 

constantly brought out the coded transcription and compared the different codes and 

themes of the interviews. Findings emerging from the interviews were also constantly 

compared with observation data concerning the themes on student teaching, volunteer 

teaching, and students’ performance in university classroom. Besides, document data 

concerning student teachers’ clinical experiences was used to augment the interview 



76 

 

information. Coding the data was no easy task. Categorizing the codes into themes was 

harder. I came up with themes like “subject matter knowledge and teaching 

competence”, “subject matter knowledge learning in university and teaching in basic 

education”, “theory learning and practice” and “volunteer teaching and transition of 

roles from students to teachers”. I had 12 in total at first, which all seemed to have 

answered the research questions. To make the findings manageable, I further merged the 

themes and presented them in line with the three research questions and the conceptual 

framework, which were delineated in Chapter 5.   

As mentioned previously, this case study was an instrumental case study, because I 

intended to use the two cases to understand curricula reality of the other pilot 

universities under the context of FTE policy. Cross-case analysis allowed me “to build a 

general explanation that fits each of the individual case, even though the cases will vary 

in details” (Yin, 1994, p. 112). Cross-case analysis not only enhanced generalizability 

but also allowed deeper understanding and explanation (Miles & Huberman, 1994).  

I used replication strategy advocated by Yin (1984) to do cross case analysis. I first 

analyzed data collected from X University in depth. After finding patterns and themes, I 

analyzed data from Y University to constantly compare what was found in Y University 

with that of X University.  

4.7 Trustworthiness 

Quantitative study used the term validity and reliability to evaluate the quality of the 

research while qualitative proponents employed different set of words to parallel those 

terms in quantitative study. Traditionally in quantitative research, researchers used 

internal validation, external validation, reliability, and objectivity (e.g. Yin, 2009) while 

qualitative researchers used credibility, transferability, dependability, and confirmability 

(e.g. Lincoln & Guba, 1985). Still there were some social scientists who tended to use 

construct validity, internal validity, external validity, and reliability as criteria for 

judging the quality of research design (Yin, 2009). Whatever terms that are used, three 

major issues namely whether correct operational measures were used to study the 



77 

 

concepts to be studied, whether the findings of the study were trustworthy, and whether 

the study could be duplicated were the major concerns.  

Several strategies were employed to ensure the trustworthiness of this research. I 

employed the term used by Lincoln and Guba (1985)—credibility, transferability, and 

confirmability.  

4.7.1 Credibility  

Lincoln and Guba (1985) suggested five major techniques to produce credible findings 

and interpretations a) activities for credible findings and interpretations like prolonged 

engagement, persistent observation, and triangulation; b) peer debriefing to ensure the 

inquiry process; c) negative case analysis for refining working hypothesis; d) referential 

adequacy for checking preliminary findings and interpretations; and e) member 

checking for direct test of findings and interpretations. In this study, I employed data 

triangulation, double coding, and member checking to achieve credibility.   

According to Patton (1990) and Yin (2003), use of multiple data sources enhanced the 

credibility of data collected. Data in this study was collected through documents, 

interviews and observations, open-ended questionnaires and online communication. 

Consistency of the findings or “dependability” of the data was promoted through the 

process of double coding where a set of data were coded, and then after a period of time 

the data were coded again, and comparisons of the results  made (Krefting, 1991). 

Double coding was conducted in this way. Along with the interviews and transcription, 

I coded the data. After the completion of collecting the data of the first case, I put the 

codes together and recoded them. The actual second coding of the first case was done 

during the fieldwork of the second case. The second round of coding of the second case 

was conducted in the similar way in around three weeks after the completion of all 

fieldwork. “Member checking” (Baxter & Jack, 2008, p. 554) was conducted by asking 

help from some participants to enhance credibility. I asked them to have a look at the 

transcription of the interviews and offered them opportunity to discuss and clarify the 

interpretation, and contribute new or additional perspectives that were under research 
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(Baxter & Jack, 2008) through emails.  

4.7.2 Transferability  

Thick description can be used as a way to achieve transferability (Lincoln & Guba, 

1985; Merriam, 1998). “Rich, thick description — providing enough description so that 

readers will be able to determine how closely their situation match the research 

situation, and hence, where findings can be transferred” (Merriam, 1998, p. 211). 

Descriptions of the sites in this chapter and the descriptions of findings in Chapter 5 

allowed readers to identify if the settings were applicable and the findings appropriate.  

4.7.3 Confirmability  

Confirmability can be achieved through three major techniques—confirmability audit, 

triangulation, and keeping of a reflexive journal. Triangulation was previously touched 

upon. The other technique I employed to ensure confirmability was keeping a reflexive 

journal. Reflexive journal should contain logistical information, personal reflection, and 

a methodological log. As mentioned previously, I kept a research journal to keep a 

record of what happened in the field and my thinking and thoughts concerning the 

research to reflect on the performance of the interviewees and me. If there was anything 

that should be improved, I would make modifications to my ways of asking questions 

and/or interview strategies accordingly. This journal could serve as an audit trail. 

Besides, the reasons for some decisions and modifications could be traced in the journal 

as well.  

4.8  Ethical considerations 

To ensure that the research process and findings were trustworthy and valid, ethical 

issues must also be taken into consideration (Hesse-Biber & Leavy, 2006). The 

fundamental ethnical rules for researchers were to treat participants with responsibility 

and care, and to ascertain that they would not suffer any harm, risks, or disadvantages 

from taking a part (Bassey, 1999; Flick, 2008) and “to stay truthful in data collection, 

analysis and the reporting of the findings” (Bassey, 1999, p. 74) 
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4.8.1 Being obtrusive 

I was aware of the obtrusive nature of observing classroom teaching especially in 

secondary schools. In order to be as unobtrusive as possible, I went into the classroom 

early and sat at the back of the classroom. In university classroom, the classrooms were 

usually big lecture hall, so few student teachers ever noticed me sitting in their 

classroom.  

4.8.2 Participant-research relationship 

When collecting the data, I did my best to respect my informants as individuals of 

different values, beliefs, feelings, and needs. At the outset of the study, I introduced 

myself to the participants and clearly explained the purpose of the study, data collection 

methods, their rights as participants, potential impacts of the research on them, and 

confidentiality issues. These important issues concerning purpose of the study, rights of 

the participants and confidential issues had been prepared in an informed consent form 

for the participants to sign. However, all participants declined to sign the informed 

consent form. They didn’t want to sign their names in the paper. To respect informants’ 

privacy, I did not insist on getting a written consent. But I got oral consent for 

conducting interviews and audio-taping them. Besides, I told the participants that they 

could read my thesis if they would like to and promised to send the thesis to those who 

wanted to read it. 

4.8.3 Reciprocity  

Besides informing the participants of the values of the research, I was conscious of their 

needs to be able to benefit from their participation in this study. After sitting in the 

student teachers’ classroom, I commented and gave some suggestions on their teaching 

since I had eight years’ secondary school teaching experiences and had some knowledge 

on psychology and teaching and learning theories learnt from my postgraduate studies. I 

also shared ideas and useful information on teaching with them. Besides, I shared my 

overseas academic experiences in doing my master degree in Norway and doctoral 
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degree in Hong Kong with student in Faculty of Education in X University. I also 

helped some student teachers in doing their graduation thesis in both universities.  

4.8.4 Anonymity  

All respondents were kept anonymous. I assigned a fiction name to each participant. 

The two universities were called X and Y University without exposing their real names.  

I also showed my respect for truth by faithfully reporting research process, data 

collection and analysis process, and findings. 

4.9 Summary  

To conclude, this chapter introduced methodology adopted by this study. Qualitative 

case study was employed to explore the reality of curricula in the two cases and how the 

curricula were viewed by different university major stakeholders and what were the 

factors that influenced their views of the curricula of teacher education under FTE 

context. The chosen cases were the curricula in the two universities in the north of 

China which were piloting FTE policy. The 60 participants for the interviews were 

recruited among university administrators, teacher educators, student teachers, and 

novice teachers who were involved in FTE program. Purposive, snowball and critical 

case sampling strategies were utilized to recruit them. Data were collected through 

interviews, observations, documents, open-ended questionnaires, and online 

communications. Trustworthiness of this study was achieved through data source 

triangulation, double coding and member checking, thick description and keeping a 

reflexive journal. Next chapter presented findings gained through the methodology 

detailed in this chapter.  
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Chapter 5 Findings  

This chapter presented findings of the two cases through analyzing data collected from 

interviews, documents, open-ended questionnaires, observations and online 

communications. The findings were presented according to the sequences of the three 

research questions and in line with the conceptual framework of this study. Since 

research questions two and three were closely related, the answers to them were 

presented together.  Following each theme was a detailed illustration of the findings 

with quotations and/or other evidence that supported and explained each finding.  

5.1 Research question 1—what are the curricula like after the implementation of 

FTE policy 

5.1.1 FTE policy  

5.1.1.1 Student teachers’ motives for applying FTE program 

When asked “Why did you choose FTE?” student teachers and novice teachers in both 

universities gave various answers. The most frequent reasons brought up by both 

university student teachers and novice teachers were “free of charge plus monthly 

subsidy”, “being forced to”, “want to study in this university”, “want to be a teacher”, 

and “secured teaching position after graduation”.  

Free of charge plus monthly subsidy indeed was an attraction to quite a number of 

student teachers, most of whom could not afford higher education at their own expense.  

Some chose it because they wanted to enjoy this free education. What a student teacher 

in X University said was quite representative of those who could not afford higher 

education fee. He said:  

I live in Guizhou, you know it is one of the poorest provinces in our 

country. My family cannot support me to study in university if I chose a 

fee-charging university.  My family is still in debt because I went to senior 

high school. This FTE is ideal for me, even though I never thought of 

being a teacher. (Tree) 
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What a student teacher in Y University said was a typical answer from those who wanted 

to enjoy free education. 

My family didn’t think much about this policy. What attracted us was free 

of charge. My family can afford my higher education, but that will 

influence the quality of the family life. You know nowadays it is 

expensive to support a university student. (Joe) 

“Being forced to apply or go into this program” was another frequently given reason. 

Some student teachers were forced by their parents to apply for this program because 

they thought that teaching was stable. This phenomenon was generally more common 

among female students. Remarks of one student teacher in Y University were commonly 

shared. She said: 

My parents said that teaching was stable and involved less complicated 

situation, which was good for me. So they forced me to apply for this 

program. I had no idea what I wanted to do with my future, so I agreed. 

(Rita) 

Some said that they were forced by the policy. Senior school graduates could apply for 

four categories of universities. The first category was early decision universities which 

enrolled students the earliest. After that, key universities that usually recruited students 

nationwide started the recruitment. Provincial/regional universities belonged to the third 

category that usually admitted students from their own province/region or neighboring 

provinces/regions. The three-year universities/ colleges recruited student the latest. 

Students could choose if they wanted to apply for early decision universities. If they 

applied to the universities listed in the early decision category, they had to go to the 

university that gave them the offer. Otherwise, they had to take CEE in the following 

year. Universities that piloted FTE belonged to early decision universities. According to 

the interviews with student teachers and novice teachers, some FTE students who did 

not want to leave early decision blank and randomly chose FTE program were given the 

offer. As a result, they ended up in FTE program. One of the student teachers in Y 

University said: 

I never thought I would be given an offer by my university. I wanted to be 
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a doctor. I just didn’t want to leave those early decision columns blank. I 

wrote down my university without any thinking. (April) 

A student teacher in X University said: 

I just didn’t want to leave early decision blank. Seeing my past exam 

scores on average, I applied for this university because I thought I 

wouldn’t be admitted by it. But I outperformed myself. I had to come to 

this university. (Sean) 

Some student teachers said that they did not know what this program was. They just 

wanted to study in this university and ended up in this FTE program. One novice 

teacher’s experience in X University was quite representative:  

I wanted to study Chinese and our university was the best in our province 

so I applied. But in that year if I wanted to study Chinese in this 

university, I was automatically enrolled into FTE program. I didn’t choose 

FTE. It chose me. (Linda) 

A student teacher in Y University said: 

I admired my university a lot so I chose to study here. The longer I study 

here, the more I like my university. … You know I didn’t want to be a 

teacher. I applied for this university only because I like it. (Sana) 

There were also student teachers who chose FTE because they wanted to be teachers. 

One X University student teacher’s account was quite representative of this 

phenomenon:  

I like teaching a lot. When I was young I always played teacher and 

students with my playmates. Each time I acted as a teacher. I enjoyed 

passing what I knew to the others. I thought this FTE was perfect for me. I 

don’t have to pay anything and I’m secured with a teaching job upon 

graduation. Isn’t it ideal for me? (Mary) 

Some student teachers chose this program because they did not have to look for a job 

after graduation since they would get one upon graduation. A student teacher in X 

University said: 

I chose this program because it was not easy to find a job now. But in this 

program, I don’t need to worry about this, and I will have a job upon 

graduation as long as I won’t fail any exam. Even if I fail, I have a chance 
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to retake an exam. I have four opportunities to fail.  (Rod) 

5.1.1.2 Major stakeholders’ views towards FTE 

In both universities, major stakeholders held two opposing views towards FTE with one 

group seeing it positively and the other opposing it.  

Generally speaking, administrators in both universities said that this policy was good 

because of the importance attached to teacher education. This policy was also helpful to 

improve the quality of teaching in western and rural areas of China. Opinions of an 

administrator in Y University were quite representative:  

I think this policy is good in two aspects. For one thing, we put our focus 

on teacher education again. You know we are now a comprehensive 

university. But we have a good tradition in educating future teachers. This 

policy in a way “forces” us to make more efforts in preparing teachers. For 

the other, this policy helps to change the imbalanced development of 

education among regions in China. Graduates from these six universities 

will work in those disadvantages areas, where teacher quality was a 

problem. These graduates will help improve the situation. (Rose) 

Teacher educators in both universities who agreed with this policy shared similar views 

as the administrators. However, some teacher educators disagreed with this policy and 

raised some concerns. In both universities, teacher educators worried about student 

teachers’ motivation to learn. Besides, in X University teacher educators worried about 

the quality of their postgraduate students. A teacher educator in X University said: 

This policy influenced student teachers motivation to learn. Some of my 

students didn’t study. They said even if they were excellent students they 

had to teach in those underdeveloped areas and they didn’t need to learn 

much to teach students there. Of course only a small number of students 

said this but this is a problem. Besides, all students in our department are 

FTE students which mean that we cannot enroll our students into our 

master program. Those who apply for our master program are mostly from 

universities that are academically lower than our university. I don’t like 

this policy from these two aspects. (Vincent) 

Student teachers and novice teachers in both universities shared similar reasons for 

agreeing or disagreeing with this policy. Those who agreed with this policy said that it 
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was helpful for reducing educational inequality since it offered opportunities for those 

who could not afford to receive higher education. Those who disliked this policy said 

that it was bad because it deprived them of the freedom to choose their future job and 

their rights to receive full-time postgraduate education. A student teacher in X 

University said:  

I think this policy is good. If there was no this policy I wouldn’t have been 

here. I haven’t thought of being a teacher. But I think it’s OK to be a 

teacher. I would like to be a teacher to change present situation of my 

hometown with my knowledge. (Tree) 

The following comments from a student teacher in X University were quite 

representative:  

This is an unfair contract. Our most golden ten years has been bought with 

four-year tuition and accommodation fee plus some subsidy. It’s not worth 

it. (Jack) 

A student teacher in Y University said:  

I don’t like this policy because it is my dream to study abroad but now 

because of this policy I have to be a teacher. I’m considering breaking the 

contract and going abroad anyway. (Joana)  

Another student teacher in Y University said:  

This policy is not good because I’m deprived of freedom to choose my 

future job. I want to be a doctor not a teacher. But because of this policy I 

have to be a teacher. (April) 

5.1.2 Formal curriculum  

Formal curriculum consisted of three parts namely general knowledge, subject matter 

knowledge, and professional knowledge including clinical experiences. These three 

parts were allocated different credits hours which were roughly 25%-30%, 50%-55%, 

and 20% respectively.  

General education courses, often called public courses
19

 in Chinese universities, referred 

                                                        
19 Public courses (Gonggong Ke 公共课) in Chinese university are like general education in other parts of the world. 
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to the kind of courses that aimed to promote university students’ overall development. 

Most of these courses were offered in the first two years, especially the first year. In 

most Chinese universities, ideo-political education like Ideological and Moral 

Cultivation, Principles of Marxism Philosophy, Introduction to Maoism and 

Introduction to Deng Xiaoping Theory and Important Thought of the Three 

Representatives and so on took up at least half the share of the credit hours allocated to 

general education and all were compulsory. English language, College Chinese, College 

Math, Military Theory, Military Training, Physical Education (P.E.), Computer Science 

were common compulsory courses, which took up another large share of the credit 

hours allocated to general education. Little room was left for the elective courses. 

Elective courses were offered from three areas: social sciences, humanities, and natural 

sciences and most of which were fundamental and introductory courses.  

Subject matter knowledge referred to the knowledge of the student teachers’ chosen 

major, such as: Chinese language, English language, Geography, History, Political 

Science. Seen from the official curriculum, courses of subject matter knowledge took up 

around 55% credit hours in the three areas namely subject matter education, 

pedagogical education and general education. Courses of subject matter knowledge 

covered disciplinary foundation courses and core major courses. In both universities, 

subject matter courses offered to FTE student teachers were the same as those offered in 

non-teacher education programs. The only difference between teacher education 

students and non-teacher education students in both universities was that student 

teachers had to choose PCK courses while they were optional for non-teacher education 

students.  

In most Chinese teacher education universities, courses on pedagogical education were 

of two types: general pedagogical courses and PCK courses. General pedagogical 

courses provided basic concepts, knowledge, and theories related to education usually 

arranged by the Teaching Affairs Office and offered by the Faculty of Education. PCK 

courses offered courses on specific pedagogies in teaching the subject and were offered 

by the student teachers’ host department or faculty. Both compulsory and optional 
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courses were offered. Compulsory general pedagogical courses included psychology, 

education, and educational technology in most teacher education programs across 

China. Courses like Comparative Education, Education and Technology were elective 

courses of general pedagogical education. Courses on PCK focused on pedagogy of 

student teachers’ chosen major and on understanding and analyzing textbooks of 

secondary education.  

In addition to theory learning, clinical experiences provided in the form of internship, 

micro-teaching and practicum were also seen as part of pedagogical education. Besides 

compulsory courses, each student teacher had to take at least two optional courses on 

PCK. These included elective courses such as Basic Education Skills for Teachers of 

Chinese Language
20

 and How to Integrate Computer Technology into Subject Teaching. 

The arrangement of the two case universities of this study in fact across China was 

largely the same. The arrangement in these two cases in fact across China was largely 

the same. The major difference in these two cases was that they arranged the fieldwork 

differently, which was delineated in the following part. Altogether courses on 

pedagogical education took up around 20% to 25% of the overall credit hours. The 

courses were generally offered in the sophomore and junior year of the student teachers 

with most courses offered in the junior year. 

5.1.3 Three concurrent curricula  

Interviews with major stakeholders in these two universities indicated that not only 

formal curriculum but also extracurriculum and hidden curriculum played a significant 

role in educating FTE students.  

As mentioned previously, extracurriculum referred mainly to all those planned activities 

outside the official curriculum. They were in two major forms: volunteer teaching and 

competitions of teaching and teacher quality.  

                                                        
20 According to different majors of the student teachers, the title will be different. If the course is for Mathematic 

major students, it will be called Basic Education Skills of Mathematic Teachers. 
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Volunteer teaching
21

 referred to teaching activities done by university students who 

went to the underprivileged areas during their summer vacation, weekends or free time 

during the weekdays so as to offer free teaching to the needy students there. They 

usually did some research at the same time in their volunteer teaching especially in 

summer vocation. Volunteer teaching during weekdays and at weekends was usually 

conducted in the rural areas or migrant schools in the cities where the university 

students studied.  

Competitions of teaching and teacher quality had quite a long history among teacher 

education universities. Participants of the competitions were asked to mock a actual 

teaching for several minutes and this was followed with questions by a panel of experts 

either at teaching or certain discipline. In addition, they were asked to show their talents 

in other areas such as: singing, dancing, or playing musical instruments. Some 

competitions also asked participants to make both prepared and improvised speeches. 

The competitions started at class level and followed up with department/faculty, 

university and national levels. Upon the implementation of the FTE policy, the 

competitions flourished at both universities and especially in Y University which held 

only few competitions of teaching and teacher quality prior to the policy.  

Hidden curriculum appeared in the form of reading books that promoted the ideas of 

dedicating oneself to teaching, seeing movies and watching videos about excellent 

teachers or those who contributed their lifetime to their profession, and attending 

lectures of famous and outstanding secondary school teachers and principals, renowned 

educators, and famous intellects. These different organized activities aimed at instilling 

the values and beliefs to the student teachers in order to motivate them and arouse their 

willingness and determination to dedicate themselves to the teaching profession. The 

hidden curriculum was also illustrated through the messages placed on bulletin board 

displays and banners of school mottos hanging around the campus.  

                                                        
21 It also been taken as a form of social practice for university students. Social practice in many universities is 

required. The aim of this practice is to make students to understand and experience the world outside campus and at 

the same time make their contributions to the society.  
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In both universities, the student teachers were given free copies of books like “Life with 

mission — Stepping into the world of first national model teachers and educators”
22

 and 

other books of similar topics. Different universities distributed different books but this 

book was a must read for all student teachers in the FTE program. The 

departments/faculty also arranged for student teachers to see films about teachers like 

“the Chorus” and “Not one less”. In X University, every student teacher knew a very 

famous alumnus whose story was adapted to a film holding his name. Seeing the film 

was mandatory to all student teachers there. In addition to these activities which were 

organized by different faculties/departments according to the university’s requirements, 

similar activities were organized by the Student Union, University Youth League, and 

other student associations. 

5.1.4 Goals of teacher education at different levels and contents of formal curriculum 

As indicated in Chapter 3, three levels of goals were covered in this study namely 

governmental level goals, university level goals, and individual level goals. As 

illustrated in Chapter Two, government level goals of FTE were a) to create a social 

atmosphere that honors teaching and teachers and makes teaching the most respected 

profession among all occupations, b) to educate excellent teachers for society, and c) to 

encourage talented youths to become teachers (Wen, 2007). Attached to this policy were 

also two political goals a) to raise teachers’ social status and b) to provide equal 

educational opportunity. Additionally, the pilot universities were given the mandate to 

come up with innovative and effective ways to better the education of future teachers 

and set examples for teacher education programs across China. 

A look at university level goals of the two universities led to the conclusion that they 

shared very similar goals. Both stated that they aimed  to a) educate teachers with sound 

fundamental subject knowledge, innovative spirit and good practical skills, and b) 

educate future educators, to be specific they dedicated to educating teachers with high 

morality, good subject matter knowledge, excellent teaching skills, wide academic 

                                                        
22 It is my translation of the book 《生命与使命同行—走进首届全国教书育人楷模》. I have read the book as 

well. It is indeed very touching.  
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scopes, advanced teaching philosophies and independent research abilities. The only 

difference was that Y University also mentioned that they aimed to cultivate reflective 

and inquisitive spirits among FTE student teachers and to educate teachers who were 

professionals with advanced knowledge in basic education. 

We could see that goals set by Government mentioned almost nothing about what kind 

of teachers FTE was supposed to cultivate. The only statement concerning the education 

of future teachers was that the six pilot universities should educate excellent teachers for 

the society. However, what “excellent teacher” meant was not further clarified. In the 

university level goals of the two universities, the phrase “excellent teacher” did not 

appear. They seemed to have more clearly articulated goals. Both expressed that their 

goal was to education future educators for the society and both stated the kind of 

knowledge and skills that they hoped to equip their student teachers with. They both 

emphasized that they endeavor to foster high morality and independent research abilities 

of their student teachers.  

Documents in both universities stated that their FTE program aimed at educating 

teachers in good practical skills, but clinical experiences arranged for student teachers 

were limited not only in time but also in content. In both universities there were three 

forms of clinical experiences namely micro-teaching, internship, and supervised student 

teaching. Micro-teaching was in fact a part of a course in both universities and student 

teachers had a limited number of chances to do micro-teaching. As indicated in Chapter 

One, it was conducted more or less in the same way in both universities.  

Internship was arranged in the first semester of the third year in both universities. In Y 

university internship took place in classrooms by watching either video or a live 

broadcast of teaching in a real classroom in a secondary school attached to Y University. 

Some teacher educators organized students to go into the field to have a look at how 

secondary school teachers taught once or twice, but most teacher educators did not. In X 

University, internship took place in the field lasting for around a week. With a 

supervisor student teachers went to a secondary school to observe and listen to how 
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teachers there taught. Some might do some administrative job for the school teachers. 

But generally speaking, they were there for observation only.  

Supervised student teaching in both universities was conducted in secondary schools at 

the beginning of the prospective teachers’ senior year. In X university, student teachers 

spent around eight weeks while in Y University around ten weeks in the field. Both 

were shorter than the required minimum of 18 weeks supervised student teaching 

stipulated by the MoE (see MoE, 2007a). Teacher educators, student teachers, and 

novice teachers in the two universities said that the arrangement of clinical experiences 

was late and the duration to do clinical experiences short. Interview data in both 

universities also found that there was a mismatch between the goals of teacher 

education and the contents of official teacher education curriculum.  

A teacher educator in X University said that: 

I think the arrangement of clinical experiences is a bit late. Student 

teachers should be given chances to observe classroom early, for example, 

in the second semester of the first year. Besides, they have been given too 

few opportunities to observe the real classroom—only once in these four 

years. (Vincent) 

A novice teacher graduating from X University said that: 

I’m especially dissatisfied with the arrangement of our clinical 

experiences. We should be given chances to know the classroom reality as 

early as possible. Besides, the supervised student teaching is too short. 

Before I could get a whole picture of teaching, it ended. (Gary) 

A teacher educator in Y University put it this way: 

The supervised student teaching is really too short. Ten weeks seems to be 

not very short. But in between there is a seven-day holiday. Besides, some 

students were given few opportunities to step onto the teaching platform. It 

is hard to train a teacher with practical skills in such a short time. (Lee) 

Additionally, both universities stated that they tried to educate teachers with morality. 

However, there was little coverage concerning professional ethics in the curriculum. 

Interview data confirmed this finding. In the interviews in both universities, the 
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interviewees including the administrators, teacher educators, student teachers, and 

novice teachers, said that there was no formal education on professional ethics. But at 

the same time, they did not think it was necessary to teach future teachers about 

professional ethics. Most interviewees in both cases said that morality was a personal 

thing and there was no need to teach teachers what morality was and how to be moral. 

An administrator in Y University commented:  

It is important to educate teachers with high morality. But I don’t think we 

can do it with a course or in some courses. It is more like a personal thing 

which varies among different people. Besides, they have their own moral 

standards. (Flora)  

A teacher educator in Y University said: 

Yes, it is important that future teachers should have professional ethics. 

But we haven’t this kind of courses. I think it is not easy to teach people 

how to be a moral person. It is more personal. But we were asked to edit a 

book about professional ethics. It has been completed and will come out 

next year (2013). It will be a must read book for student teachers. But still 

there won’t be any formal education on professional ethics. It is weird to 

make morality something compulsory to learn. (Lee) 

Student teachers and novice teachers shared similar views. A student teacher in X 

University said: 

I don’t think we need education on professional ethics. I don’t know how 

ethics can be taught. We all know that we should be moral as teachers. The 

sense of morality is in our heart. It is a personal trait that we are born with. 

Besides, our teachers have set good moral examples for us. (Jason) 

Student teachers and novice teachers in Y University shared similar opinions. A student 

teacher said:  

We don’t need professional ethics education. I don’t think morality is 

something that can be taught. It’s quite personal. We know as teachers 

what we should do and what we shouldn’t. We can follow our teachers’ 

practice. Most of them are good examples for us. (Zoe) 

Furthermore, both universities stated that they wanted to foster future teachers’ 

independent research abilities, but neither universities offered compulsory courses on 
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research methods. Though there was an optional research methods course, only a limited 

number of students chose to take it. According to the interview data, in Y University, 

student teachers had more chance to apply to do a research project than their 

counterparts in X University. But projects were to do academic research, and few student 

teachers had the experience of doing educational research.  

A student teacher in X University said:  

We don’t have courses on how to do education research or any research. 

I’ve heard that there is an elective course called research methods. But 

not all have the chance to get enrolled in that course. Besides, we haven’t 

been given any opportunity to do research. Only students at graduate 

level have research methods courses and can do research projects with 

their supervisors. (Jack) 

A student teacher who had the chance to be involved in some research projects in Y 

University said: 

Some of us will have the opportunity to do research assistant work on 

our major, if we apply for that. But few of us have the chance to do 

educational research. I haven’t taken courses on research methods. We 

don’t have that kind of courses. But I can pick up the skills through the 

process of being a research assistant. (Vera)  

Although it was stated in the official documents that both universities tried to cultivate 

future educators with practical skills, high morality, and independent research abilities, 

in reality courses that could foster those qualities they described were not offered.  

In summary, the Government set a goal to cultivate excellent teachers for society and 

for basic education especially secondary education. Teacher education institutes came 

up with their own goals according to Government requirements. The goals set by the 

two cases were quite similar. In fact not only did all the six pilot universities but also all 

teacher education institutions stated their educational goals like these. Although the 

universities aimed to foster certain qualities of student teachers, they did not offer 

courses that foster these qualities.  
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5.2 Research question 2 & 3—how do the major stakeholders view the curricula & 

why do they have those views?  

5.2.1 Formal curriculum  

5.2.1.1 University level goals and individual level goals  

Interview data indicated that in both universities, most teacher educators, student 

teachers and novice teachers had little idea about either governmental level and 

university level goals.  Besides, it was common opinions among these three groups of 

participants who knew the goals that university level goals were abstract and hard to 

realize. At individual level, teacher educators, student teachers and novice teachers in 

the two universities had different views while teacher educators and student teachers 

within university had similar goals. Frequently mentioned goal in X University was “a 

good teacher” while in Y University most respondents talked about “taking the lead in 

wherever they worked in teaching and doing research”.  

Teacher educators in X University made the following comments:  

I do not remember every goal of the university but I know them and think 

some of them are not realistic. I hope that my students can be good 

teachers. (What do you mean by good teachers?
23

) I mean they have solid 

subject matter knowledge and can clearly teach that knowledge to their 

students. Besides, they should morally set a good example for their 

students to follow. (Ted)  

 

I am not very clear about what our university wants the students to be. My 

goal is ensure that my students can find a job after graduation and can 

keep the job. Job market nowadays is competitive and cruel. Our 

department is unique. We are supposed to educate computer teachers, but 

in fact what the middle schools need is more than that. Computer teachers 

should be a versatile teacher who can teach computers, help other teachers 

to produce multimedia courseware, fix computer problems, manage school 

website, record and edit videos and so on. Our program tries to incorporate 

all these into the curriculum. In a word, I hope that my students can be 

capable computer teachers with versatile skills. (Vincent) 

                                                        
23 This is a follow-up interview question.  
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Each student teacher had their own ideas about what kind of teachers they wanted to be. 

They shared their teacher educators’ opinions of being a knowledge transmitter and a 

moral model. But they, at the same time, wanted to bring positive influences to bear on 

their students’ overall development. They all invariably mentioned that they wanted to 

be teachers who could help their students achieve high scores in different exams. The 

following were what they said:  

I’ve heard that our university wants to educate us to be educators. I don’t 

know, but I think it’s hard to realize. I hope that I can be a good teacher. 

(What do you mean by being a good teacher?
24

) I mean I can pass on to 

my students what I know and can help them to be successful in their 

different exams. I also want to help my students to live a happy life, 

bringing to them positive energy and instilling into them positive attitudes 

towards study and life. (Diana) 

I’m not really sure what either the Government or my university wants us 

to be. I want to be a good teacher — a teacher who cares about students 

not only their study but their healthy growth and their life. But helping 

them to improve their study and go to a dream school or university is the 

most important thing. I will try my best to learn as much as I can of the 

subject matter knowledge so that I can teach them better. You know if I 

want to give them a cup of water I need to have a bucket of it
25

. (Mary) 

The four interviewed novice teachers graduating from X University all seemed to have 

some ideas about what their university’s goals were. But just like their fellow 

schoolmates, they said that it was hard to realize these goals. They told me what kind of 

teacher they wanted to be as follows:  

I know, our university wants to cultivate us to be future educators with 

research ability. But I don’t think it’s easy to realize this. My dream is to 

become a chemistry teacher who can teach what the students should know 

and help them enjoy learning chemistry. (Gary) 

 

I’ve heard that our university wanted to educate us to be future educators. 

I don’t think I can be an educator after the teacher education I received in 

the university. I just want to be a good Chinese teacher who can attract 

students’ attention and pass onto them what I’m supposed to teach them. 

I’m also trying to be a teacher who is patient with students, treats them 

equally and helps them when asked. (Linda) 

                                                        
24 This is a follow-up interview question.  
25 This is my translation of a Chinese saying mentioned by her.  



96 

 

In summary, teacher educators, student teachers and novice teachers in X University 

mostly said that they wanted to pass on their knowledge to students and treat students 

nicely. Those who did know the university level goals thought that they were not 

practical and hard to realize. However, there were some exceptions. One of the senior 

student teachers whom I interviewed in his supervised student teaching site told me that 

he wanted to be a chemistry teacher who had research ability and reflective spirit.  

I want to be a chemistry teacher who can do research. I think if I can do 

educational research I will be a better teacher. Besides, I think reflection is 

very important because it can help me internalize what I have learned, 

think deeper about what I have done and how to improve my teaching 

performances. Internalization is an important ability that a real scholar 

should have. (Sean)  

In Y University, teacher educators said that their goal was to educate student teachers to 

be a leading figure in their future working place, while student teachers expressed 

similar goals saying that their goals were to be lead teachers wherever they worked. 

Besides this, they cherished the opportunities to foster research ability. Some said that 

they wanted to be a teacher who could bring changes to the schools they would work at. 

One of the teacher educators in Y University said:  

I don’t really know what kind of teachers my university wants the students 

to be. But I always instill into my students the idea that they are supposed 

to take a lead in wherever they work. They should be the one who brings 

to the school advanced teaching strategies and cutting-edge knowledge. In 

addition, they should take a lead in doing educational research. (Joe) 

Student teachers in Y University shared similar goals. They made the following 

comments: 

I want to be a teacher who can bring positive change to the school where I 

am to work. I will bring advanced teaching philosophy and strategies to 

my school. In my hometown, the most common practice is still the 

teacher-centered teaching method and the main task for both teachers and 

students is to get higher grades in different exams. I want to bring the 

philosophy of quality-oriented education
26

 to my school. My mentor in my 

                                                        
26 Quality-oriented education is called Suzhi Jiaoyu in Chinese Pinyin. It is hard to define it. Its appearance is to 

downplay the dominance of examination-oriented education in China. Its goal is to foster students’ overall 

development.  
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supervised student teaching school who is an alumnus also encouraged me 

to do so. He encouraged me to do it step-by-step and said that graduates 

from our university had the ability to make changes take place. (Vera
27

) 

I want to be an academic leader in my work place. (What does ‘academic 

leader’ mean
28

?) I mean that I’m the one who brings to the school the 

advanced teaching philosophy and teaching methods. I also hope to take a 

lead in doing educational research where I would work in the near future. 

(Ben) 

However, novice teachers graduating from Y University held different dreams. Three of 

them told me of the changes of their goal. At first they had the same goals as stated 

above, but after some teaching experiences their goals changed. Reality seemed to have 

changed the goals they once had.  

I used to aspire to be an academic leader where I would teach and I was 

confident that I could. But now after these two years of teaching I have 

found that there is a big difference between ideal and reality. Now I just 

want to be a good teacher who can pass knowledge to my students and be 

a moral model to them as well. (Ruth) 

As a Chinese language teacher, my goal is to help my students wonder in 

the beautiful world of words and foster an open mind among them. I hope 

that through my teaching my students can become an educated person. 

(Pat) 

I want to be a teacher who can put her heart and soul into teaching. I love 

teaching. I want to be a teacher and friend of my students. I hope to bring 

positive energy to them. I hope to help them realize their dreams. (Moon) 

Teacher educators, student teachers and novice teachers in Y University seemed to have 

a higher goal. Student teachers and novice teachers were not satisfied to become 

knowledge-transmitters. They aimed to bring advanced knowledge, teaching 

philosophy, teaching methods and positive changes to wherever they work. Though 

some of the novice teachers changed their goals, they were not content to be a 

knowledge-transmitter. Besides, they seemed quite confident and optimistic about the 

changes they would bring to their working places.  

                                                        
27 She is in her senior year and just finished her supervised teaching practice a week before I interviewed her.  
28 This was my follow-up question.  
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However, observation data indicated that in both university student teachers’ teaching 

was still transmitting knowledge to students.  In both supervised student teaching 

classrooms and volunteer teaching classrooms, student teachers tried to tell students 

what they knew. They used lecture-based teaching method. Teacher’s lecture time took 

up three fourths of the 40 to 45 minutes’ class. And even if students were given 

opportunities to answer questions, the teachers would “force” students to answer 

questions following the teacher’s way. Their focus was placed on their teaching not 

students’ learning. They usually asked students “do you understand what I was talking 

about?” or “have you got what I taught?”.  There was more emphasis on what teachers 

taught than what students had gained through the teaching.  

5.2.1.2 Subject matter knowledge and what was taught in basic education 

Over 90% of the four groups of respondents in both cases unanimously liked the 

practice of putting subject matter knowledge courses in the most important position in 

the curriculum and believed that subject matter knowledge was of primary importance 

in preparation of future teachers. Many of them said that good subject matter knowledge 

could lead to good teaching. Student teachers and novice teachers mentioned that 

subject matter knowledge learning could help them reach a higher level of teaching and 

give them sense of confidence to teach.  

In X University, the interviewed administrators and teacher educators said that it was a 

good time for university students to acquire their subject matter knowledge and that it 

laid good and sound foundations for their future teaching career. One interviewed 

teacher educator’s comments could represent their opinions:  

I think it is right that our university has attached importance to subject 

matter knowledge especially disciplinary foundation courses. More credits 

are given to those courses and only professors are asked to teach them. 

Having a sound and solid knowledge base of the subject will help student 

teachers to be more competent in their future teaching. Besides, I always 

encourage my students to study hard at their major as if they miss this 

opportunity to learn, they will never find time to learn it again. University 

study plays a vital role in student teachers’ gaining academic knowledge, I 
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think. (Ted)   

A student teacher expressed his views as follows:  

What I learned in the university about my major was the in-depth 

knowledge that I used to learn by rote in basic education. I now know the 

complicated reasons behind what I used to memorize. The subject 

knowledge I acquired here in the university made everything I learned 

connected and helped to form a complete picture of the knowledge of my 

major which will enable me to teach confidently. With what I have learned 

in university, I can teach in a higher position. I mean I have advanced 

knowledge to back me up in my teaching. For example, if my student asks 

me where a certain formula comes from, I can give him/her a sure answer. 

Besides, I have learned to think from academic perspectives. Even if what 

I am to teach is not what I have learned, I can analyze that with what I 

have known. Put it another way, my university education has enabled me 

to use available knowledge to solve unknown problems. (Sean) 

A novice teacher graduating from X University said that: 

I found that what I have learned in the university was useful for my 

teaching now. Before I went to university, I thought my chemistry 

knowledge was good enough to teach junior secondary. I could easily get 

over a score 130 (150 is the full score) in any chemistry test in the last 

year my senior secondary. But until I graduated from the university and 

became a teacher, I found that it was important to know more. This is what 

we Chinese say ‘If you want to give a student a glass of water, you need to 

have a bucket of it’. I think having solid and good subject matter 

knowledge is very important.  (Gary) 

Furthermore both university administrators and teacher educators in X University 

mentioned that after the implementation of FTE policy, the university started to attach 

importance to establish the subject matter teaching with what was taught in secondary 

schools. Teacher educators in different departments there had edited internal teaching 

materials to teach difficult knowledge points proposed by secondary school teachers. 

This course would start to be offered in the second semester of the student teachers who 

would graduate in 2013. A teacher educator said: 

We have been trying to make more connections between what student 

teachers learn in university and what they are to teach. In these two years, 

we are busy designing a special course that teaches the difficult knowledge 
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points in secondary school. This courses aims at preparing student 

teachers with knowledge of the difficult points in their future teaching. 

The knowledge points were collected from middle school teachers through 

various channels. Different teacher educators were responsible for 

different topics and they would teach the topics they wrote as well. I’m in 

charge of 20 topics and will teach these topics next semester. I think all 

these arrangements are quite helpful in preparing student teachers’ subject 

matter knowledge. (Ted)   

In Y University, the interviewees expressed views from other perspectives. There most 

teacher educators and student teachers said it was good that the FTE student teachers 

were treated equally with non-teacher education students concerning what they were 

learning in subject matter knowledge. One of the administrators said: 

The student teachers in the FTE program received the same education as 

non-teacher education students in most courses. And they have the same 

courses concerning subject matter education. In this way, I think we have 

provided them with a sound knowledge base concerning what they are to 

teach in future. (Rose) 

Student teacher interviewees were also content with the fact that they received similar 

education to non-teacher education students concerning the subject matter knowledge in 

Y University.  

In my department, we were mixed with students of non-teacher education 

programs. We received the same education. The only difference is that in 

the third year we choose pedagogical courses and they choose other 

major-related courses. And we have clinical experience in secondary 

schools and they go to other places for internship. I believe our subject 

matter knowledge is as good as that of the other students in our 

department. I think it is important for us to learn as much knowledge as 

we can during our university study. As long as we have good grasp of the 

content knowledge, we can teach well. Content knowledge is the most 

vital component of teaching. (Vera) 

There were also different voices in both cases mainly from student teachers and novice 

teachers saying that the subject matter courses they took in the university were not 

practical in teaching. They found that what they learned about their subject matter 

knowledge was disconnected with what was going on in classroom reality. The different 

voices were especially loud from departments like mathematics, geography, political 
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science, and computer science in X University while in Y University opposing voices 

were usually heard from geography, political science and computer science. In X 

University a senior student teacher from Mathematic Department who was doing 

teaching practice said:  

We are following the syllabus the same as that of Beijing University. The 

mathematics knowledge we have learned is far too difficult. I don’t think 

we need to learn those difficult and abstract things. We will become a 

teacher in a secondary or maybe a primary school. We won’t need to solve 

difficult math problems or teach the complicated math knowledge in our 

future life or teaching. I felt frustrated and discouraged in taking those 

courses. I felt the courses were isolated from not only reality but what was 

taught in basic education. During the supervised student teaching, we have 

to discuss what we are to teach, because we haven’t learned it in the past 

three years. (Carol) 

A novice teacher graduating from Computer Science Department in X University said: 

What I learned in university was the difficult languages of computers, how 

to program and the likes. But now I am teaching how to use Microsoft 

Office and some basic knowledge and skills of computer operation. To tell 

you the truth I didn’t have those skills and knowledge before my teaching, 

because I hadn’t much knowledge of computers. I have to learn on the job. 

I feel awkward and ashamed. I learn by myself at home in fear that 

someone might find out that I, a computer science major, don’t know the 

basics of computing. What is the use of the learning if it isn’t helpful for 

our teaching? (Ava) 

A student teacher from Geography Department in Y University commented like this:  

What we are learning in university has little to do with what is going on in 

secondary schools. The only course that might help our future teaching is 

Chinese geography. There is a lot to learn by ourselves if we are to teach 

in the future. I don’t know why we have to take courses with non-teacher 

education students. The courses lack pertinence. I think what we need to 

learn is the advanced version of knowledge of what is going on in 

secondary school. (April)  

Observation data indicated that student teachers took subject matter knowledge much 

more seriously than other courses. Among the courses I sat in in universities’ 

classrooms, it was obvious that student teachers were more attentive and active in 
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subject matter course. They followed the instructor, answered questions raised by the 

instructor and actively involved in the group work.  

Additionally, observation data also indicated that most student teachers had been 

equipped with the necessary knowledge to teach and were confident in their teaching. 

In my observations, I looked at what knowledge they were teaching to students and 

how they responded to the questions raised by students. I found that most student 

teachers had quite a good store of their subject matter knowledge and they looked quite 

confident in their teaching. In a couple of classes like math and English, I found that 

student teachers could relate to different knowledge points to make what the students 

were learning integrated or could teach the same materials from different angles. For 

example, when a student teacher taught the comparative form of adjectives, she first 

reviewed adjectives with the students and then explained how they could make an 

adjective a comparative form and when and how to use it. She also told students that 

there was superlative form of adjectives which they would learn later. She easily found 

examples to illustrate to the students how an adjective could be in comparative form 

and could correctly change the forms of the adjectives brought up by the students. In a 

math class, when the student teacher demonstrated how to solve a math problem, some 

of the students could not understand, so she used another way to solve the problem. 

Still there were students who did not understand, she did it in a third way. Then she 

brought the three ways together telling students how different ways could arrive at the 

same solution and how they could train their abilities in solving the same problem with 

different methods.  

5.2.1.3 Theory learning and practice  

Major stakeholders of both universities all said pedagogical education played an 

important role in preparing prospective teachers and importance should be attached to it. 

While student teachers said that they were not given opportunities to put the theories 

that they learned into practice and arrangement of PCK courses and clinical courses 

were short and late in arrangement, teacher educators mentioned the lip service the 
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universities gave to PCK education and student teachers’ negative attitudes towards 

taking those courses.    

Interview data in the two universities indicated very similar views about general 

pedagogical education. The great majority of the interviewed student teachers and 

novice teachers said that general pedagogical courses were helpful for teaching but that 

the courses were not effective and they had little left in their minds after taking the 

courses except some terms and it was difficult to relate those theories into practice.  

Two student teachers in X University shared with me their experiences of taking general 

pedagogical courses in a paired interview with them:  

Yes, you are right. We have learned some theories on teaching and 

learning. We also learned some theories on the characteristics of students 

at different ages. But the only things I remember now are two terms: field-

dependence and field-independence. Students of these two types should be 

treated differently. But I don’t remember what those terms mean, not to 

mention how to apply them to teaching (laugh). (Lily)  

You are better than I, I don’t remember any term at all. What I know is that 

I have taken those courses and have passed. (Snow) (Both laughed).  

But in fact, I think if we were given the chance to put what we learned in 

practice, we would remember them and it would be useful for our future 

teaching. (Lily) 

Another student teacher in X University said:  

In my supervised teaching practice I found that the theories I have learned 

about how to treat different students are useful. But I can’t recall any 

specific theories or methods. I managed to read the textbooks and applied 

some to my practice. It was effective. I now remember what I have put 

into practice. So I think it will be good if we were given the chances to put 

what we learned into practice. (Warren) 

A teacher educator in Y University made similar comments: 

Those theory courses seldom provide opportunities for students to put 

what they learn into practice, so they usually say that they don’t really 

learn much. What’s worse, many student teachers don’t study hard for 

these courses. They only work hard during examination season. What they 
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want is to pass the exam and get the credits. (Joe) 

A student teacher in Y University said:  

I remembered that I had taken courses on psychology and education and I 

know some famous people like Dewey, Vygotsky and Piaget, but I don’t 

really remember those theories proposed by them. It is hard to keep those 

abstract theories in mind. We need opportunities to put them into practice 

or observe them applied in reality. (Sharon) 

In addition to that, student teachers and novice teachers said that if it was hard to let 

them practice those theories, they should at least be given chances to observe how 

others put these theories into practice. The most representative voices came from a 

focused group interview with student teachers in X University:  

I think the biggest problem about the theory learning concerning 

educational psychology and education is that we weren’t given any 

chances to put what we learned into practice. (Rebecca)  

She is very right. I understand that it is difficult to find suitable places for 

us to put what we learned into practice. But as least we should be given 

chances to see how teachers put those theories into practice. (Joy) 

I think those courses are useful and left me some ideas about different 

developmental stages of children and different theories on teaching. 

However, we haven’t been given any chances to put those theories into 

practice, so I can’t put it into real practice. They are only theories in my 

mind. I hope that we could at least see how school teachers apply them in 

real classroom. (Phil) 

Novice teachers also said that theory learning was useful when they became a real 

teacher. But they did not really remember what they had learned. A novice teacher of X 

University said: 

Only after being a head teacher did I find that those theories on getting to 

know and communicating with students of different ages and other 

psychological theories were useful and helpful. They can be guidelines in 

my teaching and managing students. But those courses weren’t really 

helpful because presented in those courses were only abstract theories that 

made no sense to me. If we were given chances to put what we learned 

into practice, it would be beneficial. I had to learn by myself now. (Will) 
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Participants in Y University shared similar opinions. A novice teacher 

commented in the open-ended questionnaire that:  

I found quite a number of the theories I learned in the university were 

useful. I vaguely know some theories and thought they were useful so I 

read the books again. I applied some in my lesson preparation and found 

them helpful and valuable. If we had been taught this way, I would have 

remembered them. (Charlie)  

On the other hand, teacher educators in both universities talked about similar issues 

concerning general pedagogical education. The informants said that though there were 

more courses on general pedagogical education than before, the real importance 

attached to them was far from satisfactory. Some teacher educators said that although 

the university claimed to attach more importance to the pedagogical education, it was 

just a lip service and they did not take real action. Some teacher educators who were 

teaching courses on pedagogical education were young lecturers who did not have much 

teaching experiences. Some of them even had little education or experience of the 

course that he/she was teaching.  

One of the interviewed young lecturers in X University who was teaching the course 

“Introduction to Home-School Co-operation” said that she majored in visual art and 

knew nothing about the topic she was teaching. She was asked to teach it and had to 

teach it. If she refused to teach, this course would be canceled. Besides, the assessment 

system of these courses was aiming at testing student teachers’ factual knowledge. Most 

students would not spend much time on these courses. The usual practice was that they 

would attend the last two sessions of the course in order to know what would appear in 

the final exam
29

 and they would spend some days trying to prepare what would be 

tested. Quite a number of those courses were open-book examinations.  

A teacher educator in X University shared her experiences saying:  

Besides, students do not really take these courses seriously. They become 

serious only when exams are coming. Only by then will there be full 

                                                        
29 In Chinese university, the majority of teachers who teach public courses will normally tell the students the areas the 

coming examinations will cover at the end of the courses.  
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attendance. They want to know the coverage of the exams so that they can 

prepare for it and get good results. They do not really care about if they 

have learned anything. (Carol) 

Teacher educators in both universities who taught PCK courses said that although the 

university claimed to attach more importance to the courses, it was a lip service. They 

said that because it was hard for teacher educators who taught PCK to produce projects 

or articles that would help promote the ranking of the university, the university leaders 

were unwilling to increase the number of PCK teacher educators. As a result, both 

universities lacked experienced teacher educators who could teach PCK courses. They 

called it “lean season” for PCK education development. 

A teacher educator who used to be a department head of X University said:  

Though the university claimed that they cherished pedagogical education 

and had allocated more time to courses on it, they invested little in hiring 

or training young teacher educators to teach PCK. Now there are not 

enough trained younger teacher educators ready to take over from the old 

experts teaching PCK. (Mark) 

In Y University the Associate Head of a department shared similar opinion:  

Most teacher education universities don’t invest enough on employing 

teacher educators who teach PCK courses because it is difficult for PCK 

teachers to produce projects or articles that would help promote the 

ranking of the university. The old experts are used to extremes. However, 

there are not enough trained younger teacher educators to take over the job 

of the old. To me the future of PCK education is not promising. (Flora) 

Student teachers and novice teachers in both cases expressed similar views towards PCK 

courses. They unanimously thought that PCK courses were quite helpful for their future 

teaching. Through PCK courses, they systematically learned what was taught in 

secondary schools and how to teach those contents. Quite a number of the interviewed 

student teachers thought that the number of PCK courses should be increased and those 

courses should be offered as early as possible. Student teachers in X University said:  

PCK courses are quite useful and fun. I not only know what students in 

secondary schools are currently learning but also gain skills in teaching 

different kinds of courses. For example, as a future English teacher, I 
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know that I have to employ different ways to teach writing and reading. 

But I think if we could have those courses earlier, it would be more 

beneficial. I mean we have more clear direction on what and how we 

should learn to be a better teacher. (Mandy) 

PCK courses are really great. But the problem is the number of the courses 

is small. We need more and I hope we can have them earlier. These 

courses can help us to establish our identity as future teacher. Besides, 

they help us to establish relationship between what we learn in university 

with what we are to teach in the future. (Rebecca) 

A senior student who has just returned to university from supervised teaching practice in 

Y University said: 

I found what I learned in PCK courses was helpful in my practicum. I had 

some rough ideas about what kind of knowledge students learned in the 

entire secondary school education, which helped me to teach from a 

holistic perspective and enabled me to connect what they previously 

learned with what I taught. (Rita) 

Another student teacher in Y University said: 

I enjoyed the PCK courses. I not only had an overall understanding of 

what I was to teach but I also know how to teach different kinds of 

knowledge. I never thought of that. I always thought teaching was not that 

difficult until I took those courses and did micro-teaching. It’s fun to 

discuss with my classmates or instructors on how to teach certain types of 

knowledge in PCK courses. I felt confident in teaching what I should 

teach, because I not only have the content knowledge but also knowledge 

on how to teach different kinds of knowledge. (Vera)  

Besides, some student teachers thought it necessary for them to read several versions of 

the textbooks used in different provinces
30

. They said getting to know Curriculum 

Standard was not enough. Some comments from student teachers in X University were 

quite representative: 

PCK courses especially the course of Textbook Analysis and Teaching 

Methods is quite helpful in preparing me with the knowledge and skills for 

my future teaching job. But still I think I need some specific and concrete 

materials like textbooks used by different provinces. Now what we 

                                                        
30 Starting from 2001 schools below tertiary level had more choices of textbooks. Previously all schools at the same 

level in China had to use one set of textbooks published by People’s Education Press. For details: 

http://edu.enorth.com.cn/system/2001/08/27/000125869.shtml 

http://edu.enorth.com.cn/system/2001/08/27/000125869.shtml
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analyze in fact is Curriculum Standard. There is no textbook involved. 

(Emma) 

A student teacher in Y University further said: 

Since different provinces use different textbooks, I believe it’s necessary 

to study Curriculum Standard. But I think reading Curriculum Standard 

only is not enough. We need to have a look at different textbooks, which 

will give us chances to know how same requirements can produce 

different teaching materials and how different teaching materials should be 

taught. (April) 

A teacher educator who taught Textbook Analysis and Teaching Methods said that he 

spent some of his teaching time going through one set of textbooks in both junior and 

senior secondary and found that this method was beneficial to student teachers. He said: 

Last term I managed to spend some of my teaching time going through a 

set of political science textbooks of junior and senior secondary with my 

students. At first, they took it for granted. But when they returned from 

their supervised teaching practice, they thanked me for that. They said that 

having some ideas of the textbooks helped them a lot in their teaching. 

(Lee) 

Nearly all informants in the four groups said that clinical experiences were indispensable 

and played a significant role. Clinical experiences gave future teachers a sense of being 

real classroom teachers. They confirmed the positive impact clinical experiences had on 

student teachers. Nearly all interviewed student teachers who had done the supervised 

student teaching and novice teachers said that practicum gave them opportunities to 

experience the real context in which they were to teach and they became confident after 

practicum. They also mentioned that supervised student teaching helped them establish 

and confirm their identity as a teacher. 

In X University, the most frequently heard word used to describe their views towards 

clinical experiences was “useful”. A senior student teacher who was doing the 

supervised student teaching during my interview said: 

All these three forms of clinical experiences are useful for us and they are 

arranged in a logical and reasonable sequence. We first went to schools to 

observe classroom teaching. Then we went back to the university to do 
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micro-teaching. And now we are here doing actual classroom teaching. 

The first two clinical experiences have made good preparation for this 

actual teaching. My biggest gain from these clinical experiences is that I 

know I can confidently stand in a formal classroom teaching a large crowd 

of students. (Joy) 

One of the novice teachers commented on supervised student teaching like this: 

Teaching practicum is indeed very helpful and important. I remembered 

that some of my classmates did not have any teaching experience during 

the previous three years. Micro-teaching was their first experience to stand 

on the teaching platform and then they went to the field to do the teaching 

practice. If it were not for this experience, they wouldn’t have been able to 

survive a job interview, not to mention to get a job they want. They have 

to wait for Government allocation
31

. (Will) 

A student teacher talked about the impact of internship like this:  

Internship is good too. I learned how to observe a lesson from a teacher’s 

point of view. I mean I knew that I shouldn’t only listen to what the 

teacher was teaching. Instead, I should pay more attention to how he/she 

taught that knowledge, how the teacher controlled the class and how 

he/she interacted with students. I also learned how to evaluate a teaching. 

(Rebecca)   

Another novice teacher commented on micro teaching like this:  

I think micro teaching is important, because it helps us to see how I have 

taught from the video, reflect on our teaching, and discuss with our 

classmates and teachers my performances. The pet phrases I repeatedly 

use and the petty actions I repeated were pointed out by them. I kept that 

in mind and consciously control my use of them. (Linda) 

In Y University, teacher educators also commented that student teachers appeared 

different after their supervised student teaching experiences. A teacher educator in Y 

University related her views of clinical experiences like this: 

I think practicum really changed student teachers. I found that one of my 

student teachers became different and beautiful after the practicum. He 

looked more confident and radiant after the practicum, which made him 

look different and beautiful. He used to be a shy student. It was amazing 
                                                        
31 When it is time for this group of student teachers to seek jobs, they can seek jobs themselves within where they are 

from. If they cannot find one, the Government will assign them to a place to teach, which means they have a 

guaranteed job upon graduation.  
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seeing how he transformed. I suggested to our department giving him an 

award to encourage him. I also saw the impact practicum had on other 

students — it was a difference from within. Of course not all of them have 

such changes. But generally speaking, practicum indeed has a positive 

influence on student teachers. (Beth) 

Besides, both university administrators and teacher educators mentioned their internship 

practice which was also one of the results of implementation of FTE policy. A teacher 

educator’s comments were quite representative: 

We employed a new form of internship. We don’t take students to the 

field. It’s hard to do it. We work together with secondary schools attached 

to our university. We live broadcast the classroom teaching for student 

teachers or play video-taped classroom teaching. And then we discussed 

the teaching with students. I also asked my students to design how they 

will teach the lesson before watching the video. Through comparing their 

own design and the design of secondary school teachers, they gain a lot of 

experience as well. This practice is an improvement in reforming forms of 

clinical experiences. (Beth) 

A student teacher who just finished her supervised student teaching during my interview 

echoed what the teacher educator said:  

I gained quite a number of teaching strategies and ways to interact with 

students through watching videos in our internship courses. It’s not 

enough to watch it once sometimes. I borrowed excellent teaching case 

videos and watched them again and again. I imitated how excellent 

teachers teach and interact with students. It’s quite effective. (Sana) 

She further talked about her supervised teaching experiences:  

You know as a teacher education student, I have had the experience of 

teaching starting from the second semester of my freshman year. I tutored 

a primary school child and I also did volunteer teaching in my summer 

holiday. But none of these experiences could compare to the experience of 

practicum. Only then did I experience the real class and be as real a 

teacher as what I was going to be. I became familiar with the process of a 

class and knew how to control a class and interact with students. All in all, 

I have experienced everything a teacher should experience. I feel like a 

teacher. (Sana) 

Another senior student teacher said that her supervised student teaching experiences 
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greatly influenced her:  

I did my student teaching here in the school right opposite to our 

university. It is a renowned school
32

. You know that, right? I gained a lot 

from the experience, especially in self-confidence. You know my mentor 

said that I was better than 70% of the English teachers in this city! I know 

he is encouraging me. But I believe I’m good and will be a good English 

teacher. I believe I can make a difference to my future students and I will 

make a difference to English teaching in my future school as well. I have a 

teaching position in the best school in my home province you know. I have 

succeeded in all the job interviews and demo teaching in the job 

interviews thanks to the education I have received here. (Tina) 

Another student teacher said:  

In this supervised student teaching, I have experienced almost everything 

a real teacher should experience, from preparing lessons to taking part in 

various meetings. It is fun to pass on what you know to others. And I felt 

happy to communicate with students. I also enjoyed the experience of 

going to other schools to participate in research conferences on teaching. 

(Rita) 

Student teachers in Y University also said that the internship and micro-teaching were 

very useful for her.  

Our internship practice is quite good. By watching the videos, we can 

repeatedly play those tapes and do some in-depth analysis and discussion. 

I watched them after class as well and imitated the way those outstanding 

teachers teach. (Tina) 

Another student teacher’s view of micro-teaching was quite representative: 

Micro-teaching is helpful not only because I can discuss my teaching 

with my teacher and classmates but I can also see how I have taught and 

reflect on my performances by watching the recorded teaching 

performance of mine. (Rita) 

However, at the same time student teacher informants expressed their concerns towards 

clinical experiences. Student teachers in X University said that internship was not very 

effective from three aspects: for one, they thought it was too short and late in time 

                                                        
32 This school ranks top in the city and nearly 90% of their senior secondary school students will be admitted into key 

universities across the country.  
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arrangement. For another, they said that they were not given opportunities to get 

involved in any kind of work in the school. Besides, they said that the organization of 

the internship should be more systematic. The student teachers said: 

I think the internship would help me more if it could be organized better. 

During the one-week internship, we didn’t do any work. What we did was 

carrying a chair with us going from one classroom to another to listen to 

classes of different teachers. If we could be told previously what we were 

to listen to, we could have made better preparation for that. But each time 

we knew whose class we could sit in on the spot! (Sean) 

I think internship should be arranged once in a semester or at least once a 

year to give us chances to experience the real classroom. One-week 

internship in four-year time is too short and far from enough. (Warren) 

The interviewed student teachers in X University thought that micro-teaching should be 

arranged earlier with more times. Besides this, they mentioned that teacher educators 

who taught them micro-teaching should be carefully selected. They also suggested 

employing teachers from secondary schools to teach them PCK.  

I hope we can have more micro-teaching courses. Micro-teaching is only a 

part of a course and we have only one or two chances to do that, which is 

far from enough. Besides, I think our university can hire some middle 

school teachers to supervise us to do micro-teaching. I think they know 

more about teaching in secondary schools than our professors do. (Carol) 

A novice teacher graduating from X University also mentioned the problem concerning 

who should teach micro-teaching.  

After being a teacher, I found that the advice and suggestions my 

supervisor gave me during the micro-teaching were not practical. I think 

our university should carefully select teachers who teach this course. The 

teacher should be very familiar with the development of secondary 

education. Our university can even employ some middle school teachers 

to teach us this course. The gains will be greater in my opinion. (Linda) 

Some teacher educators and student teachers in X University said that the mentors in 

secondary schools were still using traditional teacher-centered teaching methods and the 

great majority of them did not allow student teachers to use new teaching methods like 

student-centered teaching method. Novice teachers shared the same opinions. 
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Furthermore, those who finished supervised student teaching said that neither their 

mentors nor the students trusted them. The mentors usually did not allow them to teach 

new lessons. They were asked to teach the so-called exercise class in which they guided 

students to do exercises to consolidate what had been previously taught. My observation 

in supervised student teaching in the field corroborated what they said. Among the four 

classes I sat in, two of them were guiding students to do consolidation exercises and one 

was doing a consolidation review of what was previously taught. Only one of them 

taught new lesson to students.  

A senior student teacher told me: 

I think my mentor doesn’t really trust me. He sometimes will teach what I 

have taught again to the students. I gave only two new lessons to students. 

I gave several exercise lessons. I also feel that students don’t take what I 

teach seriously. (Tree) 

A teacher educator who helped coordinate supervised student teaching also talked about 

the limited time that student teachers had to teach. She also mentioned that student 

teachers were not allowed to use new teaching methods. 

Before student teachers went into the field we encouraged them to use 

different ways to teach. But once they were in the field, they had to listen 

to their mentors in secondary schools who weren’t familiar with different 

teaching methods and refused to allow student teachers to use new 

methods. They were afraid that students would learn little and wouldn’t 

perform well in exams if they were taught in those ‘fancy’ teaching 

methods. Besides, they didn’t trust our student teachers and gave them 

limited opportunities to teach. One of my student teachers taught only 

twice in her eight-week supervised teaching experiences. For the rest of 

time she just sat in her mentor’s class and helped her do some 

administrative jobs. (May) 

Another teacher educator in X University told me her experience in supervising student 

teaching: 

It was not that the student teachers didn’t know different teaching skills 

and techniques but they didn’t know how to apply what they had learned 

to actual teaching. Our education failed to establish a concrete connection 

between theory and practice. As a result, they resorted to the traditional 
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transmission model that they experienced and observed as a student. (Sue) 

In Y University internship took place in university classrooms, so some student teachers 

said they should have the opportunities to go into the real classroom to experience what 

was going on in secondary schools before their supervised student teaching. But quite a 

number of student teachers in Y University had the opportunities to do supervised 

student teaching in key secondary schools
33

 in the city where Y University was located. 

Student teachers who did their student teaching in those key schools had chances to get 

in touch with different, constructive and more learner-centered pedagogies. At the same 

time, some student teachers talked about the difficulty in establishing and maintaining 

good relationships with their mentors.  

A student teacher expressed her views of the practices of internship and micro-teaching: 

I like our internship practice. But at the same time I think we need to 

observe what is going on in a real classroom before we start our 

supervised student teaching. Besides, I think we should go there once in a 

semester. If we don’t go to the real classrooms we cannot detect the subtle 

and unspoken interactions between the teacher and students. (Joy) 

A teacher educator shared one of his student teachers experience with me:  

One of my students called me last month telling me that her mentor didn’t 

like her and ignored her most of the time, because the mentor thought she 

was self-conceited because she refused to accept the gift form the mentor. 

I told her to take the initiative to communicate with the mentor about the 

problem. The problem was solved but it was a bad experience for her. 

(Lee) 

A novice teacher graduating from Y University shared her experience and views with 

me: 

It was a dilemma I think where to do the supervised student teaching. In 

those key schools you can get in touch with different and advanced 

teaching methods but you don’t have much chance to give lessons. One of 

my classmates who did her supervised student teaching in a key school 

gave only one new lesson. For the rest of time, she sat in the classroom 

                                                        
33 Schools are still streamed into key schools and ordinary schools. Key schools usually have better teaching staff and 

recruit students with higher grades of exam results.  
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listening to the mentor giving lessons or corrected students’ assignments 

and test papers. I had more chances because I did it in my home province, 

but I wasn’t allowed to teach with different teaching methods. I had to 

follow my mentor’s way of teaching. (Ruth)  

I conducted nonparticipant observation in four classroom teachings in supervised 

student teaching in X University and over ten volunteer teachings in both universities to 

see how student teachers taught, how they interacted with students, how they managed 

the class, and how they treated those who were not attentive or even disruptive in class. 

From what I observed, student teachers were quite confident on the teaching platform 

and they could clearly teach what they planned to teach. However, they did not have 

much communication or interaction with their students. They focused more on their 

teaching instead of student learning. The great majority of them stood on the teaching 

platform looking at either the textbook or the teaching plan they held in their hand. 

They seldom looked up at the students. Only two of the observed student teachers 

stepped down from their teaching platform while the students did exercises.  

In the four supervised student teachings that I sat in, only one of the cooperating 

mentors sat in the student teacher’s classroom. But he soon fell asleep and woke up 

when the class was over. I saw my watch and found he slept at least 30 minutes in the 

45 minutes long class. Not only had he slept, his sleep made students around him sleep 

as well.   

In addition, almost all the observed student teachers failed to pay attention to what the 

students were doing. They did not draw the attention of those students who were 

inattentive. Neither did they ask misbehaving students to stop interrupting others. In 

two of the observed classes, most students in the last two rows were sleeping when the 

student teachers were speaking on the platform. But the student teachers did nothing. 

Even when one of the student teachers stepped down the platform when she asked the 

students to do exercise, she did not wake up those sleeping students. When I asked why 

she said that they were too naughty and noisy, and it was better to let them sleep than to 

have them awake and to interrupt the teaching and learning. In one of the student 
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teachers’ classroom, a student came late and he simply pushed open the door and went 

to his seat without knocking at the door or asking for permission to sit down. No one 

said anything about this.   

5.2.1.4 General education and student teachers’ overall development  

Great majority of the informants of the four groups in both university said that general 

education in one way or another broadened the future teachers’ views, knowledge 

scopes and horizon and in general helped improve teacher candidates’ overall 

development, especially when they were given the chance to gain knowledge besides 

their majors. However, student teachers and novice teachers in both universities did not 

like ideo-political courses like Ideological and Moral Cultivation, Theories, 

Philosophies and thoughts of Marx, Mao and Deng, Military Theory. They said that 

those courses were boring and a waste of time. These courses instilled the so-called 

‘socialism’ into their mind without giving them room to think. Some interviewed 

student teachers thought that these courses deprived them of the opportunities to 

develop other potentials. Some of the student teachers called the courses that had little 

or nothing to do with their major “useless courses” and “courses meant to give them 

time to do assignments on their subject matter knowledge or other stuff”. Prospective 

teachers in X University made the following comments:  

I think the ideo-political courses are supposed to teach us how to critically 

view different thoughts, theories, philosophies and political views and the 

like. However, our textbooks are meant to instill to us the conclusions 

made by the Government or the textbook editors on certain issues. In those 

courses, we are passive recipients of their thoughts and opinions. Going to 

those courses is a waste of time. (Jason)  

Another student teacher put it this way:  

I really don’t like courses like Ideological and Moral Cultivation, Theories, 

Philosophies and Thoughts of Marx, Mao and Deng. They are abstract and 

hard to understand. I don’t know why we have to learn that. What is the 

use to remember all those terms and thoughts of those famous people? 

Besides, the final assessment is to answer the questions whose answers 

could be found in the textbooks, but we have to remember them! Nearly 
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all my friends and classmates share my opinions. You can ask them. They 

are compulsory courses, so we have to take them. How I wish we 

wouldn’t be bothered by ‘useless’ courses like these. (Jack) 

However, almost all interviewed student teachers and novice teachers (over 95%) liked 

optional courses offered by different departments. Those courses offered them 

introductory and/or practical knowledge of a discipline that they otherwise would not 

have chance to know. They said: 

I think some of the general education courses are OK. They can help 

improve our overall quality. It is good to know more besides what we have 

gained in the subject matter. A teacher should be a learned person. (Jane)  

I like the elective public courses. I have more freedom to choose 

according to my preference, either because the course itself is interesting 

or because it is easy to get the credits. I mainly choose what I’m interested 

in. I chose to learn something about feminism last semester. Though it has 

nothing to do with teaching, I enjoyed it and never skipped any lecture. 

(Lyn) 

Besides promoting our comprehensive and overall quality as a future 

teacher, courses of different disciplines are fun. I chose chemistry this 

semester. It talks about chemistry and everyday life. My major is English. 

I value the chance to know about natural science. The course is much 

more interesting than what I used to experience in chemistry courses in 

secondary school. The professor has a good sense of humor. It is an 

exciting experience. (Fay)  

All of the four novice teachers in fact gave positive comments on general education 

courses. But they did not like courses of ideo-political education, either. One of the 

comments was quite representative:  

I found that what I have learned in the university was useful for my 

teaching now. Even the knowledge I have acquired from elective courses 

of general education. I took some courses in mathematics. Now I 

sometimes can tutor my students to solve math problems using 

mathematical thinking. As a head teacher, you need to know not only what 

you teach. You need to know more. General education is useful in this 

sense. It was a pity that we were not offered more courses like this. In fact 

I think time allocated to courses like Ideological and Moral Cultivation, 

Theories, Philosophies and Thoughts of Marx, Mao and Deng, Military 

Theory should be shortened. It is OK to have some. But they have taken 
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up too much share and time. (Will)  

Another novice teacher said:  

I think quite a number of our public courses were a waste of time like 

courses on so called ideo-political education. It is more like ‘brainwashing’ 

than education. I gained nothing from those courses, but those courses had 

taken up quite a number of credits. Besides, they limited the possibilities 

for our development of other potentials. (Linda) 

In X University teacher educators of general education felt that student teachers did not 

take these courses seriously. Neither did the leaders of university. They said this kind of 

courses was taught to large classes with quite a lot of students even over a hundred from 

different majors of different years. The Associate Head of a department in X University 

who once taught general education courses said: 

I don’t teach public courses now. I used to teach them when I was 

younger. There were too many students and they didn’t take it seriously. 

Most students took this kind of courses as ‘doing something else’ courses. 

Some did assignments of what they called more important courses. Some 

played with their computer or mobile phone. Some slept. Some even 

chatted with their neighbors under your nose.  (Carl) 

A teacher educator who was teaching general education during my interview in 

X University made similar comments: 

It isn’t an easy task to teach non-major courses to a large class. Most 

students take it as a time for leisure, relaxation or doing assignments of the 

courses they thought important. Few students really care what I’m 

teaching. The only time that they are serious about my course is when the 

mid-term or final exams are coming. They will chase me to tell them what 

chapters will be tested in the exams. And they promise to study hard if I 

tell them the area that will be covered in the exam. (Sue) 

Responses given by Y University interviewees were more or less the same as those of X 

University. The following were the expressions from student teachers.  

Though I am not seriously involved in the public courses, I usually study a 

week or so before the exams (giggling). I do get some ideas about 

knowledge on those areas and I believe I know where to seek relevant 

information when I need them. And I think that is enough. I don’t like 
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mechanical memorization. I assume the most important thing is that we 

have the ability to know where to find what we need in the future. I mean 

the ability is more important. I think those course will be helpful for my 

future teaching one way or another. (Rita) 

Some of the public courses have broadened my views and horizon. My 

major is social science. But thanks to the public courses, in the future I can 

show to my students that I know things about chemistry and physics. They 

will respect me more. Students look up to teachers who have a wide range 

of knowledge. (Leo) 

Student teachers’ and novice teachers’ views of ideo-political courses in Y University 

were similar to those of X University. One of the student teachers there said:  

I think courses like Basic Principles of Marxism Philosophy, Mao Zedong 

Thought and Introduction to the Theoretical System of Socialism with 

Chinese Characteristics and so on are of little help to us. I gained almost 

nothing from those courses, because we were stuffed with thoughts and 

opinions of those famous people. We didn’t have the chance to express our 

opinions and thoughts. Besides, they took up quite a lot of our time in our 

freshman year when we had so many subjects to learn. If there were no 

such courses, I wouldn’t have been that busy in my first year. I strongly 

recommend that our university decrease the number of these courses. 

(Jean)  

Observation data indicated student teachers did not take general courses seriously, 

though they said that some courses were important and helpful. I conducted observations 

in both universities’ classrooms to see how the student teachers behaved in different 

courses. I looked at their attentiveness in the class and their responses to questions the 

teacher raised. In my observation of one of the public courses in X University which was 

not any of the ideo-political courses that they did not like, I counted the number of 

student teachers who were listening to what the teacher educator was teaching and found 

that less than 30% were attentive. Many students seldom looked up to the lecturer. They 

were up to something. Some were writing or reading something. Some students played 

with their computer or mobile phone. One of the students even received a call during the 

class. A few of them were chatting with their neighbors. Among the ten questions the 

lecturer raised during the whole teaching session, only a few students actually responded 

to the question. In a word, most student teachers were not attentive in the course I 
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observed.  

The performances of student teachers in general courses in Y University were not better 

than those of future teachers in X University. In my observation, I found that student 

teachers sat scattered in the big lecture hall and many of them sat at the back of the hall 

doing something. One of the male students who sat two rows ahead of me even played 

computer games in the class. Two others who sat near me were discussing the 

arrangement of an upcoming event. However, in a subject matter knowledge course I sat 

in in Y University, student teachers were quite tentative and active.  

5.2.2 Extracurriculum  

5.2.2.1 Volunteer teaching and identity establishment, teaching skills, and sense of 

social responsibility 

Most interviewed university stakeholders of the four groups in the two universities 

believed that volunteer teaching was a good supplement for student teachers to make up 

for their missed chances for practicing teaching. Besides, university administrators and 

teacher educators said that this teaching experience had helped student teachers to 

establish their identities as teachers and form a sense of social responsibility. In 

addition, these activities helped student teachers change their negative attitudes towards 

teaching and being a teacher. Student teachers gave similar comments. Teacher 

educators commonly thought that these experiences gave student teachers a sense of 

being a teacher. They said that student teachers with these experiences behaved more 

like teachers and were familiar with the teaching procedures when they started their 

clinical experiences within the official curriculum. For example, a teacher educator in X 

University said that: 

At present, it isn’t realistic to provide student teachers as many formal 

opportunities as we want to in order to put the theories they have learnt 

into practice. Volunteer teaching is a good supplement. This experience 

can help them form a sense of responsibility as a teacher. Besides, it is the 

beginning for them to feel and act as a teacher. Some of my students who 

had been to volunteer teaching shared with me that after volunteer 
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teaching experience, they began to know what they needed to learn and 

improve to be a teacher. They said that they had acquired a sense of 

direction in their future study and development. (Vincent) 

Student teachers in X University who had these experiences all mentioned that those 

were their first teaching experiences, which had helped them build up confidence in 

teaching especially when doing the practicum, and helped them to start the transition 

from the role of student to that of a teacher. They also mentioned that they had found 

fun and sense of achievement in doing volunteer teaching which made them feel needed 

and what they were doing could make a difference. Student teachers who did volunteer 

teaching shared their experiences: 

I enjoyed my volunteer teaching last summer. I not only learned to teach 

according to the needs of students but also established good relationships 

with them. I told them how to get along with each other and care about 

each other. I still keep in touch with them asking about their studies and 

everyday life, and encourage them to study hard and to use knowledge to 

change their life. This experience has changed my attitude towards 

teaching. You know I didn’t want to be a teacher at first. I just want to 

learn math. But now through this teaching experience, I found that I can 

exert a positive influence on children’s lives and I felt powerful and 

helpful. I would be a teacher — a good teacher who can help students to 

live a positive life. (Lyn) 

The volunteer teaching I went to last summer helped me start my role as a 

teacher. Previously, I was a student and I observed teaching from a 

student’s point of view. But this experience made me a teacher. I have 

learned to think from a teacher’s perspective. I enjoyed passing what I 

knew to the students in my own way and felt content when I saw the 

students looking at me with the eagerness of wanting to know more. I felt 

that I could make a difference to students’ life. I felt proud and 

empowered. (Debbie) 

Administrators and teacher educators in Y University shared similar views with those of 

the interviewed teacher educators in X University. In addition, they also talked about 

their help with volunteer teaching. One of the interviewed administrators commented on 

volunteer teaching activities: 

Our university helps student teachers to do volunteer teaching. There are 

over a hundred student-organized volunteer teaching teams each summer 
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holiday. We fund most of them once their proposal has passed the 

interviews of the university. Some of our professors even go with them. It 

is beneficial to student teachers in many ways, like improving their 

teaching skills, their abilities in communicating with students, and forming 

a sense of social responsibility. Their ability to do research can be 

improved as well, because most of them will do research at the same time. 

The most important thing is that they have mentally started their role 

transition from a student to a teacher. Once they step onto the teaching 

platform, they start to behave like a teacher and they begin to think as a 

teacher. (Flora)  

A teacher educator who took student teachers to a volunteer teaching mentioned the 

impact volunteer teaching had on his students: 

Volunteer teaching has become an indispensable part of teacher education. 

I encouraged my students to do it and I went there with them twice. 

Volunteer teaching has helped them improve their skills and abilities in 

communicating with students and managing the classroom. Besides this, 

volunteer teaching provided them with chances to know about education 

situations in China, especially in the underdeveloped places, which could 

arouse their sense of responsibilities to dedicate themselves to the 

education profession. This experience has helped student teachers to feel 

like a teacher. I don’t think they can develop much in teaching skills or 

techniques because many of them are not given opportunities to do formal 

teaching. What they can do is more like make-up classes or after-class 

tutoring. However, this experience makes teacher candidates start 

establishing their self-identity as teachers. They start their contact with 

students as a teacher. (Lee) 

Student teachers’ views were largely the same as how student teachers in X University 

saw it. A prospective teacher shared her volunteer teaching:  

Volunteer teaching has changed my attitudes. You know I didn’t want to be 

a teacher. It was my parents’ decision that I should be a teacher, because 

they believe that teaching is a stable and safe job for girls. I don’t think my 

temperament goes well with teaching profession. However, after the 

volunteer teaching when I had a chance to stay together with students, I 

began to like teaching and the longer I stayed with the kids, the more I 

liked teaching. After the supervised student teaching, I’m finally sure that 

teaching is what I want to do in the future. (Rita) 

Student teachers also pointed out problems they met in volunteer teaching. The 

problems were quite common in both universities. The most common concerns were: 
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the problem of how to teach, funding issues, and the difficulty in establishing a long-

term relationship with the site where the volunteer teaching was conducted. A student 

teacher in X University who started a volunteer teaching team to teach in his hometown 

told me of the difficulties he had met:  

Money was a big problem. There were around 50 volunteer teachers in my 

team going to three places last summer. We had to collect money among 

us and we paid our own fares. But we still needed money for daily 

expenses. We also wanted to buy some prizes to encourage those good 

performers in class. We paid all these at our own expenses. Besides, 

teaching was a problem. The great majority of my team members were 

sophomores or juniors, most of whom had no concrete teaching 

experience. We had some training before we started but it was still a big 

problem. (Jack) 

Another student teacher in X University, who was also a team leader, talked about the 

difficulty in establishing long-term relationship and financial issues: 

Our problem was that it was hard to maintain long-term relationships with 

the volunteer teaching sites. Last summer one of our teaching sites told us 

not to come the next year after the volunteer teaching because the school 

principal didn’t want to take the responsibilities if anything bad happened. 

Besides, we needed some external funding to support us. It was not easy to 

do it with our pocket money. (Tracy) 

Though in Y University, money matters were less serious because the university funded 

quite a number of the volunteer teachers, it was still a concern since the funding was not 

enough. They related to their difficulties as follows: 

Well, the difficulties I met in volunteer teaching were that I didn’t know 

how to teach when I first went to teach because I didn’t learn anything 

about teaching and lack of enough money was another problem. I had to 

pay for everything in the volunteer teaching, but my pocket money was 

limited. I hoped that our university could help us get ready to teach earlier 

and that we could have more funding for volunteer teaching. (May) 

It was not easy to find a place to do the volunteer teaching for us. Besides, 

even though we had a place to do the volunteer teaching, we weren’t sure 

if they would allow us to do it again. I was told due to some safety issues, 

quite a number of schools didn’t want us to do volunteer teaching in their 

schools. (Joy)  
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5.2.2.2 Competitions of teaching skills, techniques and pedagogical development 

Those who participated in the competitions in X University said that they gained quite a 

number of things from taking part in the competitions. The most important one was that 

they learnt from the comments on how to teach from the panels made up of experts on 

education. They also became familiar with the procedures of preparing a lesson and 

teaching process. In addition, they got rid of stage fright. They could freely and 

confidently present themselves in front of a large crowd and answer questions raised by 

experts.  

A student teacher shared her experience in taking part in competitions of teaching and 

teacher quality as follows:  

Participating in competitions helped me get familiar with the procedures to 

prepare a lesson and the process to teach. Previously I thought it was easy 

to teach from my observation of how my teachers taught. However, when I 

was about to prepare my lesson, I found I didn’t even know where to start. 

Thanks to the competitions now I know what I should do as a teacher. 

Preparing for the competitions helped me to step into the working world of 

a teacher, even though I didn’t manage into the final. (Lyn) 

Another student teacher who also participated in competitions of teaching and teacher 

quality said: 

Participating in competitions of teaching and teacher quality was a good 

experience for me. In the preparations for the competitions, I built up my 

confidence as a teacher. Before taking part in the competitions, my 

knowledge on teaching was from my observation of how teachers taught 

and I thought teaching was easy. However, when I started my preparation I 

realized how complex the teaching job was. When I managed to the final, I 

felt confident and competent. (Mary) 

Student teachers in Y University shared similar views towards competitions. The great 

majority of the informants of the four groups agreed that these kinds of competitions 

provided student teachers with good platforms to display to others their abilities and 

talents. Besides, if they won the prizes, it would be a bonus for them in their résumé for 

job-seeking. Teacher educators commented that because the panels of the competitions, 
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especially at the final competitions, were experts in teaching or subject matter 

knowledge, not only those competitors but also those in the audience could gain a lot 

from the comments made by those experts. More important, the competitors would 

develop their teaching skills and techniques after several rounds of competitions. The 

following was what a teacher educator in Y University said: 

I was invited as a judge of the competition at our faculty. Some of them 

were my students. I could tell the growth they underwent from 

participating in the competitions. You know they asked me for advice 

before the competition started. I watched them from the beginning to the 

end. They indeed performed like a competent teacher in their final — 

calmly and skillfully interacted with the imaginary students. Some of them 

even raised questions to the panels as if they were her/his pupils (laugh). 

(Lee) 

The student teacher informants shared similar views to those in X University. Those who 

had participated in the competitions said that they had gained quite a lot in the 

competitions — familiarity with teaching procedures, improved teaching skills and 

techniques, and courage of teaching in front of a large audience. 

I won the first prize in the competition. I gained enormously from this 

experience. I survived three rounds of competitions. I became better and 

better after each competition. I gained skills and techniques in teaching. I 

became confident. This competition told me that I could not only be a 

teacher but a good teacher through my hard work. (April) 

Those who did not participate said that they had learned a lot as well. They learned from 

both the competitors’ strengths and weaknesses. They also gained from the comments 

made by the panels who were much more experienced in teaching than they were. What 

one of the student teacher interviewees from Y University said was quite representative: 

I never took part in the competitions. I have stage fright. But I’ve been to 

quite a number of them. I learned a lot. When I saw the good 

performances of a competitor, I kept that in mind and put it into practice in 

my either my volunteer teaching or my private tutoring job. When I saw 

the shortcomings, I reminded myself of avoiding making the same 

mistakes. Besides, the comments from the panels were of great value and 

very inspiring. (Tina) 
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However, some student teachers in both universities did not like the competitions. They 

thought that the competitions were more like shows and were shallow and superficial. 

Comments of a student teacher in Y University were quite representative:   

I don’t like those competitions. They are superficial. They are shows for 

those who want fame. They are utilitarian. They want fame and the award 

to find a better school to work in. You know some competitors use the 

same lesson plan at different competitions. The more times they attended 

the competitions, the more skillful they became. They don’t really 

develop, I think. (Cindy) 

I went to observe the student teachers performances in competitions of teaching and 

teacher qualities in both universities. In X University it was only the first round of 

selection. In Y University it was a final competition at university level. For this 

competition, it was not easy to get a ticket. Forty minutes before the competition, there 

was a long queue of people waiting to get into the auditorium. Seen from the 

participants’ performances in teaching in both universities, it was clear that the 

competitors were quite familiar with what they taught and could clearly express 

themselves. They were quite confident in answering questions raised from the panel 

members. They defended their ways of interpreting the teaching contents and teaching 

methods confidently. There were no signs of stage fright from any of the finalists. Some 

of the competitors asked the panel members to answer the questions they raised. They 

praised them when they gave very satisfactory answers. When some panels failed to 

answer the questions, the student teacher(s) tried to comfort the “student”. Some of 

them behaved like real classroom teachers.    

5.2.3 Hidden curriculum  

5.2.3.1 Organized events and activities and student teachers’ career path and 

professional ethics, professional identity, value, and belief 

As illustrated previously, hidden curriculum included both intentionally planned events 

and activities and unplanned human and physical environment. Student teachers in both 

universities acknowledged the influence organized events and activities had on their 
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willingness, motivation and dedication to teaching profession.  

Student teachers in X University talked about how different activities had influenced 

them:  

You know when we first came here we were taken to see the film of a 

famous alumnus. He was really very great. I cried a lot when I saw the 

film. I was so moved that I decided to be a teacher as well. Though I may 

not be a teacher like him, I feel that teaching is a great profession. Besides, 

I have read the book called “Life with Mission—stepping into the world of 

first national model teachers and educators”. All these have inspired me to 

devote myself to teaching. (Jane) 

I have read ‘life with mission’ and was deeply moved by the touching 

stories of those teachers and educators. They are really great and have 

inspired me to be a teacher like them. From them I further understand the 

importance of teaching and how a good teacher can make a difference to 

the life of students. I want to be a teacher who can make a difference to 

students’ life. (Candy) 

I have read the books and seen the films. I don’t know. I don’t think I will 

be that great. They have sacrificed a lot. But I think these books and films 

remind me of being a good and responsible teacher. I want to be a teacher 

who works hard and is responsible but at the same time enjoys life. I also 

want to pass on my views to my students — study hard and enjoy life. 

(Joyce) 

Organized events and activities were not as popular in Y University as in X University, 

but still from time to time there would be some organized activities. Student teachers 

were impressed them. They talked about their experiences as follows:  

There are lectures from time to time, and I will go if I have time. They 

influenced me in one way or another. The deeds of the speakers inspired 

me. I was encouraged and believed that I could be a teacher like them. 

(Phil) 

I should say the most noticeable influence these activities had on me is 

that I no longer look down upon the teaching profession. I used to think 

that teaching is not worth doing especially as an excellent student. I could 

contribute more if I took up another profession. But after listening to quite 

a number of lectures and reading the book, I found that being an excellent 

teacher is the greatest contribution one can make to society. An excellent 

teacher can make a big difference to students’ life and thus to the society. 
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(Ben) 

But there are also some different voices. Some student teachers and novice teachers did 

not like the events and activities, because quite a number of the stories were about how 

those teachers and educators had sacrificed themselves to teaching in adverse conditions. 

They thought it was irrational to sacrifice oneself to teaching. Besides, the Government 

should not make propaganda about sacrifice. Instead, they should make teaching an 

envious job that everyone wants to do. The opinion of a novice teacher graduating from 

X University was quite representative:  

To be frank, I don’t like what they have done. They should take care of 

themselves first and then perform their duties. You see some of them 

cannot teach anymore because of their health condition. I know the 

conditions are extremely grave in some places, but still I cannot imagine 

how they can treat themselves like that. I don’t like this kind of 

propaganda either. The Government should try their best to change the 

adverse conditions of teaching and teachers, instead of encouraging us to 

sacrifice. Teaching should be made a noble profession not a sacrifice. 

(Linda) 

I made observations in both cases of the physical environment of the universities. I 

observed the banners, the contents of bulletin boards of the universities to see what was 

advocated by the universities. In both universities there were banners of their university 

motto hanging around the universities. The essence of both universities’ motto was to 

encourage students to study hard and to be a model for people.   Besides there were 

some bulletin boards introducing famous alumni who had made contributions to 

education and displaying photos of volunteer teaching activities that different societies 

had organized. 

5.2.3.2 Teacher educators, peers, and professional ethics, values and beliefs of 

prospective teachers  

Besides this, student teachers and novice teachers in both universities expressed their 

appreciation of the spiritual nobleness of teacher educators and the diligence and simple 

lifestyle of the students in their university.  
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Student teachers in X University talked about their peers as follows: 

Students in my university work hard and lead a simple life, unlike students 

in other universities. You know, many of my high school classmates they 

fool around, hold parties, and play computer games. However, wherever 

you go you can find someone studying in this university. I’m greatly 

affected by this. In a way, I’m forced to study hard. It is the power of 

example. (Jason) 

Wherever you go you can see students learning. Some even study in the 

canteen. They put their things there when they have class. After class they 

come back to study again. We have the atmosphere for learning. I was not 

that hard working. But because people around me are all hard working, I 

have to study hard. It’s called follow the suit! But I like this feeling. (Tom) 

In Y University, student teachers expressed their admirations towards their teachers as 

follows: 

I appreciate our teachers. They are responsible, encouraging. More 

important, many of my teachers are quite famous in their field but they are 

very humble. They are patient and caring. You know I didn’t want to be a 

teacher. I applied for this university only because I like it. But under the 

influence and encouragement of my teachers, I began to like teaching. I 

will teach upon graduation. My teachers are my models. (Sana) 

Our teachers are diligent, knowledgeable, patient, and humble. You know 

some of our teachers are quite famous in our field, but they are easy-going 

and kind. They are our examples. (Tina)  

5.2.3.3 University culture and environment and student teachers’ confidence 

The impact that the university’s physical environment has on student teachers of both 

universities could not be neglected. According to the interviewed university major 

stakeholders, the physical environment of the university positively influenced student 

teachers concerning their confidence of their future job. Besides, both universities 

provided very good resources and facilities to help promote students’ study. Both 

universities had very powerful library resources and there were staff available to help 

students make full and good use of the library.  

Student teachers and novice teachers in both cases have expressed their admirations 
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towards their university. As mentioned previously, quite a number of them applied to the 

university because they were attracted by the university’s fame. They also said that the 

university did not disappoint them. They like the culture and environment in their 

university. They said that the overall environment of the university was good.  

A novice teacher graduating from X University said: 

I’m satisfied with how I have been educated by our university. I’m 

confident in my knowledge of chemistry. You know, in the collective 

lesson planning meetings in our department when there are complicated 

problems, I’m always the one to solve them. I can also take a lead in 

education research. I’m familiar with the procedures to do research. I had 

two related courses on doing education research in university: one was 

research methodology and the other was a chemistry experiment course. 

(Gary) 

An interviewed student teacher in X University commented like this, and her opinion 

was supported by fellow interviewees
34

: 

Students in our university are much more competent than those in ordinary 

normal university or three-year normal universities. They might be good at 

basic teaching skills and quite familiar with the textbooks. But their 

comprehensive quality cannot compete with us. We will catch up with and 

surpass them once we are familiar with those skills and the teaching 

materials. The great majority of our alumni are well-received in the 

schools they are teaching.  (Dawn) 

A student teacher in Y University said: 

I admired my university a lot so I chose to study here. The longer I study 

here, the more I like my university. When walking around the campus, I 

feel content and proud. When you go to library and walk around the 

campus, you can see some encouraging and inspiring banners here and 

there which makes you feel good, especially when you feel down. (Sana) 

Besides, a student teacher in Y University said:  

I have faith in my university. More important, reality has told us that 

graduates from our university are well-received in their work places. I’m 

sure I can get a good job and do well in my future job like the other 

                                                        
34 This was during a focused group interview of five students.  
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alumni. (Zoe) 

An administrator in Y University said: 

I’m not boasting, but our university is good. Though we now have become 

a comprehensive university. We are still good and working hard at 

educating leading teachers for secondary schools. We are able to provide 

them with rich learning resources. We have very powerful library 

resources of both printed books and electronic database. Many of our 

teacher educators are very famous in their field across China. (Rose) 

5.3 Summary  

In summary, there were different reasons why student teachers and novice teachers 

chose FTE. Though quite a number of stakeholders thought highly of this policy 

thinking it was helpful in improving educational inequality and development imbalance, 

some thought it was an unfair policy that deprived student teachers especially those 

economically disadvantaged ones of their freedom to choose.  

In general, student teachers in FTE program experienced three concurrent curricula 

namely official curriculum, extracurriculum and hidden curriculum, each of which 

played different role in student teachers development. Major university stakeholders 

shared some similar views towards different curricula but at the same time there were 

differences.   



132 

 

Chapter 6 Discussion 

Previous chapter presented findings from this study through analyzing the collected data 

to present a picture of the reality of different curricula of teacher education under the 

context of FTE policy. In addition, major university stakeholders’ views and reasons for 

the views of the curricula were explored. This chapter aimed at presenting interpretative 

insights into the findings so as to illustrate a holistic understanding of the research 

findings. The discussion drew upon the literature reviewed in Chapter Two and Chapter 

Three and other related literature. The analysis and interpretation were intended to 

augment the understanding of the status quo of teacher education curricula and how the 

major university stakeholders in the two researched universities viewed the curricula 

and why they held those views. Some findings of this research were in line with 

findings of previous studies, but some were unique to this study.  

6.1 FTE policy  

Every coin has two sides. Re-implementation of FTE brought positive impact on teacher 

education in the pilot universities. At the same time it exerted some negative influence.   

6.1.1 Positive influence of FTE  

Empirical finding of this research confirmed theoretical analysis of FTE policy that it 

had positive impact like solving imbalanced development and inequality existing in 

education, ensuring more people to enjoy their rights to be educated and lessening lack 

of qualified teachers in the western and rural areas of China (e.g. Chen, 2009; Wang, 

2008; Yu, 2008. See Chapter 3, 3.1). FTE indeed provided opportunities for 

economically disadvantageous students to go to university. As mentioned previously 

“free of charge and monthly subsidy” was among the most popular reasons for applying 

for this program, which echoed findings of other research (see Chapter 3, 3.2.1). As 

illustrated in Chapter two, these six universities used to be key teacher education 

universities. Though some of them had changed their education orientation, they were 

still taken as key teacher education universities. Before the re-implementation of FTE, 
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graduates from these six universities usually chose to step into other professions or 

teach in universities or key schools in big cities when they had freedom to choose where 

to work. Over 90% of my student teacher and novice teachers interviewees were from 

western or rural areas of China, which meant that over 90% of them would go back to 

those places to work after graduation. In 2011, over 90% graduates from these six key 

universities began to work in western and rural parts of China (Wen, 2011).   

This research also found that importance was attached to general education and 

pedagogical education after the re-implementation of FTE. Besides, the two case 

universities started to establish relationship between what was taught in university and 

what was taught in basic education. Additionally adaption was made to improve student 

teachers’ clinical experiences. This research also found that extracurriculum and hidden 

curriculum that increased in number and varieties as a result of re-implementation of 

FTE had edifying influence on student teachers in regard to student teachers’ practical 

skills, choice of future career, beliefs, values, professional ethics, and identity 

establishment. 

Contrary to findings of some researchers (e.g. Li, 1999; Wang, 2011, Zhang, Zhao, & 

Qi, 2011, see Chapter 3, 3.1.2) that FTE student teachers were not interested in taking 

up the teaching profession, many student teachers and novice teachers in this study said 

that they wanted to teach. Though quite a number of the student teachers expressed that 

they chose this program for other reasons and not out of love for teaching, they enjoyed 

teaching after they had contact with students. Some were inspired to teach by the books 

they read, the films they saw, the videos they watched, and the lectures they attended.  

6.1.2 Negative influence of FTE  

This study found that some student teachers lost their motivation and passion to learn, 

because they have a secured job opportunity. This finding was in line with findings of 

other research (e.g Fang & Qi, 2001; 2011, Zhao, H. H., 2010). The finding of this study 

also indicated that student teachers were demotivated also because they felt that they 
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were deprived of freedom to choose either their future career or to pursue of full-time 

postgraduate study. 

6.2 Formal curriculum  

6.2.1 Curriculum reform and traditional belief on teaching 

Findings of this study echoed findings of previous research that good subject matter 

knowledge enabled student teachers to teach the same teaching materials utilizing 

different pedagogies and from different perspectives (Monk, 1994, see Chapter 3, 3.3.1). 

Additionally, this research found that a good grasp of subject matter knowledge gave 

student teachers confidence to teach.  

Looking at the history of Chinese teacher education, we can see that subject matter 

knowledge courses dominated teacher education curriculum especially after the 

founding of PRC when Russian model of teacher education was emulated (see Chapter 

2, 2.1.3).  Traditional Chinese notion of teachers’ role as knowledge transmitters was 

still deeply rooted in the minds of many Chinese people (Guo & Xie, 2012; Wang, H., 

2007). It has been long disputed internationally in teacher education about what was 

more important — subject matter knowledge education or pedagogical knowledge 

education (Goodlad, 2002; Korthagen & Kessels, 1999; Liu & Xie, 2002) and the 

education of subject matter knowledge always gained the upper hand (Du, 2007; Guo & 

Xie, 2012, Wang & Zhang, 2009). Subject matter knowledge was seen as the center of 

teacher education (Wang & Zhang, 2009). This study indicated that the major university 

stakeholders believed that having a good knowledge of the subject combined with on-

the-job practice was sufficient for success in the classroom, which also echoed findings 

of other researchers (e.g. Darling-Hammond, 2006; Lawlor, 1990; O’Hear, 1988). 

This research found that although some student teachers and novice teachers mentioned 

that some of the subject matter knowledge they acquired in teacher education had little 

to do with what was going on in basic education, quite a number of stakeholders 

including administrators, teacher educators, student teachers and novice teacher did not 
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think it was a problem. They held the opinion that the more future teachers knew of 

their subject matter, the better teacher they would become in the future. Having good 

subject matter knowledge was seen as a most important indicator of excellent teachers 

in China (Zhong, 2008).  

Interviews with student teachers and novice teachers indicated that helping students to 

get good examination results was teachers’ primary goal. In fact, getting higher grades 

in different examinations was still the primary goal of schools, teachers, students and 

parents. China did not get over examination-oriented education though quality-oriented 

education had been advocated for quite a long time. Reform attempts were numerous 

and varied but the examination-oriented “regular system” was incredibly resilient, 

bouncing back with renewed vigor after each assaults (Dello-Iacovo, 2009). All of these 

may explain why subject matter knowledge courses were given more attention and 

attached more importance both in document and in people’s mindset. The participants 

offered other reasons behind this “subject matter knowledge first” practice and mindset. 

Student teachers in both universities pointed out that in their universities they were 

ranked mainly according to examination scores of their majors. To be on the top rank, 

they had to study their major hard. In addition, according to the interviewees most 

schools that came to employ teachers would first look at student teachers’ rank among 

their peers and would ask about their grasp of subject matter knowledge. 

This study found that contents of subject matter knowledge in the case universities 

followed the national higher education curriculum standard designed for ordinary 

universities. There were no differences in terms of subject matter knowledge courses 

between teacher education programs and non-teacher education programs in both 

universities, which resulted in the disconnection between what future teachers learned in 

the university and what they were supposed to teach in basic education. This finding 

was not unique. Researchers both home and abroad had similar finding. Some teacher 

education programs in the US offered “academic majors that often have little 

relationship with the content taught in secondary schools” (Bullough, 2008, p. 35).  
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This study also illustrated frustrations of some senior student teachers who had finished 

their supervised student teaching and novice teachers because what they learned in 

university had little to do with what they taught and they had to learn by themselves.  

6.2.2 Theory learning and practice  

The findings of this study about pedagogical courses were in line with finding of 

previous studies that PCK courses were necessary for effective teaching and greater 

number of general pedagogical courses exposure enabled student teachers higher level 

of subject matter knowledge teaching (e.g Cohen & Hill, 2000; Darling-Hammond, 

2006; Monk, 1994; Shulman, 1987; Youngs & Qian, 2013. See Chapter 3, 3.3.1).  

This study found that senior student teacher who had finished their supervised student 

teaching and novice teachers had realized the importance and usefulness of theory 

learning in their actual classroom teaching. They mentioned those theories could have 

helped them in not only how to prepare their lessons but also how to communicate with 

students, if they had learned them properly at university. They on the one hand felt 

regretted that they did not take those courses seriously and on the other hand said that 

the university was also responsible for this. They believed that when learning theories 

they should at least have been given a chance to see how those theories were put into 

practice if they could not apply them in reality. However, findings also indicated that 

many student teachers especially those who did not do their supervised student teaching 

did not realize the real importance of pedagogical knowledge, because quite a number 

of them still believed that teaching was more born than taught. Besides, some of them 

called the courses that had nothing to do with their major “useless” courses.  

This study found that pedagogical courses were given more attention in allocation of 

credit hours (around 20-25%) and in content in both universities than they previously 

did before the re-implementation of FTE policy. At the same time, this research found 

that there was a disconnection between theory learning and practice. The findings were 

also in line with findings of previous research (See Chapter 3, 3.3.4). 
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Seen from the collected data, most interviewees — teacher educators, student teachers 

and novice teachers in both universities attributed this disconnection to the following 

reasons. First there was a problem between the cooperation between the university and 

the schools. Second, they said that the design of the curriculum was irrational. Theory 

learning was offered in the first three years, while the real practice was at the beginning 

of the senior year when they had forgotten many of the theories they had learned. In 

addition, some student teachers and novice teachers said that some of the teacher 

educators were not well qualified or equipped to teach them. They pointed out that some 

teacher educators who taught them teaching methods had little idea of what was going 

on in basic education. This corroborated what Levine (2006) found that quite a number 

of teacher educators had little idea about what was going on in basic education, their 

understandings on basic education stayed what it was like ten or twenty years ago.  

6.2.3 General education and its importance 

It was found in this study that general education for FTE student teachers was the same 

as that for non-teacher education students in both universities. This finding was in line 

with finding of other researchers (e.g. Xu & Zhang, 2010).  

This study also found that the importance of general education in the two universities 

seemed to have been recognized. Student teachers and novice teachers said that they 

believed that general education was useful in their overall development and in 

improving their comprehensive knowledge. However, they did not take those courses 

seriously in reality. Some of the student teachers called courses that had nothing to do 

with their major “useless” courses.  

This study found that general education was dominated by courses like ideo-political 

education and some other compulsory courses like Military Theory. These courses were 

called “brainwashing” by student teachers and novice teachers. This was one of the 

reasons why student teachers did not take these courses seriously. Another frequently 

given reason by student teachers and novice teachers for not taking the courses seriously 

was that compulsory courses of general education were “boring” and “useless” and 
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optional courses of general education were taken “for fun” or “to get the credits”. Those 

who claimed that general courses were of help in their overall development and in 

improving their comprehensive knowledge did not think that it was an indispensable 

part of the education of prospective teachers. As discussed in previous part, they 

believed that subject matter knowledge coupled with some teaching practice was the 

indispensable part and other knowledge was a bonus.  

It was also pointed out by student teachers and novice teachers that the assessment of 

general education courses was another reason for their negligence of it. The finding that 

assessment methods were factual tests given at the end of semester echoed finding of 

other researcher like Huang and Liu (2006) who pointed out that assessments in teacher 

education had uniform format with a single aim — outcome-based assessment aiming at 

testing student teachers’ academic achievement. Besides, it was also found in this study 

that it was easy to get at least a pass in those general education courses.  

Additionally this study indicated that general education courses were taught in the so-

called “big class” in which around or even over a hundred students sat in a big lecture 

room with the instructor lecturing most of the time through the whole session. Without 

being actively involved in the learning process, most student teachers found the courses 

boring with few gains.  

Some writers (e.g. Du, 2007; Guo & Xie, 2012; Lin, 2011; Peng, 2004; Wang, H., 2007; 

Wang & Zhang, 2009) pointed out that courses of general education in teacher 

education programs were limited in varieties. Contrary to their findings, this research 

indicated that in both universities there were quite a number of selective courses for 

students to choose from in humanities, social sciences, and natural sciences. These 

courses were described by the informants as fun and practical. The problems pointed 

out by them were that little time was allocated to these courses and the number of 

available seats was limited.  
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6.2.4 Clinical experiences and student teachers’ practical skills 

The finding that clinical experiences helped student teachers build up their confidence 

to teach and acquired practical skills like teaching strategies, ways to communicate with 

students were in line with previous studies (e.g. Darling-Hammond, et al., 2005; Guyton 

& McIntyre, 1990; Youngs & Qin, 2013, See Chapter 3 teacher education curriculum). 

At the same time, it was found by this research that clinical experience helped future 

teachers to establish or confirm their identity as a teacher. This research also found that 

there some problems related to the frequency, variety and duration existed in clinical 

experiences. Besides, there was a lack of cooperation from schools. According to 

existing literature, these were also common problems of teacher education programs in 

other countries (e.g. Youngs & Qin, 2013).  

This research also indicated that student teachers who had finished their supervised 

student teaching and novice teachers from both universities thought that it was a good 

idea to invite secondary school teachers to teach student teachers pedagogical courses. 

They said that teachers in secondary schools provided them with more practical and 

relevant knowledge and advice. In fact in Y University some secondary school teachers 

were invited to teach as guest lecturers. Quite a number of student teachers there 

thought highly of this practice.  

Teacher educators, student teachers and novice teachers in both case universities all 

mentioned how clinical experiences positively influenced student teachers’ in building 

up their confidence in teaching and as a classroom teacher. But the observation data also 

demonstrated that the student teachers could not manage the classroom well. They did 

not know how to discipline disruptive students. They did not take action to draw the 

attention of those inattentive students to their teaching. Some student teachers said it 

was because the cooperating teachers did not trust them to their students that made the 

students did not listen to them. They also felt powerless to discipline those misbehaving 

students. Besides, most students knew that they were there for supervised student 

teaching and were students as well, so they dared to behave improperly. It was not easy 
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for student teachers to deal with these scenarios.   

This study found that there existed a discrepancy between what the student teachers 

learned from their university-based theory learning and what went on in their placement 

schools (Clift and Brady, 2005). Student teachers in both cases expressed their 

frustration with the discrepancy between the coursework in the university and 

classroom reality. In schools, especially those so-called ordinary schools
35

 where 

students were of average or less than average scores in different examinations, the 

classroom was dominated by the traditional teacher-centered teaching method. Students 

were passive recipients of book knowledge so that they might have a better 

performance in examinations. But at university student teachers learned that they should 

use student-centered teaching method. In Y University, those who did their supervised 

student teaching in the key secondary schools in the city where the university was 

located did not meet this dilemma. For almost all the student teachers from X 

University and student teachers from Y University who did their supervised student 

teaching in ordinary secondary schools, they had this dilemma.  

In addition, how to maintain good relationship with their mentors in middle school was 

also a tricky question for quite a number of student teachers. Some student teachers 

dared not to challenge their field-based mentors to use some of the teaching methods 

they learned at university for fear the mentors would be unhappy with them. Clift (2009) 

mentioned that student teachers tended to please their mentors in the field and would not 

challenge them with what their methods teachers in university advocated. One of the 

reasons for this was that some of the mentors in secondary schools were not selected 

seriously. Quite a number of the interviewed teacher educators, student teachers and 

novice teachers pointed this out. Bullough (2008) also found this problem in the US, 

“placements were made for practice teaching with comparatively little regard for 

cooperating teacher quality” (p. 6). The observation confirmed this. Out of the four 

observed supervised student teachings, only one middle school mentor showed up in the 

                                                        
35 Students in China are streamed into different kinds of schools according to their examination scores. There are key 

schools housing students of high test scores and ordinary schools accommodating students of average or below 

average scores.  
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student teaching classroom, but he slept most of the time.  

Quite a number of other facts were responsible for the abovementioned problems. 

University administrators and teacher educators mentioned the difficulty in finding 

schools that were willing to allow student teachers to do supervised student teaching in 

their schools. It was not easy to maintain long-term cooperation with those cooperating 

schools. They also mentioned the limited study time student teachers had when there 

were so many things for them to learn, which made it even harder to arrange more 

clinical experiences. Some authors attributed the problems to the irrational design of 

teacher education curriculum (e.g. Du, 2007; Lin, 2011; Luo, Y. Z., 2006; Sun, M. L., 

2008; Wang & Gou, 2007), which was echoed by findings of this research. 

Findings of this study indicated that efforts were made in both universities to provide 

students more opportunities to put what they learned into practice. Y University 

improved their practice of internship while X University tried to reform their supervised 

student teaching.   

6.3 Extracurriculum  

This study found that after the enrollment of FTE student teachers, the number of 

extracurricular volunteer teaching teams and competitions of teaching and teacher 

quality increased. Besides, there were associations and societies specially set up for FTE 

students to organize volunteer teaching and hold competitions of teaching and teacher 

quality in the two universities.  

This study found that extracurriculum positively influenced future teachers in terms of 

their identity establishment as teachers, teaching skills, communication skills, and sense 

of social responsibility. These findings were in line with existing literature (See Chapter 

3, 3.3.2). In addition, this research showed that extracurriculum influenced student 

teachers’ choice of future career. It demonstrated that volunteer teaching helped 

participating student teachers to establish clear direction and motivation in what and 

how to learn. Student teachers who did volunteer teaching were more motivated to study 
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both inside and outside classrooms. In view of previous studies which indicated that 

extracurriculum activities had a positive impact on students’ academic achievements 

(e.g. Buoy, 2004; Eccles, Barber, Stone, & Hunt, 2003), results of this study could carry 

positive potential to further enhance students’ study.  

In addition, volunteer teaching was helpful in ways that it helped student teachers 

establish their identity as teachers, form a sense of social responsibility, and improve 

their skills in teaching and communicating with students. Interviews with student 

teachers who had done volunteer teaching corroborated this. They said that when they 

stepped on the teaching platform they started to feel like a teacher which made them 

behave and think as a teacher. The observation data also confirmed this. The student 

teachers in the volunteer teaching classroom was responsible and tried different ways to 

teach the same materials when the students did not understand what they was taught. 

They were patient with the students.  

Besides, volunteer teaching helped student teachers change their career path and their 

traditional belief on teaching.  The most frequently given five answers to “why did you 

choose FTE” were “free of charge plus monthly subsidy” (some wanted the free 

education, some had no money for higher education), “being forced to”, “wanting to 

study in this university”, “wanting to be a teacher” “secured teaching position after 

graduation”. However, interviews with student teachers and novice teachers indicated 

the changes. Quite a number of them mentioned that teaching made a difference to 

students’ life which gave them senses of fulfillment. Besides, they found fun in 

teaching. They would choose teaching as their profession.  

This research also found that there were some problems with volunteer teaching in both 

universities. Volunteer teaching teams lacked both funding and support. They lacked 

academic support from the university and they lacked support from the local schools 

where they did volunteer teaching. Though both universities financially supported 

volunteer teaching with Y University giving more financial support than X University, 

the funding was not enough. Funding support from the universities was helpful though 



143 

 

not enough.  

It was found in this study that it was useful to have a teacher educator to go there with 

student teachers to do volunteer teaching. Accompanying teacher educators could not 

only provide some supervision on student teachers’ teaching but also could officially 

communicate with the people in charge of the local schools. In this way, Y University 

set up a couple of formal volunteer teaching sites with some places, which in a way 

solved another problem of the volunteer teaching, that is, the hardship to maintain long-

term relationship with volunteer teaching sites.   

This study found that competitions of teaching and teacher quality helped student 

teachers get familiar with the procedures and process of preparing and giving a lesson. 

Participating in these competitions also helped the participants get rid of stage fright. In 

addition, audience of the competition gained quite a lot not only because they could 

draw lessons from competitors’ performances but also because they could learn from 

comments given by the panels, because panel members who were experts in either 

subject matter knowledge or teaching could offer quite relevant and useful comments in 

terms of competitors’ performances.  

6.4 Hidden curriculum  

The finding that hidden curriculum especially the planned contents had edifying impact 

on student teachers’ beliefs, values, characters, and professional ethics were in line with 

findings of other researchers (e.g.  Luo, M. D., 2006; Mossop, Dennick, Hammond, & 

Robbe, 2013; Xia & Yu, 2010, Yang, Han, Jiao, & Han, 2007. See Chapter 3, 3.3.3).  

This research also found that planned hidden curriculum affected student teachers’ 

choice of future career. Most of the interviewed prospective teachers and novice 

teachers were moved by the touching stories of the dedicated and excellent teachers and 

educators who delivered speeches. They were also inspired by the dedicated educators 

which appeared in the movies and videos that they saw. As indicated previously, quite a 

number of the student teachers mentioned that they did not want to be teachers. 
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However, some of them were inspired to be teachers by the deeds of the dedicated and 

excellent teachers and educators.  

This study also found that both the physical and human environment of the university in 

the two cases influenced student teachers in their beliefs, values, and characters. Student 

teacher and novice teacher interviewees appreciated the good learning environment in 

the university, which promoted their interest in and dedication to learning. In addition, 

in X University there were posters that promoted the ideas of living a simple life, 

protecting the environment, being a useful person to others, being a righteous person 

and the like posted everywhere around the campus. Making good use of hidden 

curriculum would be beneficial in edifying student teachers’ beliefs, values, characters, 

and in instilling them the sense of professional ethics (Luo M.D., 2006). 

This research also found that teacher educators in both universities influenced student 

teachers both on what kind of teachers they wanted to be and on their sense of being a 

moral teacher. “What student teachers learn during their initial training is as much 

influenced by who is responsible for teaching them as it is by the content of the 

curriculum” (Larson, 1977, p. 36). In this study overwhelming number of student 

teachers and novice teachers were impressed by knowledgeableness, patience and 

humbleness of their teachers and believed that many of them had set a good example for 

them to follow in their future teaching career.  

Besides professional ethics, this study also showed that teacher educators exerted 

significant influence on student teachers’ choice of future career. Some student teachers 

and novice teachers expressed their unwillingness to work as a teacher when they first 

came to the university but after communicating with their teachers during their 

undergraduate years and seeing how their teachers behaved, they gradually realized 

teaching was a noble career that could contribute to the society. Besides, they said that 

teaching could bring to them a sense of fulfillment and satisfaction. Most student 

teacher and novice teacher interviewees in both case universities believed that the great 

majority of their teachers set a good example for them to follow especially concerning 
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professional ethics.  

Besides teacher educators, peers had positive influence on the interviewed student 

teachers and novice teachers as well. Quite a number of them said that most students in 

the university studied hard and lived a simple, which they thought created very good 

human environment for them to live and study in. 

6.5 Summary 

In summary, drawing on the literature reviewed in Chapter Two and Three and other 

related literature, this chapter further analyzed and offered possible reasons for and 

explanations to the findings presented in the previous chapter. In general findings of this 

research were in line with findings of previous research. At the same time, this study 

had some unique findings.  

This study found that FTE in a way helped improve teachers’ quality in western and 

rural regions in China. Though some were involuntary participants, quite a number of 

students had been inspired to teach. FTE also helped economically disadvantageous 

students to receive higher education. However, this policy caused some student teachers 

to lose motivation to study. Student teachers in the two case study universities 

experienced three concurrent curricula namely formal curriculum, extracurriculum, and 

hidden curriculum. More credit hours were allocated to general and pedagogical 

education. Contents of formal curriculum started to establish the relationship between 

what was taught in university and in basic education. Extracurriculum and hidden 

curriculum, which increased in number and variety as a result of re-implementation of 

FTE, had an edifying influence on student teachers in terms of their practical skills, 

choice of future career, beliefs, values, professional ethics, and identity establishment. 

Problems existed concerning different aspects of teacher education curricula. There was 

a disconnection between what was taught at university and in basic education 

classrooms. General and pedagogical education was insufficient. Also clinical 

experiences were inadequate in terms of their frequency, variety, and duration. These 

resulted in student teachers lacking opportunities to relate theory to practice. 
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Additionally, there were cooperation problems between university and schools. There 

were also problems related to the quality of university teachers who taught pedagogy 

and cooperating teachers who supervised student teachers’ teaching.  

Next chapter the final chapter served the purposes of summarizing the whole thesis as 

well as offering tentative recommendations for policy-making, practice and future 

research.   
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Chapter 7 Conclusion and recommendations  

This final chapter first presented the conclusions, followed by the limitations and 

delimitations of the study. Recommendations for policy-makers, practitioners especially 

university administrators and teacher educators, and for future research were offered in 

the concluding part.  

7.1 Conclusion  

In conclusion, after the re-implementation of FTE due attention was once more paid to 

teacher education in the pilot universities. They all took measures to reform the 

education of FTE student teachers. Human and physical resources were invested to 

develop teacher education. More credit hours were allocated to general education and 

pedagogical education courses to improve student teachers’ overall quality and practical 

competence. Though not enough, contents of formal curriculum started to establish 

relationship between what was taught in university and in basic education. Besides 

reforming the formal curriculum, the number and variety of extracurriculum and hidden 

curriculum were increased to suit FTE student teachers’ needs. Generally speaking, 

extracurriculum and hidden curriculum had positive impact on student teachers’ identity 

establishment, beliefs, values, and choice of future career.  

Problems existed concerning different aspects of teacher education curricula. There was 

a disconnection between what was taught at the university and in basic education 

classroom. Student teachers lacked opportunities to relate theory to practice. Clinical 

experiences were insufficient in terms of the frequency, variety, and duration to conduct 

them. Additionally, there were cooperation problems between the university and the 

schools. There were issues in terms of the quality of university teachers who taught 

pedagogy and cooperating teachers who supervised student teachers’ teaching. Though 

general education courses were claimed to help future teachers improve their overall 

quality, they were not taken seriously by student teachers. Ideo-political courses which 

took almost half of general knowledge courses were controversial not only because they 

took up many credit hours but also because their contents were said to instill values and 
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beliefs to student teachers who labelled those courses as “brainwashing” courses. Some 

other general knowledge courses were also neglected by student teachers because of the 

contents and/or assessment methods.  

Extracurriculum in the form of volunteer teaching and competitions of teaching and 

teacher quality flourished after the implementation of FTE. Volunteer teaching not only 

made up the missing link for student teachers’ insufficient teaching practice but also 

helped improve student teachers development in various aspects including identity 

establishment as teachers, teaching skills, communication skills, choice of future career, 

and sense of social responsibility. But problems existed due to insufficient financial and 

academic support. Though there were some opposing voices against planned activities 

and events, overall the hidden curriculum had edifying influence on student teachers’ 

beliefs, values, characters, choice of future career, and sense of professional ethics.   

7.2 Limitations and delimitations of the study 

Sometimes there is some confusion concerning limitation and delimitation of a study 

(Bloomberg & Volpe, 2012). While limitations mean the conditions that might weaken 

the study, delimitations connote that the researcher purposefully sets boundaries to the 

study (Bloomberg & Volpe, 2012).   

7.2.1 Limitations of the study  

“Regardless of how carefully you plan a study, there are always some limitations” 

(Bloomberg & Volpe, 2012, p. 114). There were limiting conditions in this study. Some 

were the common critiques of both qualitative research and case study. Some were 

inherent in my research design. I also illustrated in this section the conscious efforts I 

made to minimize impacts of these limitations 

Because the researcher was the measurement tool of qualitative research, he/she was 

generally criticized for being subjective. Although measures were taken to reduce the 

subjectivity of this study, issues of subjectivity and potential bias regarding me being a 

former student of teacher education program were key limitations. To make sure that I 



149 

 

stood neutral in the research process, I constantly checked my own feelings and 

thoughts during the fieldwork. In the interviews, I made conscious attempt not to say 

too much and rarely made any comments on what the interviewees said.  

Besides, a few participants had some reservations in expressing their views, because 

some were recommended by either their teachers or their colleagues. I assured them that 

information collected from them was confidential and would be kept so all the time. 

However, I still could sense some of them had reservation in sharing their feelings, 

thoughts and views for fear that their teachers or colleagues might know their real 

feelings, attitudes or views. So I managed to find an interview site that they were 

comfortable with and create an environment which was conducive to candidate and 

open conversations.   

In addition, limited by time and resources, I could not conduct face-to-face interviews 

with novice teachers graduating from Y University, which in a way limited access to 

more information. I tried to make up for this by conducting open-ended questionnaire 

and doing probes and follow-up informal interviews with informants via online instant 

messenger, but it was not as good as actual interviews.  

7.2.2 Delimitations of the study  

Because of time and resource constraints, I delimited the study in two aspects—the 

selection of research locations and selection of informants.  

For selection of research locations, I chose two universities that were near to each other 

which saved me time in traveling around. Major informants were selected from 

university administrators, teacher educators, student teachers and novice teachers of 

teacher education program. Other major stakeholders like mentors of student teachers in 

secondary schools, novice teachers’ colleagues and principals were excluded.    

7.3 Recommendations  

“Policy and practice can be improved by good research” (Stake, 2010, p. 26). Based on 
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findings, analysis of the findings and existing literature, I would like to make following 

recommendations for policy-makers, practitioners as well as future research. 

7.3.1 Recommendations for policy  

7.3.1.1 Ways to finance teacher education 

At present, the Government pays for FTE student teachers’ education and 

accommodation fees. Besides, student teachers are given monthly subsidy. In return, 

student teachers have to work in basic education for at least ten years. Some student 

teachers said that the Government had bought their ten years with around 50,000 Yuan. I 

suggested that the Government offers this free education in the form of loan. Student 

teachers enrolled in FTE program do not have to pay anything during their study and 

they still can receive monthly subsidy. When they graduate, if they choose to work in 

basic education as required by the contract, they do not pay anything. If they choose not 

to work in basic education, they have to pay the loans and subsidy including the 

interests of those costs. In this way, not only senior secondary school graduates can be 

attracted to FTE but also student teachers in the program know that they have the right 

to choose their future profession or pursue full-time postgraduate study.  In case some 

novice teachers take the advantages and work in schools for a shorter than the required 

period stated in the contract, they are subject to paying back certain amount of loan plus 

interests depending on how long they work in basic education.  

7.3.1.2 Screening mechanism 

The Government should also introduce screening mechanism so that those who are not 

qualified to teach are screened out of the teaching profession. As discussed in the 

previous chapter, FTE in a way demotivated future teachers to study because they are 

secured with a job upon graduation. Standards should be set. Those who do not meet the 

standards should not be offered a job in teaching profession.  
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7.3.1.3 Equal treatment of teachers across the country 

FTE in a way has helped to solve the problem of the quality of teacher supply in 

western and rural China. Senior high school graduates with relatively high CEE scores 

were enrolled into FTE pilot universities. But it is not a panacea. It is not helpful in 

solving problems of teacher drainage in western and rural areas. More than one student 

teacher and novice teacher told me that if teachers were treated equally across the 

country, they would not mind much where they taught. Teachers across the country 

should be treated equally in terms of their payment and working and living conditions. 

These measures may help to solve problems of teacher supply and teacher retention in 

western and rural areas across China.  

7.3.2 Practical Recommendations  

7.3.2.1 Clearly-stated common goals  

Seen from how the future teachers and novice teachers responded to the questions, it 

was clear that goals had impact on student teachers’ attitudes to and ways of teaching 

and learning. Research (e.g. Darling-Hammond, 2006) also indicated that having clear 

and shared goals was an important and indispensable component of effective teacher 

education. There should be clearly-articulated shared goals among all parties involved 

in teacher education programs so all know what they need to achieve.  

7.3.2.2 Formal curriculum  

Teacher education should be given the autonomy to formulate Curriculum Standards of 

subject matter knowledge and general education for themselves. Content knowledge of 

teachers should be different from that of ordinary university students (Shen & Li, 2001). 

What student teachers learned in the university classroom should be closely related to 

what is being taught in basic education especially in secondary schools since this FTE 

policy tries to educate secondary school teachers.  

Seen from the arrangement of the curriculum, ideo-political courses like Basic Principle 
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of Marxism, Introduction to the Major Theories of Mao, Deng’s Three Representatives, 

Principles of Contemporary Chinese History, which were seen as “brainwashing” 

courses by student teachers should be further revised. These courses took up around 9% 

of the total time and over half of the general education time in the undergraduate 

program. When teacher educators and student teachers complained about the limited 

time and infinite tasks, maybe it was wiser to give teacher education institutes more 

autonomy to design how they want to foster their students’ morality, self-discipline, and 

political consciousness or awareness according to the characteristics of the universities 

and backgrounds of students.                

How student teachers’ academic achievements are evaluated or assessed should be 

reconsidered. This study indicated that summative assessment was still a dominant form 

of evaluation in the two case universities. Formative assessment that can help promote 

student teachers’ learning should be in place as well.  

In addition, evaluation of how the graduates do in their job should be created. “Our 

teacher prep programs have operated largely in the dark, without access to meaningful 

data that tells them how effective their graduates are in the classroom” (Duncan, 

2011)
36

. Knowing how the graduates perform in their job can help teacher education 

institutes further improve their education.  

More opportunities should be provided to student teachers to put into practice what they 

have learned in pedagogical courses. If a teacher education program aims to cultivate an 

effective and reflective teacher, the curriculum should address the inseparable relation 

between theory and practice. Different ways can be employed to solve this problem. It is 

ideal that student teachers be taken into a classroom to practice what they have learned. 

If it is not possible to do that each time they have learned certain theories, other ways 

can be used. Classroom observation can be used. It may not be an on-the-spot 

observation. Live-broadcasting or a clip of video that demonstrates how theories are 

                                                        
36

 Arne Duncan’s speech entitled “New Approach to Teacher Education Reform and Improvement” 

http://www.ed.gov/news/speeches/new-approach-teacher-education-reform-and-improvement retrieved 

on 2013-4-2.  

http://www.ed.gov/news/speeches/new-approach-teacher-education-reform-and-improvement%20retrieved%20on%202013-4-2
http://www.ed.gov/news/speeches/new-approach-teacher-education-reform-and-improvement%20retrieved%20on%202013-4-2
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used in reality may suffice. Besides, case study can be used as well. Student teachers 

can discuss what kind of theories can be used to teach certain groups of students in the 

given case(s). Additionally, role play is a way that can be used to give student a sense of 

how theories can be applied in reality.  

More can be done to encourage better clinical experiences. Time allowed for different 

clinical experiences should be lengthened. These experiences should be arranged earlier. 

“There is some evidence that both the amount and timing of student teaching affect 

outcomes” (Darling-Hammond, et al., 2005, p. 410).As a result, it is important that 

student teachers should be given more opportunities and time to have clinical 

experiences. Besides, according to previous research “the length of student teaching 

when candidates have complete responsibility for instruction” (Youngs & Qian, 2013, p. 

256) matters to improve student teaching. As a result, it is important to ensure that 

student teachers are given more opportunities to do actual classroom teaching. Several 

writers have also mentioned that the forms of clinical experiences in Chinese teacher 

education are limited and should be enriched (e.g. Du, 2007; Yu, 2008; Zhang, 2010). 

Furthermore, they suggested offering clinical experiences to student teachers throughout 

their four-year study instead of centering on the last two years. All the above 

suggestions were mentioned by my interviewees as well.  

Cooperation between schools and teacher education universities should be strengthened 

in various aspects. Teacher education institutes are training teachers for basic education, 

so it is vital for them to work closely with those working in basic education. This kind 

of cooperation might be beneficial for both parties. As the administrator in Y University 

commented, it was not easy for individual teacher education institute to go and find 

cooperation with certain local schools. They sought for help from some local 

governments and found it was an effective way. Help should be mutual. It is impossible 

for university and school to be exclusively associated with either theory or practice 

(Khan, 2012). Universities can help local schools to do education research and provide 

continuous professional development education to in-service teachers, while local 

schools can provide supervised student teaching opportunities for teacher candidates. 
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Schools should also be involved in curriculum design and planning in teacher education 

programs. X University is trying out a UGS (university-government-school 

cooperation), which has been said to be quite successful and effective. However, further 

systematic research is needed. 

Teacher educators especially those who deliver teaching methodologies should be 

encouraged to go into the classrooms of basic education to observe the latest 

developments in this area. Besides, teachers in secondary schools who know more about 

basic education realities should be invited to teacher pedagogical courses. In addition, 

cooperating teachers who supervise student teaching should be carefully selected and 

should receive some training before they start supervision.  

7.3.2.3 Extracurriculum  

Systematic and consistent support should be provided to extracurriculum teaching 

activities. First of all, academic support is needed. Quite a number of student teachers 

said that they did not know what to do at the beginning of their volunteer teaching. Most 

of them did it the way Lortie (1975) called “apprenticeship of observation”. They taught 

from their experiences of observing how their teachers had taught them. Early 

arrangement of clinical experiences is helpful as well.  

Besides, financial support is needed. Though Y University supported quite a number of 

volunteer teaching teams, many student teachers did this at their own expense, which 

made their life and teaching difficult in these remote areas where they did volunteer 

teaching.  

Additionally, consistent support to student teachers to establish a long-term relationship 

with the places where student teachers do their volunteer teaching is necessary. This will 

benefit not only student teachers for their long-term commitment but also the needy 

school children in those areas. A teacher educator in Y University who went to the 

volunteer teaching site with the student teachers said that if the university established 

relationships with the volunteer teaching site, local people tended to be friendlier and 
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more open to volunteer student teachers.  

7.3.2.4 Hidden curriculum  

As findings of this study suggested, hidden curriculum in general had edifying impact 

on student teachers in various aspects including student teachers’ belief, values, 

characters, choice of future career, and sense of professional ethics. As a result, more 

planned events and activities that help promote student teachers’ dedication to teaching 

and professional ethics should be encouraged. However at the same time, the contents 

of the events should be carefully selected and arranged. Just like what some student 

teachers and novice teachers said “Instead of encouraging us to sacrifice, teaching 

should be publicized as a noble profession not a sacrifice” (Linda). 

7.3.3 Research recommendations  

Based on the findings, conclusions and my reflections on the research, I would like to 

offer following recommendations for future research. 

7.3.3.1 Recruiting informants from basic education  

Secondary school mentors should be included in the research. They can provide 

information on the performance of student teachers and make relevant suggestions for 

teacher education institutes. I in fact interviewed a mentor of a student teacher of X 

University. He indeed provided me with quite a lot of inspiring information and 

insights. Due to the limited time and resources and to stay focused, I did not include the 

information. Neither did I interview other mentors.  

I also suggest including principals and teachers of those schools that have hired FTE 

graduates as informants. After working with these graduates for some time, they will 

have their comments and insights on the performances of these graduates. They can 

provide valuable insights on how to effectively prepare future teachers in those teacher 

education institutes.   
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7.3.3.2 Doing a longitudinal study   

Longitudinal study allows researchers to compare changes within people and across 

people over time. “A key strength of a longitudinal study is the ability to measure 

change in outcomes and/or exposure at the individual level” (Belle, Fisher, Heagerty, & 

Lumley, 2004, p. 729). I suggest longitudinal study because in my study I have found 

novice teachers’ changes of attitudes towards pedagogical courses. They expressed their 

regrets over not studying in those courses. Interviewed future teachers said that those 

courses were “of little help” and “not really necessary”. Longitudinal study allows 

researchers to see if this kind of views will be changed after the future teachers start 

their teaching career.  

Besides, longitudinal study can help delve into graduates’ reflections and insight on the 

education they received and on how that education has helped or confined their 

professional developments. They may come up with more concrete suggestions to 

teacher education after they have actual teaching experiences.   
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Appendix I Semi-structured interview protocol  

Interviewee(s):_________      gender ____________       university year___________     

Interview time _____________     location _____________     

1. Why do you choose FTE? What do you think of FTE? 

2. What courses have you taken? 

3. Can you share with me your experiences in taking these courses? 

4. What do you think of these courses? 

5. How did you find these courses in helping you to be a teacher (like your 

preparedness in teaching in knowledge, in psychology, and in teaching skills and 

techniques)?  

6. Have you participated in any extracurriculum teaching-related activities (e.g. 

volunteer teaching, tutoring, part-time teaching)? Can you share with me your 

experiences?  

7. How helpful did you think the university education was in your extracurriculum 

teaching related activities? 

8. Have you read “Life with Mission — stepping into the world of first national 

model teachers and educators”, seen any film about teachers or teaching, 

attended lectures given by famous teachers or intellects? What do you think of 

them? 

9. What kind of teacher do you want to be and what kind of teacher do you think 

your university intended to educate you to be? How do you think the education 

you received in university help you to achieve your goal or the goal set by the 

university?  



183 

 

10. What do you think of your university? 

11. What do you think of teacher educators in your university?  

12. If you have the chances to make suggestions to your university, what 

suggestions would you like to make concerning the education of future teachers?  

Note: the above is a sample of the interview protocol of student teachers. There 

were asked in different order and were worded differently according to the response 

of the interviewees. Below is a table illustrates different questions raised to 

administrators, teacher educators and student teachers and the relationship between 

interview questions and research questions. 

Research 

questions  

Interview questions 

for administrators 

Interview questions for 

teacher educators  

Interview questions for 

student teachers and 

novice teachers 

How are the 

curricula like 

after the 

implementation 

of FTE policy? 

1. What courses have 

been offered to student 

teachers?  

2. Can you share with 

me the rationale of the 

arrangement of the 

courses 

3. What kind of 

teachers does the 

Government and your 

university intends to 

educate? 

1. What courses do you 

teach? What courses do 

you know have been 

offered to student 

teachers?  

2. What kind of teachers 

do you want your 

students to be? 

3. Do you know what 

kind of teachers the 

Government and your 

university intend to 

educate? 

 

1. What courses have 

you taken? 

2. Have you 

participated in any 

extracurriculum 

teaching-related 

activities (e.g. 

volunteer teaching, 

tutoring, part-time 

teaching)? 

3. What kind of 

teachers do you want to 

be? 

4. Do you know what 

kind of teachers the 

Government and your 

university intend to 

educate you to be? 

How do the 

major 

stakeholders 

experience and 

view the 

curricula? 

 

1. What do you think 

of the courses offered 

to student teachers? 

2. What do you know 

about student teachers 

activities related to 

developing their 

learning to teach 

outside the classroom? 

3. What do you think 

1. Can you share with 

me your experiences in 

teaching the courses? 

2. How did you find the 

offered courses in 

helping your students to 

be teachers (like 

preparedness in teaching 

in knowledge, in 

psychology, and in 

1. Can you share with 

me your experiences in 

taking these courses? 

2. What do you think of 

these courses? 

3. How did you find 

these courses in helping 

you to be a teacher (like 

your preparedness in 

teaching in knowledge, 
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of your university? 

4. What do you think 

of teacher educators in 

your university?  

5. What suggestions 

would you like to 

make concerning the 

education of future 

teachers to your 

university? 

teaching skills and 

techniques)?  

3. What do you know 

about student teachers 

activities related to 

developing their learning 

to teach outside the 

classroom? 

4. What do you think of 

your university? 

5. What do you think of 

teacher educators in your 

university?  

6. What suggestions 

would you like to make 

concerning the education 

of future teachers to your 

university? 

in psychology, and in 

teaching skills and 

techniques) ?  

4. Can you share with 

me your experiences? 

5. What do you think of 

your university? 

6. What do you think of 

teacher educators in 

your university?  

7. If you have the 

chances to make 

suggestions to your 

university, what 

suggestions would you 

like to make concerning 

the education of future 

teachers?  

Why they have 

those views?     

1. What makes you 

view it/them like this? 

(this question has been 

asked following some 

of the above 

questions) 

1. What makes you view 

it/them like this? (this 

question has been asked 

following some of the 

above questions) 

1. What makes you 

view it/them like this? 

(this question has been 

asked following some 

of the above questions) 

 



185 

 

Appendix II open-ended questionnaire  

My name is HU, Aihua. I am a Ph.D student in Hong Kong Baptist University. I’m now 

doing a research on free teacher education program. Thank you very much for 

answering this open-ended questionnaire. It may take you around 30 minutes to answer 

the questions. Your information and answers won’t be disclosed to others except me. 

Please give detailed information for each question. If you have any question, please 

contact me by emailing me at huaihuald@hotmail.com, calling me at 000852-6159 0204 

or QQing me at 76703248. If you want to talk to me, write to me or leave a message in 

QQ. I’ll call you. Thank you for your cooperation. Your response is invaluable to my 

research.  

1. Demographic information:  

Gender          Subject you teach                 Teaching age          year(s)    

Working place ______   (province)_________(city)                        

2. Why did you choose free teacher education?  

3. What courses have you taken in your university study? 

4. Can you share with me your experiences and views in taking these courses? 

5. How did you find these courses in helping you to be a teacher (your preparedness in 

teaching in knowledge, in psychology, and in teaching skills and techniques)?  

6. Have you participated in any extracurriculum teaching-related activities (e.g. 

volunteer teaching, tutoring, part-time teaching)? Can you share with me your 

experiences?  

7. How helpful did you think the university education was in your extra- curriculum 

teaching related activities? 

mailto:huaihuald@hotmail.com
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8. Have you read “Life with Mission — stepping into the world of first national model 

teachers and educators”, seen any film about teachers or teaching, attended lectures 

given by famous teachers or intellects? What do you think of them? 

9. What kind of teacher do you want to be and what kind of teacher do you think your 

university intended to educate you to be? How do you think the education you 

received in university help you to achieve your goal or the goal set by the university?  

10.  What do you think of your university? 

11. What do you think of teacher educators in your university?  

12. If you have the chances to make suggestions to your university, what suggestions 

would you like to make concerning the education of future teachers?  

P.S: there were follow-up online communications as well if there were things not clear 

or some answers needed further elaborating.  
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Appendix III observation guide (student teacher’s classroom) 

Student teacher: _________      gender ____________       university year___________     

Class _____________   location _____________     

1. Types of the class: 

Presenting new contents  

Review 

Others:  

2. General teaching strategies: 

Methods used in teaching  

Time spent on teaching 

Time spent on engaging students in learning 

Others:  

3. Interaction and communication with students 

Times of questioning individual student 

Times of questioning the whole class  

Ways of raising questions 

Eye contact with students  

Others: 

4. Classroom management  

Familiarity with students’ names  
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Ways to discipline inattentive students  

Ways to discipline students who disturb the order of the class 

Others:  

5. Overall performance: 

Clarity in presenting  

Clarity in instructional language 

Consistency in teaching  

Familiarity with teaching materials 

Blackboard writing 

Use of Multi-media   

Others  
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Appendix IV observation guide (university classroom) 

Student teacher: _________      gender ____________       university year___________     

Class _____________   location _____________     

1. General teaching strategies: 

Methods used in teaching  

Time spent on teaching 

Time spent on engaging students in learning 

Others:  

2. Interaction and communication between lecturer and student teachers: 

Times of questioning individual student 

Times of questioning the whole class  

Ways of raising questions 

Eye contact with students  

Others: 

3. Student teachers performances: 

Attentive  

Doing other things  

Answering teachers’ questions 

4. Classroom management: 

Familiarity with students’ names  
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Ways to discipline inattentive students  

Ways to discipline students who disturb the order of the class 

Others:  

5. Overall performance: 

Clarity in presenting  

Clarity in instructional language 

Consistency in teaching  

Familiarity with teaching materials 

Blackboard writing 

Use of Multi-media   

Others  

  



 

 

Appendix V an overview of some of the policy documents I have read  

Chinese English 

中共中央关于教育体制改革的

决定 （1985） 

The CCCPC (1985). Decisions of the Central Committee of Communist Party of China on the reform of education system. 

Retrieved July 2, 2012 from http://www.cn-teacher.com/fuwu/HTML/142945_4.html (in Chinese)  

中国教育改革和发展纲要 

（1993） 

The CCCPC & the State Council, (1993).  The Guidelines for China Education Reform and Development Retrieved November 

10, 2012, from http://www.edu.cn/zong_he_870/20100719/t20100719_497964.shtml 

教师资格条例 1995， 12,12 The State Council. (1995). The ordinance of teacher qualification. Retrieved November 10, 2012, from 

http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_620/200409/3178.html  

国务院关于《中国教育改革和

发 展 纲 要 》 的 实 施 意 见 

1994、7、3 

The State Council. (1994). Opinions on the implementation of “The Guidelines for China Education Reform and 
Development” of the State Council. Retrieved November 10, 2012, from 

http://vip.chinalawinfo.com/newlaw2002/slc/slc.asp?gid=10434 (in Chinese) 

教育部关于“十五”期间教师教

育改革和发展的意见 2002 

MoE (2002). Opinions of MoE on reform and development of teacher education in the “tenth five-year plan”.  Retrieved 

November 10, 2012, from http://www.chinalawedu.com/news/1200/22598/22615/22793/2006/3/we841541726111360023234-

0.htm  

《中华人民共和国教育法》

（1995、3、18 通过，1995、

9、1 执行 

The National People’s Congress. (1995). Education Law of the People’s Republic of China. Retrieved July 5, 2011, from 

http://www.npc.gov.cn/wxzl/wxzl/2000-12/05/content_4638.htm  

《中华人民共和国教师法》 

1993、10、31 通过、1994、

1、1 执行 

The Standing Commission of National People’s Congress. (1993). Teacher’s Law of the People’s Republic of China. Retrieved 

November 10, 2011, from http://www.gov.cn/banshi/2005-05/25/content_937.htm 

http://www.cn-teacher.com/fuwu/HTML/142945_4.html
http://www.edu.cn/zong_he_870/20100719/t20100719_497964.shtml
http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_620/200409/3178.html
http://vip.chinalawinfo.com/newlaw2002/slc/slc.asp?gid=10434
http://www.chinalawedu.com/news/1200/22598/22615/22793/2006/3/we841541726111360023234-0.htm
http://www.chinalawedu.com/news/1200/22598/22615/22793/2006/3/we841541726111360023234-0.htm
http://www.npc.gov.cn/wxzl/wxzl/2000-12/05/content_4638.htm
http://www.gov.cn/banshi/2005-05/25/content_937.htm


190 

 

《中华人民共和国义务教育

法 》 1986、4、12 通 过 ，

2006、6、29 修订 

The National People’s Congress. (1986). Compulsory education law of the People’s Republic of China.  November 10, 2011, 

from http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_619/200606/15687.html  

全国教育事业“九五”计划和

2010 年发展规划 1996、4、1 

Ministry of Education. (1996). Plans of national education development in the “ninth five-year” and the development outline 

by 2010.  November 10, 2011, from plan” 

http://www.chinalawedu.com/news/1200/22598/22615/22792/2006/3/sh857572702613600210503-0.htm    

面向 21 世纪教育振兴行动计

划 1998、12、24 

Ministry of Education. (1998). Action plans for revitalizing education for the 21
st
 century.  November 10, 2011, from 

http://gov.hnedu.cn/web/0/200808/29112413281.html  

中共中央国务院关于深化教育

改革，全面推进素质教育的决

定 1999、6、13  

The CCCPC & the State Council (1999). Decisions of the CCCPC and State Council on deepen education reform and fully 
implement quality-oriented education. Retrieved November 10, 2011, from 

http://www.edu.cn/zong_he_870/20100719/t20100719_497966.shtml  

国家中长期教育改革和发展规

划纲要（2010-2020）（2010） 

The CCCPC & the State Council （2010）Outlines of national mid-term and long-term education reforms and development. 

Retrieved November 10, 2011, from http://www.edu.cn/zong_he_870/20100730/t20100730_501910.shtml  

国家教育事业发展“十一五”规

划纲要 2007、5、31 

Ministry of Education (2007). Outlines of national education development plan in the “eleventh five-year”. Retrieved 

November 10, 2011, from http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_1778/200710/27737.html  

基础教育课程改革发展纲要

（试行）2001 

Ministry  of Education (2001). Outlines of the reforms and development of basic education curriculum. Retrieved November 

10, 2011, from http://www.edu.cn/20010926/3002911.shtml  

教育部关于大力推进教师教育

课程改革的意见 2011、10、8 

Ministry of Education (2011). Opinions of Ministry of Education on promoting the reform of teacher education curriculum. 
Retrieved January 10, 2012, from http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/s6136/201110/125722.html  

国务院关于基础教育改革与发

展的决定 2001/5/29 

The State Council. (2001). Decisions of the State Council on reforms and development of basic education. Retrieved January 

10, 2011, from http://www.fc110.gov.cn/zcfg/bwfg/200909/30485.html  

国务院办公厅关于开展国家教 General Office of the State Council. (2010). Notice of the general office of the State Council on piloting the reform of national 

education system. Retrieved January 10, 2011, from 

http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_619/200606/15687.html
http://www.chinalawedu.com/news/1200/22598/22615/22792/2006/3/sh857572702613600210503-0.htm
http://gov.hnedu.cn/web/0/200808/29112413281.html
http://www.edu.cn/zong_he_870/20100719/t20100719_497966.shtml
http://www.edu.cn/zong_he_870/20100730/t20100730_501910.shtml
http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/moe_1778/200710/27737.html
http://www.edu.cn/20010926/3002911.shtml
http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/s6136/201110/125722.html
http://www.fc110.gov.cn/zcfg/bwfg/200909/30485.html


191 

 

育 体 制 改 革 试 点 的 通 知 

2010、10、24 

http://www.gov.cn/xxgk/pub/govpublic/mrlm/201101/t20110112_63539.html  

2003-2007 年教育振兴行动计

划 2004、2、10 

Ministry of Education (2004). Action plans for revitalizing education from 2003 to 2007. Retrieved January 10, 2011, from 

http://www.edu.cn/20040325/3102277.shtml  

全国教育事业“十五”规划和

2015 年发展规划 2004、2、20 

Ministry of Education. (2004). Plans of national education development in the “tenth five-year” and the development outline 

by 2015.  Retrieved November 10, 2011, from http://www.edu.cn/20040218/3099196.shtml  

关于师范院校布局结构调整的

几点建议 1999.3.16 

Ministry of Education. (1999). Some suggestions on adjusting the structure of normal universities.  Retrieved November 10, 

2011, from http://www.chinalawedu.com/news/1200/22598/22615/22792/2006/3/sh5153454431251360025985-0.htm  

教育部关于 “十二五”普通高

等教育本科教材建设的若干意

见 2011、4、28 

Ministry of Education.(2011). Suggestions of Ministry of Education on textbook constructions of four-year higher education in 

the “twelfth five-year”. Retrieved November 10, 2011, from 

http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/s3885/201105/xxgk_120136.html  

国家教育委员会关于师范教育

改 革 和 发 展 的 若 干 意 见 

1996、12、5 

The State Education commission. (1996). Opinions of The State Education commission on reform and development of normal 

education. Retrieved November 10, 2011, from http://www.chinalawedu.com/falvfagui/fg22598/36652.shtml  

http://www.gov.cn/xxgk/pub/govpublic/mrlm/201101/t20110112_63539.html
http://www.edu.cn/20040325/3102277.shtml
http://www.edu.cn/20040218/3099196.shtml
http://www.chinalawedu.com/news/1200/22598/22615/22792/2006/3/sh5153454431251360025985-0.htm
http://www.moe.edu.cn/publicfiles/business/htmlfiles/moe/s3885/201105/xxgk_120136.html
http://www.chinalawedu.com/falvfagui/fg22598/36652.shtml


 

 

Appendix VI an overview of the content of official curricula in the universities  

Items X University  Y University  

Goals    

 Courses  Credits Courses  Credits 

General 

education  

Compulsory “two courses” Ideology 

and moral 

Ideological and 

Moral Cultivation 

1 theories on 

ideology and 

political 

science 

Ideological and Moral Cultivation 

Introduction to law 

3 

Introduction to law 1 An outline of Contemporary Chinese history 2 

Marxist 

theory 

Principles of 

Marxism Philosophy 

3 Basic Principles of Marxism Philosophy 

 

3 

Principles of 

Marxism political 

economy 

2 Mao Zedong Thought and Introduction to the Theoretical 

System of Socialism with Chinese Characteristics 

 

 

3 

Contemporary World 

Economy and Politics 

2 (arts) 

Introduction to Mao 

Zedong Thought 

2 3 

Introduction to Deng 

Xiaoping Theory and 

the important thought 

of Three Represents 

2 
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Health and 

physical 

education and 

national 

defense 

education 

Health 

and 

physical 

education 

P.E. 1 4 Physical 

education 

and health 

Body and fitness 1 

P.E. 2 Culture of physical education 1 

Three-self teaching
37

 2 

national 

defense 

education 

Military Theory 2 Military 

Training 

Military Theory 2 

Military training  

Military training 

2 

College foreign language  College foreign language 10 

Communicati

on and 

presentation 

Writing Applied Writing 2  

Professional Writing Information 

technology 

 Fundamentals of computer application 

 

2 

First foreign language 12 

Math and 

information 

technology 

Math Arts 6 

Science 

4 

Application of information technology 3 

Computer science 3 

                                                        
37

 The three-self teaching reform model can make the students master one or several body-building methods, cultivate the ideas of joyful fitness and lifelong exercise, strengthen students 

learning main-body status and promote healthy development of the students’ bodies and minds.  
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Elective  Humanity and social 

sciences 

Linguistics, literature, art, 

history, philosophy, 

sociology, psychology, law, 

political science, 

education, economics, 

management etc.  

Arts 6 

Science 

4 

Elective  Humanity and social 

sciences 

Linguistics, literature, art, 

history, philosophy, 

sociology, psychology, law, 

political science, education, 

economics, management 

etc.  

7 

Natural sciences Physics, chemistry, 

biology, ecology, 

astronomy, environmental 

science, geography, 

information technology, 

math etc.   

Arts 4 

Science 

6 

Natural sciences Physics, chemistry, biology, 

ecology, astronomy, 

environmental science, 

geography, information 

technology, math etc.   

Subject 

matter 

education  

Compulsory Fundamental knowledge courses   Fundamental knowledge of related 

disciplines 

 

 

 

 

92 

Core courses (subject matter knowledge + PCK)  Core courses 

Practicum and thesis 10 Major  

Elective  Series of subject matter courses 25-28  

Pedagogica

l education  

Compulsory Educational psychology 25 

Elective 

should 

be over 

¼  

 Basics of 

professional 

education 

Basics of 

professional 

education 

 

 

Educational 

psychology 

 

 

2 

Education Education 2 

Modern education technology Modern 

education 

technology 

3 

Pedagogical content knowledge Pedagogical 3 
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content 

knowledge 

Training on teaching skills and techniques Training on 

teaching 

skills and 

techniques 

2 

Educational skills Optional 

courses 

Courses on 

education 

4 

Clinical  

experiences  

Internship 1 

Supervised 

student 

teaching 

10 

Educational practice Internship  Education on occupational 

belief and development 

 

Education on 

occupational 

belief and 

development 

 

2 

Supervised student 

teaching 

Elective Courses on education  Thesis   6 

minimum 

required 

credits for 

graduation  

  145-155     171 
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