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This study examined the views of 1593 first-year graduates from five Western Australian
universities concerning three nationally endorsed teacher performance assessment (TPA)
instruments. Quantitative and qualitative data obtained through the Department of
Education Western Australia’s annual first year graduate teacher surveys from 2021-2023
was used. Study findings revealed that overall, most graduates were satisfied that the
TPA supported their classroom readiness and understanding of the graduate level of the
Australian Professional Standards for Teachers, and that mentors/supetvisors played a
critical role in these perceptions. We recommend incorporating the first-year graduates’
insights into the refinement of TPAs. Our study advocates for ensuring that
mentors/supetvisors ate willing and well-equipped with the necessaty knowledge, skills,
and behaviours to take on this role, the development and implementation of national
mentoring standards, and for larger national cross-TPA studies to strengthen the
evidence supporting the quality of initial teacher education.

Introduction

A stated feature of high-performing education systems in Australia and internationally is
consistency and transparency in assessing graduate teachers’ classroom readiness,
measured against agreed standards (TEMAG [Teacher Education Ministerial Advisory
Group], 2014). In Australia, following increasing criticism of the variability in graduate
teachers’ readiness to enter the profession (Spooner-Lane et al., 2023), a significant initial
teacher education (ITE) review in 2014 (TEMAG, 2014) mandated introducing a final
year teaching performance assessment (TPA) to ensure the quality of all graduates. The
TPA must assess pre-service teachers’ (PSTs) practical skills and knowledge of the four
elements of planning, teaching, assessing, and reflecting on the content at the graduate
level of the Australian Professional Standards for Teachers (referred to here as the Standards)
(Australian Institute for Teaching and School Leadership [AITSL], 2017b). Subsequently,
from 2019, all Australian final-year PSTs must successfully complete a TPA, as a
requirement for graduation.

The mandate of a TPA attracted criticism of a “new policy moment of ‘fixing’ ITE,
without a clear definition of what policy-makers feel is ‘broken” (Ludecke & Coopet,
2023, p. 184). Charteris (2019) claimed that the inclusion of a TPA in accreditation
discourages innovation and leads to more standardised yet lower-quality outcomes.
Currently, there is no certainty about the consistency of TPAs, nor about the
comparability of passing standards (AfGT, 2021). According to Wyatt-Smith et al. (2022),
“Australia lacks an evidence base to show the quality of teacher education, has not been
advanced through government action in any significant way” (p. 19). There is a reported
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lack of external confidence in TPAs being a sufficient measure of quality assurance (Fahey
& Joeph, 2023). An action taken to address this, is the establishment of a Quality Assurance
Ouversight Board to ensure the quality and consistency of ITE programs and their outcomes.
It is anticipated that this Board will undertake cross-institutional moderation of TPAs and
report their findings periodically to Education Ministers and the public (AfGT, 2021).

Literature review

In 2023, 12 TPAs had been developed and implemented across the 42 ITE providers in
Australia (Spooner-Lane et al., 2023) to provide evidence that graduates were classroom
ready (TEMAG, 2014). ‘Readiness’ in this case is understood to be measured by
graduates’ ability to demonstrate the Standards, as well as their ability to engage in
thinking and decision-making to put them into effect (Kriewaldt et al., 2024). The
introduction of TPAs shifted the focus from professional standards as inputs used to
inform program development, to standards as outputs assessed in actual classroom
teaching practice (Adie & Wyatt-Smith, 2021).

Measuring classroom readiness against the Standards through a TPA has been the subject
of much discussion, complicated by no clear agreement or definition of classroom
readiness (Spina et al., 2022). According to Churchward and Willis (2018) TPAs can
overclaim what can be measured, whereas Hattie (2021) claimed that “not only do TPAs
provide a valuable and authentic measure of the readiness of preservice teachers to
commence teaching, but they also give assurance that new teachers have the practical
skills and knowledge needed to be successful in the classroom” (p. 196).

Three TPAs have been adopted by Western Australian (WA) universities: the Assessment
tor Graduate Teaching (AfGT) (two higher education providers); the Graduate Teacher
Performance Assessment (GTPA) (one higher education provider); and the Quality
Teaching Performance Assessment (QTPA) (two higher education providers). All TPAs
meet the requirements of the Standards (Spooner-Lane et al., 2023) but the assessments
differ slightly in process and outputs, as shown in Table 1.

As TPA’s are relatively new in Australia, there is little empirical evidence about final year
students’ experience of TPA and their perceptions about the extent to which it meets two
key aims: to improve graduates’ classroom readiness and alignment of teaching to the
Standards. To address this gap in the literature, our study investigates the perceptions of
WA first-year graduates’ (referred to here as graduates) experience with TPAs which is
important, as often their voices are under-represented in the research on TPAs (Clayton,
2018). Furthermore, this study is unique in reporting graduates’ perceptions across
multiple TPAs. Published research to date has focused on only one TPA, for example the
GTPA (Brett & Parks, 2022; Wyatt-Smith et al., 2022), AfGT (Kriewaldt et al., 2021), and
the QTPA (Spooner-Lane et al., 2023).
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Table 1: Comparison of QTPA, AfGT, and GTPA features

Feature QTPA AfGT GTPA

Format Written assessment Structured portfolio Written assessment
comprised 4 components comprised 4 Elements focused on 4 principles

Reflective Personal teaching Critical appraisal of Critical appraisal of

component statement and written teaching practice teaching practice
reflection

Planning Learning sequence Planned learning Planning sequence across

component 4-6 lessons sequence 5-8 lessons a series of lessons

Demonstration  Impact of focus students Impact on student Appraising Impact of

of impact learning Teaching

Oral Yes No No

presentation

Video No Two video segments of ~ No

component PST teaching practice

Research aim

The aim of this study is to investigate the TPA experience for 1593 WA graduates
between 2021 and 2023. The specific research questions are:

1. What are the graduates’ experiences with the TPA contributing to them being
classroom ready?

2. What are the graduates’ experiences with the TPA contributing to their understanding
of the Graduate Teacher Standards?

3. What are the graduates’ experiences with mentors/supetvisor teachers when
undertaking their TPA?

The intention is not to report on individual TPAs but to assess the graduates’ perceptions
as a collective.

Methods
Research design

A mixed method research approach involved analysing qualitative and quantitative data
collected from an annual online survey by the Department of Education Western
Australia (the 'Department’) to answer the research questions and provide more in-depth
findings. Demographic information about graduates was obtained from the Department
Human Resource Management Information System. The study is limited by its focus on a
single jurisdiction and its reliance solely on graduate viewpoints, excluding input from
mentors and supervisors.
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Survey instruments

Data was sourced from the Department’s First-year graduate surveys, 2021 to 2023. Since
2015, the Department has conducted annual online surveys to gather feedback from
graduates in public schools about their satisfaction with their university preparation for
teaching and their experience as a graduate teacher. The Department uses the survey
results to inform policy decisions and shares findings with the WA universities for
program feedback and improvement. Our article draws on five questions and the
accompanying comments from the First-year graduate survey. Approval for this study was
obtained through the Human Research Ethics Committee at Edith Cowan University and
the Department.

Research sample

The initial research sample of 1728 included graduates employed at the Department who
responded to the First-year graduate survey from 2021 to 2023. The exclusion criterion for
135 graduates included 124 who did not graduate from a WA university and 11 whose
qualifications were issued before 2019, leaving a research sample of 1593, see Table 2. The
majority of graduates were female (75.3%), were in the 20-29 age bracket (66.0%) and had
completed a Bachelor degree (67.0%).

Table 2: Research sample characteristics

Characteristics AfGT GTPA QTPA Total

7 % n % n % n %

Gender Female 320 755 132 767 748 75.0 1200 75.3
Male 104 245 40 233 249 250 393 247

Age 20-29 281 663 145 843 625 627 1051 66.0
30-39 87 205 17 99 214 215 318 200

40-49 38 9.0 6 35 120 12 164 103

50-59 17 4.0 4 2.3 38 3.8 59 3.7

60-69 1 0.2 0 0.0 0 0.0 1 0.1

Degree  Bachelor of Education 230 542 111 645 0645 647 986 619
BEd (Primary, 1-10 Health 0 0.0 9 52 20 2.0 29 1.8

and Physical Education)
Bachelor of Health and 0 0.0 20 116 32 3.2 52 33
Physical Education

Grad. Dip. of Education 3 0.7 4 2.3 84 8.4 91 5.7

Master of Teaching 191 450 28 163 216 217 435 273

Field of  Eatly childhood 65 219 29 9.8 203 684 297 186
education Primary 157 223 81 11,5 465 661 703 44.1
Secondary 202 341 62 105 329 555 593 372

Survey 2021 136 321 79 459 384 385 599 376
year 2022 171 103 50 291 330 331 551 346
2023 117 27.6 43 250 283 284 443 278

Total 424 100.0 172 100.0 997 100.0 1593 100.0
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Analysis

Quantitative data were analysed with IBM SPSS (Version 29). Analysis involved
descriptive statistics. Kruskal-Wallis H tests were conducted as opposed to the one-way
ANOVA due to having ordinal dependent variables. The dependent variables are
measured on a four-point Likert scale (very satisfied to wvery dissatisfied and strongly agree to
strongly disagree). The independent variables had three groups, namely type of TPA (AfGT,
GTPA, QTPA) and teaching level (early childhood, primaty, secondary). Somers' 4 was
run to determine the measure of the strength and direction of association that exists
between the ordinal dependent measured on a four-point Likert scale (very satisfied to very
dissatisfied) and independent variables measured on a four-point Likert scale (strongly agree to
strongly disagree), see Appendix 1. Qualitative data from the five open-ended survey
comments were analysed using NT77w software to organise, code and find insights.

Graduates’ actual words are used in the text to substantiate the quantitative data
(Kleinheksel et al., 2020).

Results

The results are presented according to each of the research questions, first reporting
quantitative then qualitative data.

RQ 1: What are the graduates’ experiences with the TPA contributing to them
being classroom ready?

A total of 1504 graduates responded to question 1: Overall, how satistied were you that
the TPA you completed, while undertaking your final professional experience placement
helped prepare you to be classroom ready? As shown in Figure 1, the majority of
graduates (76.2%) agreed they were either very satisfied or satisfied (M = 2.09, SD =
767).

Very satisfied _

Satisfied | —

Dissatisfied Question 1 (n = 1504)
[

Very dissatisfied —

0.0% 20.0% 40.0% 60.0%

= Question 1 comments
(n=419)

Figure 1: Question 1 responses
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A Kruskal-Wallis H test was conducted to determine if there were differences in
graduates’ perceptions of classroom readiness with reference to a particular TPA: AfGT (#
= 402), GTPA (n = 162), and the QTPA (» = 940). Distributions of scores were similar
for all groups, as assessed by visual inspection of a boxplot. Scores were statistically
significantly different between the different TPA consortiums, ¥2(2) = 14.881, p = .001.
Subsequently, pairwise comparisons were performed using Dunn’s (1964) procedure with
a Bonferroni correction for multiple comparisons. Statistical significance was accepted at
the p < .0167 level. This post hoc analysis revealed statistically significant differences in
TPA scores between the QTPA (mean rank = 725.22) and the AfGT (mean rank =
814.90) (p = .001) but not between any other group combination. Also, a Kruskal-Wallis
test was conducted to determine if there was a difference in satisfaction levels with the
TPA helping prepare them to be classroom ready across the fields of education: secondary
(n = 593); primary (7 = 703); and eatly childhood (» = 297). Satisfaction levels were not
normally distributed for field of education levels, as assessed by Shapiro-Wilk's test (p >
.05). Satisfaction levels were not statistically significantly different between the fields of
education, ¥2(2) = 4.519, p = .104.

As shown in Figure 1, 419 graduates offered comment (M = 2.42, SD = .897). Sixty-seven
students were very satisfied that the TPA helped prepare them to be classroom ready with
particular reference to teaching skills. For example, one student stated, ““The TPA got me
to exercise the cycle of assessing, planning, teaching, assessing and reflecting on my
practice. That process prepared me for my own classroom.”

There were mixed responses from 158 satisfied graduates of how the TPA contributed
towards classroom readiness. Some explained “it was a good assessment that aimed at
helping you get classroom ready” whereas others stated that “it was a beneficial process
but in no way did it assist me to be classroom ready.” A few graduates were very
dismissive of the whole TPA process even when they were satisfied overall, reporting
“this was an unnecessary hindrance in what is already a very stressful time in a pre-service
teacher’s life” and “nothing more than a box-ticking exercise.” One graduate insightfully
mentioned, “You'll never be fully ready until you've been in the classroom by yourselfl”
This comment reflects how some graduate teachers perceived that, whilst the TPA can
support classroom readiness, it is not until you are out as a classroom teacher, that you
can develop all the skills necessary to be a competent teacher. Some viewed the TPA as
more than a capstone assessment: “an authentic learning experience which provided an
opportunity to begin to develop the skills I will need to complete my portfolio for career
progression.”

Many of the 50 dissatisfied graduates did not believe that the TPA prepared them to be
classroom ready. They commented “a lot of work and time was spent on the TPA, but it
had very little relevance to the classroom” and the TPA “did not reflect a lot of the
processes that are undertaken within the teaching profession.” One dissatisfied graduate
said “the TPA may have prepared me better to be a teacher, but I don't feel that it helped
me in the classroom. Assessment yes, but teaching practice, no.” Another said “It just felt
like a chore? No idea how it was supposed to be at all relevant or help me become a
teacher prepared to work? Again, useless theory nonsense that has no relevancy to actual
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teaching.” Similarly, a very dissatisfied graduate teacher stated “the TPA was a complete
waste of my time and did nothing to help me become a better teacher, I felt we were
basically being assessed twice on the same skills. Surely if we passed the practicum that
would mean we addressed the standards in the classroom? Why did we then need to go
and be assessed on it a second time?”

Some graduates commented that they found themselves in a school context that had
challenges to fulfilling the requirements of the TPA. One graduate felt “that the
assessment was poorly designed for secondary teachers.” Specific challenges included
teaching particular subject areas. One graduate teacher explained that the TPA was “not
casy for my subject area because it had to be written/pictures when most of my
assessments are audio (Music).” Another barrier was implementing the TPA in a
classroom where the students have complex needs: “the guidelines weren't very clear for
completing the TPA having done a final practicum in the education support setting. I
would love to see separate guidelines for education support (it wouldn't need a great
number of tweaks). It was difficult to report on whole class data when so much of SEN is
individually focused.”

The theme of the TPA being stressful was evident in comments made by many graduates
in each of the satisfaction levels, but particularly for the 144 very dissatisfied graduates.
One graduate commented that the TPA was a “stressful experience but good to reflect
and analyse data.” Possibly due to the high-stakes nature of the assessment, the stress was
not always seen as a negative, just an inherent component of the TPA.

Graduates also reflected on the role of the mentors/supetrvisors played from being
“fantastic mentors” and “due to having a great mentor, the TPA was beneficial” to “my
mentor was a provisional (inexperienced) teacher”. Another student explained, “My
mentor told me she did not want a prac student and continued to be unhelpful and rude
to me ... I was unable to leave because I would not be able to take a further 10 weeks of
unpaid work therefore, I had to endure it.”

RQ 2: What are the graduates’ experiences with the TPA contributing to their
understanding of the Graduate Teacher Standards?

A total of 1498 graduates responded to question 2: Overall, how satistied were you that
the TPA you completed, while undertaking your final professional experience placement
contributed to better understanding the Graduate Teaching Standards? As shown in
Figure 2, 83.0% were very satisfied or satisfied that the TPA contributed to a better
understanding of the Standards (M = 2.01, SD = .689).

A Kruskal-Wallis H test was conducted to determine if there were differences in
satisfaction levels across the TPAs: AfGT (» = 401); GTPA (» = 161); and the QTPA (»
= 9306). Satisfaction levels were not normally distributed for all TPA instruments, as
assessed by Shapiro-Wilk's test (p > .05). Satisfaction levels were not statistically
significantly different between the different TPAs, y2(2) = 4.770, p = .092.
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Very satisfied —_

Satisfied | —————

Dissatisfied | — Question 2 (n = 1498)

Very dissatisfied o

m Question 2 comments (n = 240)

0.0% 20.0% 40.0% 60.0% 80.0%

Figure 2: Question 2 responses

Two hundred and forty graduates commented (M = 2.38, SD = .839), see Figure 2.
Explanations by the 33 very satisfied graduates highlighted the requirement for “students
to evaluate and reflect on their ability to match the Standards and achieve them” and to
“carefully and deeply consider the Graduate Teaching Standards.” Graduates noted the
“good preparation for creating your portfolio and job applications” and “real life scenarios

.. understanding of differentiation strategies and behaviour management.” The TPA also
provided an opportunity for “those that want to succeed need to understand the criteria
they’re being assessed against, and so they research, discuss and learn.” One graduate
noted: “I finally started understanding the expectations of what my role as a classroom
teacher meant. I could link all I did back to the Standards and see it cleatly.”

One hundred and seven graduates indicated being satisfied with how the TPA helped
them understand the Standards. Advantages included promoting self-assessment, gaining a
“better understanding of how to evidence work and understand the Standards that are to
be met”, reflecting on learning, practising the gathering of evidence for the portfolio and
thus being “less stressed about completing my graduate portfolio.”

Of the 77 graduates who expressed dissatisfaction some noted already having a good
understanding of the Standards, others noted not learning anything new about the
Standards and that “it was just another stressful assignment to complete right at the end
of a stressful course.” Some perceived no “additional benefit” was gained and that the
TPA was “rigid ... and the actual assessment process does nothing to help with
preparation for teaching.” One graduate noted, “Did not seem an accurate representation
of me as a teacher. Felt very cookie cutter.”

The twenty-three graduates who indicated being very dissatisfied noted the excess
pressure and stress, unnecessary workload, existing comprehensive understanding of the
Standards, and described the TPA as “a useless assessment that did not summarise the
GTS, as we had learnt that the whole way through university any way.” Interestingly
fifteen graduates who indicated being very satisfied/satisfied and dissatisfied referred to
the role of their mentor teacher in “giving feedback that I applied the APST in my
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teaching”, or conversely “providing minimal feedback”, or not helping to link the
Standards to practice.

Thirteen comments from this question mentioned mentor teachers either highlighting
mentor’s lack of knowledge of the Standards, or how explicitly they used the Standards to
support the development of their teachers.

RQ 3: What are the graduates’ experiences with mentors/supervisors when
undertaking their TPA?

A total of 1498 graduates responded to the question 3: My classroom based
mentot/supetvising teacher gave me helpful feedback M = 1.55, SD = .767).
Overwhelmingly, the response was positive, see Figure 3.

Strongly agree
Agree
Disagree Question 3 (n = 1498)
Strongly disagree m Question 3 comments (n = 384)
0.0% 20.0% 40.0% 60.0%

Figure 3: Question 3 responses

Three hundred and eighty-four graduates commented (M = 1.67, SD = .952). Of the 229
graduates who strongly agreed all conveyed they had excellent mentors who were very
helpful. For example, “My final mentor teacher was excellent and gave highly constructive
and encouraging feedback throughout the entire practicum.” One graduate mentioned
that it, “Would have been better having more male mentors to see how they teach but
other than that my mentors were great.” Of the 126 graduates who agreed or disagreed,
most commented that some mentor teachers were better than others, “I had 2 mentors, 1
exceeded expectation the other did not” One graduate mentioned that “My school
mentor has been an invaluable source, However, it feels like the school administration
does not value the position/role of the school mentor (falls to the lowest common
denominator)”. Responses from the 29 graduates who strongly disagreed illustrated
challenges with mentors, such as “I had the distinct impression she did not want me in the
classroom. She offered minimal guidance moved the goalposts and made the experience
one of the worst of my life” and “I was put down often and I did not feel like I was being
lifted up, to become a confident teacher. I lost a lot of confidence in my teaching abilities
and neatly quit the profession before it begun.”
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Question 4
A total of 1488 graduates responded to question 4: I was well supported by my classroom

based mentot/supetvising teacher (M = 1.53, SD = .736). One hundred and eighty-four
graduates commented (M = 1.72, SD = .879), see Figure 4.

Strongly agree

Agree
. Question 4 (n = 1488
Disagree ( )
m Question 4 comments (n = 184)
Strongly disagree

0.0% 20.0% 40.0% 60.0%

Figure 4: Question 4 responses

Most of the 146 graduates agreed that their mentor/supetrvisor was supportive by:
providing constructive feedback, resources, assistance with planning, classroom
management and overall teaching tips; always answering queries with patience; and giving
valuable advice for their career and personal wellbeing. “My mentor was there to support
me throughout and did not ever make me feel like I was alone. Her support gave me the
confidence to try things in the classroom because she made it known that if I needed her
to help she would.” Of the minority of 38 graduates who strongly disagreed or disagreed,
the sentiment was “My mentor did not give me the opportunity to fully experience the
running of a classroom and did not provide me with access to resources needed to
develop my teaching practice.” Another said, “Feedback was given too late, had a feeling
they set me up to fail. Need to vet mentors better than just requiring 5+ years of
experience. Not all are suited or even want to have a prac student.”

Somers' 4 indicated a positive correlation between graduate satisfaction that the TPA
helped prepare them to be classroom ready and their agreement with: being supported by
their mentor/supetvisor, amongst 1477 patticipants, statistically significant overall, d =
167, p < .001; and their mentot/supetvisor providing helpful feedback, amongst 1486
participants, statistically significant overall, 4 = .189, p < .001. These findings highlight the
critical role of mentor teachers not only in supporting students through the TPA, but also
in contributing to graduate teachers’ perceptions of classroom readiness.

Question 5

A total of 1473 graduates responded to the question 5: My classroom based
mentor/supervisor had a good understanding of the Graduate Teacher Standards and
how they could be demonstrated (M = 1.63, SD = .721), see Figure 5. Somers' 4 indicated
a positive correlation between graduate satisfaction that the TPA contributed to better
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understanding of the Standards and agreement that their mentor/supetvising teacher had
a good understanding of the Standards and how they could be demonstrated, amongst
1455 participants. This was statistically significant overall (4 = .151, p <.001), then for the
AfGT (d = .165, p <.001), GTPA (d = .287, p <.001), and QTPA (d = .116, p < .001).

Strongly agree
Agree

Disagree Question 5 (n = 1473)

® Question 5 comments (n = 151)

Strongly disagree

0.0% 20.0% 40.0% 60.0%

Figure 5: Question 5 response

One hundred and fifty-one graduates commented on question 5 (M = 1.84, SD = .895).
Most of the 115 graduates who strongly agreed or agreed had similar sentiments to these
comments, “Not only did she have a good understanding of the Standards, she ensured
we had discussions about the Standards in relation to my work and that I had a good
understanding of the Standards and what meeting each standard would look like in the
classroom.” Another said, “The mentor teacher gave me strategies to further improve my
lessons so that I met the criteria outlined on the Graduate Standards. She provided
examples of how she would meet the required standard and would ensure my plans
reflected the Standards.” Of the 36 graduates who strongly disagreed or disagreed, all
commented on the lack of awareness or failure to interpret the Standards correctly by the
mentors/supetvisors. Graduates said mentors/supervisors often regarded the Standards
as “just a bunch of boxes that need to be ticked” and “older mentors generally know less
about the Standards specifically.” Again, these findings highlight the critical role of mentor
teachers.

Discussion

This study found most graduates were satisfied that the TPA contributed positively to
their perceived classroom readiness. Even so, the meaning of readiness is still highly
contested and may have been interpreted differently among respondents. According to
Ludecke and Cooper (2023) “determining classroom readiness cannot and should not be
attributed to a single moment” (p. 194), it is a transitional stage of moving from not being
a student, to not yet being a teacher. A comprehensive scoping review by Spooner-Lane et
al. (2025) similatly revealed that “classroom teaching is a dynamic and evolving process
that does not have a fixed end point” (p. 14). In particular, graduates mentioned the
crucial role that mentors/supetvisors played in assisting them to be classroom ready.
Some graduates in this study recognised they would never be fully ready until they were
actually in the classroom by themselves. Many graduates conveyed that the TPA was a
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valuable learning experience for reflecting on teaching methods and student progress. A
minority of graduates felt the TPA did not prepare them for the classroom, and it was
more of a box-ticking exercise than a practical preparation for teaching.

Ludecke and Cooper (2023) also found that the TPA did not contribute to everyone’s
perceptions of classroom readiness, particularly if it could not be viewed alongside a
tangible experience that they valued. Similar to Mebratu and Ahuna’s (2019) findings, our
study showed that for many graduates the TPA added to their workload during an already
demanding final year, detracting from the practical classroom experience. Other graduates
commented on the disconnect between the theory and practice and advised that TPA
components should be well integrated into coursework to provide clearer connections
between theory and practice. Kriewaldt et al. (2024) believed a positive classroom
experience is key to supporting PSTs in making connections between their academic
studies and practical applications. Ludecke and Cooper (2023) pointed out there are a
range of personal and professional qualities that the TPA did not, and could not, address,
which contribute to an understanding of classroom readiness. According to AITSL
(2022), TPAs are not the only assurance of classroom readiness, as ITE programs are
accredited on the basis that the Standards are taught, practised, and assessed throughout
the program.

Our findings show over half of the graduates were satisfied that their TPA contributed to
their understanding of the Standards and there was no statistically significant difference in
findings amongst the three TPAs. Graduates mentioned either mentors/supervisors
lacked knowledge of the Standards, or they explicitly used the Standards to support their
development. Reid (2011) contended that when standards substitute for knowledge about
teaching, and PST's are expected to demonstrate their ability to teach “in the language of
the standards” they are demonstrating their capacity to “join the dots” (p. 388). Whereas
Kriewaldt et al. (2024) found that linking Standards to practice through an in-depth
example of teaching sequence results in an enhanced understanding of teaching. Our
study showed a positive correlation between the mentor/supervising teacher having a
good understanding of the Standards and how they could be demonstrated, and graduates’
satisfaction that the TPA contributed to them having a better understanding of the
Standards.

Another encouraging finding is that there were no significant differences in graduates’
experiences of the TPA according to their field of education (e.g., eatly childhood,
primary, secondary). The successful implementation of TPAs in particular settings, most
notably eatly childhood has been a source of concern, and initially it was contemplated
that two consortia of ITE providers (AfGT and QTPA) may not be accommodating for
early childhood settings (AITSL, 2017a). The current revision of the Standards by AITSL
includes assessing the applicability to eatly childhood teachers (AITSL, 2022).

While TPAs are equally applicable in early childhood, primary and secondary contexts,
there were indications that it was challenging to complete a TPA in particular subject
areas. For example, gathering evidence for TPA in non-core subjects (e.g., arts) which
have less learning time allocated per week made it difficult to collect sufficient evidence,
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and caused additional stress. For some graduates, it was challenging when their TPA had
to be written or in pictures and most of their assessments were audio (e.g., music) or when
completing their professional experience in a special educational needs context. Some
graduates suggested improvements in guidance and the relevance of the TPA to classroom
realities of specific educational needs, such as special education reporting teaching
students with learning challenges and managing challenging behaviour. Ludecke and
Cooper’s (2023) study established similar experiences. The applicability of TPAs in terms
of data gathered and reporting mechanisms is an issue for further consideration and TPA
refinement.

Another issue to consider is that a TPA is a high stakes capstone assessment which creates
stress for PSTs (Mebratu & Ahuna, 2019). Most graduates in this study, whether they had
a positive or negative experience, mentioned high stress and anxiety levels. There needs to
be more extensive research in this area and a focus on what universities, schools,
mentors/supervisors can do to assist PSTs to feel emotionally supported during their
professional experience. As our study aimed to explore WA graduates’ perceptions of the
three TPAs as a collective, so further investigation is warranted into the statistically
significant difference in graduate satisfaction between the QTPA and the AfGT.

This study points to the critical role of mentors/supervisors in graduates’ perceptions of
classroom readiness and understanding of the Standards. According to Kriewaldt et al.
(2024), PSTs should be mentored by a classtoom teacher and supported by a teacher
educator. In this study, most graduates were satisfied that their classroom based
mentot/supetrvisor was supportive and provided helpful feedback. Also, there was a
positive correlation between graduate satisfaction with the TPA preparing them to be
classroom ready and agreement with having a helpful and supportive mentor/supervisor.

However, for a minority of graduates, there was inconsistency in the support provided,
with some mentors/supetrvisors being supportive while others were not. This led to a
varied experience for some, making it difficult for them to receive the help they needed.
There were instances where it was reported that mentors/supetvisors provided feedback
too late, did not offer guidance, or were simply absent during crucial times. A few
graduates reported that they did not receive the necessary resources and enough
professional guidance to fully experience and understand classroom dynamics and
teaching responsibilities. It was suggested by graduates in this study that there is a need to
have more males as mentors, that schools need to recognise the importance of the role of
the mentot, and to vet mentors/supetvisors, as not all are suited ot even want to have a
PST. The mentor/supetvisor role is paramount in supporting PSTs to find value in the
TPA (Ludecke & Cooper, 2023).

Ultimately, there is a need to ensure consistent mentorship quality across placements, by
providing more training for mentors to support PSTs effectively. Mentoring can be a
demanding role and not selecting the right mentor can have a negative impact on the
mentee (Ludecke & Cooper, 2023). Also, the development and use of mentoring
standards would provide nationally consistent guidelines inclusive of an understanding of
the skills and knowledge requited of mentors/supetvisors to conduct structured high-
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quality placements for PSTs (AITSL, 2022). AITSL (2022) recommended in the
Productivity Commission’s Review of the national school reform agreement: Interim report that the
development of a national set of mentoring standards need to be included in the next
National School Reform Agreement (a joint agreement between the Commonwealth,
States and Territories to lift student outcomes across Australian Schools).

Conclusion

Our study is unique in examining graduates’ perceptions across multiple TPAs and reports
mostly positive findings. According to Barron (2015), PSTs must be willing to accept the
challenge and put in the necessary work to be successful with their TPA. Even so, as the
end users of a high stakes assessment, graduates in this study made some valid
observations that could improve the TPAs. It is important to consider their viewpoint and
action changes to rectify issues with the TPA being stressful and adding to their workload
during their practical classroom experience. Also, some graduates noted a disconnect
between theory and practice and others faced challenges to fulfilling the requirements of
the TPA. We recommend incorporating graduates’ insights into the development and
refinement of TPAs.

Importantly, it was very evident in this study that mentors/supetvisors have a critical role
in helping and supporting PSTs to be classroom ready and to understand the Standards.
Mentors/supervisors ate tesponsible for the formal assessment of teaching and overall
evaluation of progress related to readiness to teach unsupervised. In which case, another
recommendation is to ensure mentors/supervisors are willing, and have the knowledge,
skills, actions and behaviours to take on this role. Endorsing the development and use of
national mentoring standards will provide a basis for the development of resources such
as mentor selection criteria, role descriptions and professional learning, and a consistent
understanding of the expectations of mentoring for mentors, mentees, schools and ITE
providers.

Finally, we would strongly advocate for larger national cross-TPA studies to build an
evidence base for the quality of ITE (Adie & Wyatt-Smith, 2021). While the recent
establishment of the ITE Quality Assurance Oversight Board (Australian Government
Department of Education, 2025) has a remit to improve the consistency and quality of
ITE programs and outcomes, there is a need for empirical longitudinal research that
examines the impact of TPAs on graduate quality and how graduates are supported by the
profession to have long and successful careers.
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Appendix 1: Somers' delta (Somers' d) a nonparametric measure

Somers' 4 is a nonparametric measure of the strength and direction of association that
exists between an ordinal dependent variable and an ordinal independent variable
(Somers, 1962). Whilst it is possible to analyse the association between two ordinal
variables using Goodman and Kruskal's gamma, Somers' 4 is appropriate when you want
to distinguish between a dependent and independent variable (i.e., since Goodman and
Kruskal's gamma does not make any distinction between the two otrdinal variables). More
specifically, Somers' 4 is typically used when the ordinal variables ate arranged as a
contingency table.

In order to run Somers' 4, there are two assumptions that need to be considered. The first
assumption relates to how the variables were measured, whilst the second assumption
relates to the how the data fits the Somers' 4 model. These assumptions are:

*  Assumption #1: You have one dependent vatiable and one independent variable, and
both are measured on an ordinal scale. Examples of ordinal variables include Likert
scales (e.g., a 7-point scale from "strongly agree" through to "strongly disagree").

*  Assumptions #2: There needs to be a monotonic relationship between the dependent
and independent variable. A monotonic relationship exists when either: (a) the
variables increase in value together; or (b) as one variable value increases, the other
variable value decreases (Laerd Statistics, 2010).
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