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ABSTRACT

The extended practlicum is a crucial learning cxpericnce for pre-service leachers, This study
examines how pre-service (cachers Jearn about teaching within the context of the extended

practicum.

Narrative methodology was chosen as an approprialc means lo explore and interpret the
beliefs and experiences of pre-service (cachers for a wider audience while still preserving

their voices.

The pre-service teachers and 1 had a common agenda: to improve the experience of future pre-
service teachers on their extended practicum. Our approach to this differed. T wanted to {ocus
on the pre-service teachers’ learning about teaching so that future pre-service teachers could
improve their lcarning, The pre-service teachers’ narratives focused on other factors which
were impacting on them so that the Faculty of Education could improve their programme.

Both scts of factors have been included.

The key themes which emerged, lcaring from critical incidents, the impact of the assessment
and the baggage we carry, have been amplified through the narratives of the pre-service

teachers.
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Chapter 1

INTRODUCTION

This study is aboul the impact of practicom experience on preservice icachers, referred o also
as student tcachers. More specifically, the study is about the impact of an extended practicum
programme, the Assistant Teacher Programme, on five student teachers in their final year of

their teacher education course al Edith Cowan University, Perth, Western Australia,

I was first directly involved in working with student teachers when supervising primary
student teachers from Edith Cowan University on their Assistant Teacher Programme in

1995, T have also been o member of the Conlirmatory Panel, visiting and assessing student
teachers who were nominated for a grade of Outstanding. During this supervisory period 1
was intrigued by the changes in the student teachers and T wondered what contributed to these
changes. My continued interest in the student teachers’ experiences and the changes they
underwent led 10 my decision to undertake rescarch in this arca. In 1996, as a part of my
course work for my Master of Education, | worked with a class of third year student teachers
as they prepared for the ATP. I also met with three of the student icachers over the period of

their ATP to follow their experience.

Students enrolled in the final year of the three year Bachelor of Arts (Education) course at
Edith Cowan Universily have expericneed a two week practicum in cach semester of the first
two years of their study. In the third year of the B. A. (Educ.) course, students are placed in
a classroom for an cxtended practicum of onc term of ten weeks. This extended practicum is
called the Assistant Teacher Programme (known locally as ‘the ATP’}. In the term
immediately prior to the ATP, student teachers participate in the unit EDU3500 Education 5.

The aim of this unit is to prepare the student teachers for the ATP. Modules covered in this
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unit include professionalism, planning and programming, record keeping and improving

teaching skills.

In his introduction 1o the Assistant Teacher Programme 1997 Guidelines for principals,
teachers, assistant teachers, Bernard Harrison, Dean of the Faculty of Education, states that
“the ATP is rccognised as a crucial aspect of the strdent teacher’s preparation, and competent
performance on ATP is a requirement for graduation” (Edith Cowan University, 1997, p. 1).
The ATP is u conscquential cxperience for student teachers. As well us the finul (caching
mark being critical for the stdent teacher’s future employment prospects, extended practicum

expericncee is significant {or learning to teach (Loughran, 1996, p. 55).

Descriptions of the differences between novices and experts can be found in recent accounts
of the shift from novice to expert, but how these differences have occurred has not been
examincd (Desforges, 1995, p. 385}, Little is known about how particular expericnees as a
student teacher contribute 1o the construction of knowledge about teaching by the student
teacher (Jones & Vesilind, 1996, p. 92). Student teacher perspectives have been undervalued
and under-rescarched (Kettle & Sellars, 1993) yet we need to know the student tcachers’

perspectives to:

e understand their development,

s improve professional practice experienee and supervision;
e improve the student teacher’s classroom practice;

o reform teacher cducation curricula; and

s find out what would be most helpful and supportive to student teachers.

This study sct out to tracc and describe five student teachers’ expericence of their ATP with a

view o interpreting this for a wider audience while still preserving the student teachers’
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voices. The main purpose was tn provide a resource whereby future student teachers could
gain insight into the expericnce of being a student teacher on ATP and the ways in which
these experiences impacted on the student teacher’s practical theory of teaching. A secondary
purpose was to provide the Facully of Lducation with information so that the ATP, could be

improved for the benefit of future student teachers’ lcarning aboul teaching.

Choosing a methodology in which to conducl this study raised interesting issucs. How can
onc know whaut is going on inside a student teacher’s head? My reading pointed to the
growing interest in and use of stories and narratives to explore a tcacher’s beliefs and
experiences. My previous rescarch had been predominantly in the empirical, quantitative
mode yet narrative continued (o grow in appeal as an appropriate method to usc for this

particular study.

The study is divided into seven chapters which scek to integrate the development of my
thinking with the rescarch study itsclf. In chapter two, | diafogue with the theoretical
perspectives informing the study. 1 discuss the current rescarch into (he learning of student
teachers, including the role of, the development of and changes in the practical theory of
student teachers. As I explore my understanding of narrative, why narrative has ariscn as a
rescarch methodology, what narrative is and how narrative is situated as a rescarch
methodology, 1 reflect on the interaction of the learning of student teachers with the use of

narrative research.

Chapter three deseribes the study and the vartous issues that arose as a result of using
narrative rescarch, including the shifting focus of the study and unexpected cthical dilemmas

and conflicts for mysclf as a rescarcher,

The narratives arc presented in chapters four, five and six. Chapter four, Learning about
teaching, looks at the encounter of three of the participants with unusual situations which they

had not anticipated. The impact of the assessment, chapter five, reveals the impact of the
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assessment process on the learning of (he paticipants. In chapler six, The baggage we carry,
the impact of the past experiene.: vl onc of the participants is revealed along with some of my

own struggles as a researcher with aspects of his story.

Three key factors, critical incidents, assessment, and personal baggage were identificd as
impacting on the learning and experience of the participants on their extended practicum. In
chapter seven, these findings ure discussed afong with reflections on the use of narrative a8 a
research methodology. My final comment, an open letler to pre-service teachers, 18 given in

the epilogue.
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CHAPTER 2

DIALOGUE WITH THE THEORETICAL PERSPECTIVE

In the landscape of teacher education, student teachers live in the trapsition zone between the
cnvironment of the university, as represented to them by the Faculty of Bducation, and the
environment of the school, as experienced i the classroom, The environment of the
university is generally characterssed as one of ingary and guestronig, an environment n
which the academies prodece and eaplore the knowledge bases ot thesr diseiplines, The
environment of the classroom s charucterised by action iand interacuon. The teacher may be
guided by reflection and informed decision making in preparing for the day's lessons, but in
tihe cluassroom the teacher faces wsituation wheeh s far less under controb, Decisions must be
made on the spot, sctton is required snmedistely (Beekett, 1990, po 13550 Academmies have
generally characterised this distinetion i terms of (heory and practiee. secg their own role
as facilitating the acquisition of knowledge while student teachers learn their practce in

ficldwork or professional practice (Fulcher, F9Y0, pp. 167 - By,

Reflection and practical theory

Concerns aboul the theory practice gap have led 1o an increasing interest in reflection within
teacher cducation and bevond (see Platzer. Snclling & Blake, 1997; ChlL Houston, &
Pugach, 1990). Teachers who reflecton their practuee. adong with other professionals, are
involved in o conscious interaction with a prollematic situabion. Most bebaviourad
competencics can be taught to student teachers with one exceptron: the abilily 1o a1
appropriately (Richardson, 1990). Making judpements, sssessing asituation and having
some experience with sittiations are all necessary it one is to actappropriately. Reflective

practice promotes the ability to actappropriately and helps meet the recommendation of
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Dewey (1904/5, in Valli, 1990) “that education programmes should produce students of
teaching who arc thoughtiul aboul cducational theory and principles rather than skilled in the
routine, mere technicians and ‘copicers, followers of tradition and example’.” (p. 39).
Reflective practice is considercd to improve teaching (Vaughan, 1990). By being reflective,
(cachers examine and muke clear what they belicve and so they can change, and thus

improvce, their teaching practice.

Reflection involves u person in actively questioning and accepting or rejecting what is
experienced or communicated, linking the new information with their prior knowledge and
gencrating new understandings and knowledge as a result. Effective learning is the result of
the person actively constructing their own personal world view of reality. Yet teachers, like
most humans, will tend to close down rather than open up to the possibility of restructuring
their beliefs (Deslorges, 1995, p. 389). As Handal and Lauvas (1987) present the dilemma
“some fishermen are said (o have twenty years experience: others have only one year
expericnced twenty times. The latter huve never reflecled on their practice to actually fearn
fromit” (p. 11). The lecturing staff at Edith Cowan University require student teachers
enrolled in EDU3500, the preparatory unit for the ATP, to submit & copy of their ‘belief
system’ inclwling their cducational aims, their current beliefs about teaching and learning,
their repertoire of teaching sirategics, how they plan to cater for individual differences, and
their approach to classroom management, teacher-student relationships, cvaluation and self
evaluation. By attempting 10 make student teachers be explicit about their belief systems,
lecturing staff recognise that student (cachers, as well as teachers, have practical theorics

which dirccl their behaviour (Handal & Lauvas, 1987, p. 9).

Practical theories of teaching

Personal experience, common sense and common practice are thought by many to be the

means by which teachers teach (Fang, 1996, p. 51). There is, however, substantive cvidence
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lo the contrary. Teachers hold theories about teaching which influence their practice (Fang,
1996, p. 51). What tcachers believe and think directs their behaviour (Alarcao & Morcira,
1993, p. 183; Zeichner & Liston, 1987, p. 24). Handal and Lauvas (1987) propounded the
thesis that “cvery teacher possesses a “practical theory” of teaching which is subjectively the
strongest determining factor in her educational practice” ( p. 9). Fang (1996} ciles Brophy
and Good (1974) as stating “that a better understanding of [a] teacher's belief system ... will

signilicantly contribute 10 enhancing educational cffectiveness™(p. 60).

What is a practical theory?

Handal and Lauvas (1987) define practical theory as “a person’s private, inicgrated but ever-
changing system of knowledge, experience and values which is relevant to teaching practice

at any particular time” ( p. 9). The practical theory has three components:
e personal experience;
¢ knowledge and cxpericnce transmilted {rom others; and

e personal values and ideals.

Each of these components arc intimately interwoven and impossible to separate. Each
componcnt influences and is influenced by the other components. A different weighling and
level of importance is carricd by cach component. Of the three components, Handal and
Lauvas (1987) consider ‘valucs’ as having the strongest influcnce. A person can be stronger
or weaker in a particular component. An example would be a student feacher who may have a
strong knowledge about tcuching transmitted {rom others, but litlle practical experience of

tcaching,

Other terms in the literature similar to practical theory are educational platform (Sergiovanni &

Starrati, 1979); knowing-in-action (Schon, 1983); schema (Buliough & Knowles, 1991);
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praclical philosophy of tcaching (Goodman, 1988) and theory-of-action (Marland &
Osborne, 1990). My prelerred definition is that of Handal and Lauvas (1987) because of the

greater comprehensiveness of their definition and the explicit statement of the key elements.

The development of student teachers’ practical theories

Incorporating “the existential cxperiences of the participams themselves (i.c., their language,
actions, thoughts, fcelings, and perceptions)”, rescarchers have described the development of
student teachers' practical theories over an extended period of time noting the active role of
the student in this development (Goodman, 1988, p. 122); the contribution of refiective
thinking particularly in the context of peer reflection groups (Kettle & Sellars, 1993, p. 36);
and the detrimental impact of the assessment based context of the practicum on “the trialing of

ideas considered central to an individual’s practical theory™ (Kettle & Sellars, 1993, p. 36).

Part of becoming a professional is moving heyond the substitution of experience for theory to
a process of fusing both theory and experience. Student teachers approach teaching with high
ideals and expcectations which, when exposed to the reality of classroom life, often quickly
collapse. Cole and Knowlces (1993, p. 459) contend that student teachers arrive at tcaching
with an idealised picture of what it means to be a teacher and of what tcaching is about. The
reality of classroom life shatters this image. This ‘reality shock® is further complicated by the
gap student teachers perceive between the theory they have learned and their actual

performance in the classroom (Bromme & Tillema, 1995, p. 261).

Experience with students can be a significant catalyst for change. Jones and Vesilind (1996)
identified the midpoint of the student teacher’s extended practicum as a time when significant
reconstruction of the student teacher’s knowledge about teaching occurs, changes atiributed
by the student teachers to their expericnces with students, The student teachers interviewed

by Jones and Vesilind, on assuming the full tcaching load during their extended practicum,
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were faced wilh students responding in unexpected ways to their instruction. Such anomalies

provided a powerful basis for learning aboul tcaching by the student teachers,

Other rescarchers have found that exposure (o expericnce in the classroom is just as likely to
lead (o little resiructuring occurring in a student teacher’s practical theory as it is 1o the deep
analysis which leads to the Torging of new beliels (Beach & Pearson, 1996, p. 11,
Desforges, 1995, p. 389). A dilemuimi can devcelop for the student teacher when conflicts or
tensions arise. A numbcer of conflicts expericneed by student icachers have heen identified,
along with variations in the willingness of student teachers 1o acknowledge and to Iearn from
such conflict (Becach & Pearson. 1996, p. 11, Beach and Pearson found that if the student
teacher perceived that acknowledging conflict or tension would negatively affect their
assessment, they were more likely to avoid acknowledging the problem and thercflore avoid
the reflection and questioning which would lead to necessary changes in their practical

theory.

How does a teacher’s practical theory change?

Despite the importance of teacher’s practical theories to the process of teaching, litte attention
has been given to how changes in the practical theories of {cachers occur or the consequences
of these changes. While Kettle and Scllars (1993) characterise the practical theory as “being
both highly individualised and susceptible 1o change™ (p. 1), others characterise the practical
theory as difficult to change (sec, for example, Cole & Knowles, 1993; Bromme & Tillema,
1995). While I accede that the practical theory is highly individualised, T agrec with
Desforges (1995, p. 391) who argues that teachers are likely to minimise unexpected
observations by ignoring or absorbing them rather than restructuring their beliefs. Rather than
encouraging a restructuring of the practical theory, in my expericnce working with student
teachers, the practicum scems (o be a sorialising expericnce encouraging student teachers to

conform to the norm of the classroom and the school, to maintain the status quo, rather than
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to question and challenge current practice (sec also Zeichner & Tabachnick, 1981, p. 9).
Considerable effort is nceded to create the possibility of restructuring beliefs in the light of
expericnce (sce Appendix | for A maodel of cognitive restructuring resulting from
experience). In the case of the student tcacher, the classroom situation, the assessment based
nature of the practicum and the interaction with the supervising teacher and the university
supervisor are variables which can also impact on the cycle of restructuring (Martinez, 1992,

p. 60; Kettle & Scllars, 1993, p. 32, 36).

People actively and continuously construet their own knowledge on the basis of experience
and prior knowledge (Biggs & Moore, 1993, p. 22). The cognitive schemes developed are
modificd through interaction with the soctal and natural environments which influences the
way things arc looked at as much as what is looked at. Polkinghorne (1988) views
experience as “enveloped in a personal and cultural realms of non-matertal meanings and
thoughts” (p. 15). Using Polkinghorne’s construction, we can expect student teachers to
makc sense of their personal world by mediating their response 1o the practicum by
deliberating. Previous experience is retrieved and the relationship between actions and
conscquences are explored as a varicty of seenarios are created imaginatively in order (o
anticipate the outcomes ol actions and make decisions about what to do. In choosing how to
zal with a classroom management problem, a reflective teacher will draw on previous
cxperience to explore, imaginatively, a varicty of possible solutions to anticipate possible

outcomes before making a decision on the action to be taken.

According to Polkinghorne, we should also expeet student teachers, through language, to
exchange personal thoughts and vxperiences. The thoughts and expericnces of others are
incorporated into the personal cognitive schemes of the student teacher and so inform the
deliberating process. Constructing knowledge involves constructing meaning and meaning is
filtered through perception as well as action, A forestry worker, a miner and an

environmentalist would be likely to construct different knowledge and gain different
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meanings from reading the same brochure outlining government policy on {he old growth

forests.

Student teachers, in trying to make sense of their classroom experiences on practicum, focus
on specific events and shape them as stories (Carter, 1993). This process, captured over the
period of the ATP, gave insight into what the student teachers in my study were expericncing

and how this changed over time, Mattingly (1991) observes:

Staries point (owards deep beliels and assumptions that people often
cannot tell in propositional or denotive form, the “practical theories™
and deeply held mages thar guide their actions ... Actors may not be
able to present thetr practical theories ... propositionally or may offer
explanatory theories that do not seem to reflect the assumptions
actwally influencing their auction. But they can always tell stories about
what they have done and what has happened to them, and others, as a

result. (p. 236)
Because [agree that the stories people tell do point towards their deep beliels and
assumptions, the images that guide them, the practical theories behind all that they do,
narrative became the natural way to convey my own research. Narratives, in ordering human
actions and individual events into a comprehensible whole, aid the registering of relationships
from which meaning is gained. The significance of particular actions and events can be
cvaluated in relation to the whole. Because events and actions are framed within the context
of human motives and desires and limited by both time and cnvironment, narratives make
human action explainable. The significance of cvents is clarificd in relation to the outcomce.

Mcaning is gencrated.
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Using narrative as a way of researching

The purposc of this scction is to explain narrative so that the reader can understand the
meaning of narrative which | have reached and why 1 have used narrative for this particular

picce of rescarch,

What is a narrative?

The Macquaric dictionary defines a narrative in the first instance as a “story of events,
experiences or the like, whether true or fictitious” (Delbridge, Bernard, Blair, Peters &
Butler, 1991, p. 1183). In the same volume, a story is found to have a number of clements.
A story can be truc or lictitious and involves a plot or succession of incidents which are
reported as a tale, an account or a history which has an interest or entertainment value for
those who heir or read the account. While literary theorists would make distinctions between
story and narrative, for the present purpose | understand the two terms o refer (o @ similar
construct (Clandinin & Connelly, 1991, p. 259). To further clarify the meaning of narrative,

I examine other properties cof narratives.

Narrative as structure

Structuralist theory, in which cach narrative is seen as having two parls, a story and a
discourse (Chatman, 1978, p. 19), provided what | consider to be a minimum structure for
narrative. The story provides the content of actions and cvents as well as characters and
setting while the discourse provides the expression or the means of communication. This
basic structure is further elaborated by Piaget (quoted in Chatman, 1978, p. 20 -22), who

identificd three key aspects of narrative structure;

» wholcness - a sequential and organised structure;
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e transformation - an clement of the deep structure reflected in how the story is put together

and whether changes in events, characters and sclling arc made (o preserve the whole;

» sclf-regulation - a sclf-contained structure which maintains and closes itself,

Other features traditionally considered importamt to narrative included plot, character, setting,
point of view, narrative voice, intcrior monologue, stream of consciousness and narratee or

reader (Chatman, 1978, p. 263).

A narrative is also defined as “the symbolic presentation of a sequence of events connected by
subject matter and related by time™ (Scholes, 1981, p. 205). Events have alrcady occurred
and the subject matter is related as it is conneeted in time. Certain cvents arc selected by the
narrator and arc put together in a particular shape with a particular audience in mind. A very
specific syntactic shape, such as that of beginning - middle - end, or situation -

transformation - situation, is adopted.

The ATP provided a natural structure for my own narrative accounts of the student tcachers’
experiences. There was a definite beginning, middle and end, a common subject matler, as
well as a natural sequence of time. There were characters, the participants themselves, their
supervising teachers and their university supervisors, while other staff members at the school
as well as students had a role, There was a setting, the school and class placement of cach
student teacher, The point of view chosen was that of the student teacher. Other points of
view could have heen included, but my specilic interest was the point of view of the student
teachers, so, for better or for worsce, the poim of view of the other characters in the story are
not heard. The narrator’s voice is in the story, but shifts as the mulliple selves of the narrator

cmerge.

I am aware that “contemporary (exts chalienge traditional notions of narrative causality™
(Chatman, 1978, p. 263). In litcrature, more recent narratives are challenging the notions of

order, temporality and structurc. In a similar way, 1 believe that narrative rescarch challenges
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the traditional notions of what rescarch is. Narrative rescarch draws on the postmodern
position which denies cerlainly and objectivity. While qualitative rescarch acknowledges as
legitimate the affect of the rescarcher, narrative research not only acknowledges the role and
voice of the rescarcher / narritor, but almost insists on them being forcgrounded. 1 think that
there is a potential danger in moving away from recognisable forms and structures (hat, as
with some forms of more recent literature, will go “on and on until it means anything and
cverything” (Hoban, 1976, quoted in Packwood & Sikes, 1996, p. 336). 1 do not {ind such a
position helpful for contributing to knowledge and improving practice. As a Maslers student,
1 also recognise my vulnerability in choosing to use a form of research which differs from the
“monologic authorial texts™ of wraditional forms (Packwood & Sikes, 1996, p. 336). While |
am prepared (o challenge the certainty and objectivity of what we call research, 1 am not yet
prepared to challenge the forms in which my thesis could be submiticd. Maintaining an
acceptable structure within the narratives is important for me in providing a form which
makes the thesis accessible to potential readers while at the same time allowing me to carry

out rescarch which is both personally und academically meaningful.

Narrative as construction

Narrators, consciously or unconsciously, construct i version of events that refleets their
version of realily, their representation of the world (Mitchell, 1981). Some events are
accentuated while others arc omitted or minimised. So, for example, some are chosen to
highlight the persccution of the protagonist while others arc chosen to minimise the
protagonist’s rolc in bringing on the persccution, some are slanted to cvoke pity or admiration
while others are glossed over for fear of revealing the protagonist in an unfavourable light

{Schafcr, 1981).

Maltingly (1991) obscrves “One could say that in storics the storyteller is always implicitly

answering the question ‘Who is 1o blame here?".” (p. 256). While narratives are concerned
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with action, a focal point of a narrative is the motives and intentions of the characters
portraycd and their role in the events that occur ancl the final outcome. A narrative is an

investigation of cvents - action, conflict, drama - as they occur.

In choosing from the many stosics and incidents shared by the participants, 1 was forced to
choose some cvents over others, 1o highlight those incidents and events which were, to me,
the narratives that opened the windows into the student teachers’ expericnees. ‘To some extent
I ask the question "Who is to blame here?” while remaining conscious that I have heard only
one sidc of the story. Al times 1 have been appalled at the sadness or injustice in the student
teachers™ narratives. I have sat and listened to their unfolding narratives, finding it difficult to
believe, wondering how much their construction of (heir narratives reflects an atiempt to
protect their own sclf-worth in trying to make sense of their expericnce. 1 wanted 1o hear the
voices of the other characters. [ wanted to observe the student teachers in (heir classrooms
with my own cyes and make my own judgement. Yet | had chosen o limiit myself to their
narratives, (o see Lhis practicum through their eyes alone. In constructing my representation

of their world, 1 have attempted to reflect my participants’ version of their reality.

Narrative as communicating meaning

Telling slorics is a basic way of representing action (Bruner, 1986; Ricocur, 1981, 1984) and
they are told for many rcasons: “1o entertain, to gossip, as evidence for our arguments, (o
reveal who we arc” (Mattingly, 1991, p. 235). Narratives assume two parties, a4 narrator and
a narratce (Chatman, 1978). The narrator constructs a story that usually has an evocative
clement that draws the narralee in, so that the narratee identifies with the protagonist of the
story and so cxperiences somcthing of the situation that the protagonist experiences. In
constructing my narratives, my intention was to open & window on the experience of being a
student teacher, to so construct my narrative that you, the reader, would identify with the

participants and so gain an understanding of what they know from their experience.
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Narratives help solve the problem of communicating what one knows. As White (1981)

observes:

We may not be able fully to comprehend specific thought patterns of
another culture, but we have relatively less difficelly understanding a
story coming from another culture .., far from being one code among
many that i culture may utilise lor endowing experience with meaning,
narrative is a metacode, a human universit] on the basis of which
transcultural messages about shared reality can be transmitted.” (p. 1 -
2).

The narrator, in constructing the story, sceks to commumnicale meaning while the narratee, in
interpreting the story, gains meaning (Carter, 1993), but both narraior and narratee bring their
own experience and knowledge, (heir own baggage, to their writing and reading of the

nasrative,

Narratives are “characteriscd by an intrinsic multiplicity of meanings™ (Carter, 1993, p. 6).
and have more information than can readily be gained from one reading, Conscquently the
knowledge implicit in narratives cannot be reduced (o a generai rule, law or proposition
(Martin, 1986). The multiplicity of meanings, and hence interpretations, characteristic of

narrative resist a4 single scientific explunation.

Bruner (1986) states * funguage is our most powerful (ool for organising experience, and
indecd, for constituting ‘realities’,” (p. 8). Telling storics helps to make sense of experiences.
As Mattingly (1991) observes “One motive for telling stories is lo wrest meaning from
expericnces, especially powerlul or disturbing ones™ (p. 237). Narratives capture the

ambiguity and dilemma of situations as well as the complex and unpredictable influcnces and

intentions of the participants in the story (Carter, 1993).

The ATP is an expericnce which *hangs over the heads’ of student teachers from the
beginning of their tcacher education. For the five sindent (cachers in this study, the ATP was
a powerful and sometimes disturbing cxpericnce. Telling their storics gave meaning to their
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expericnces even if it was only for the sake of “getting something done to fix it up”

(*Christina’, pcrsonal communication, November 30, 1997),

The political nature of narrative

Narrative “dares to announce ‘1 am’ (‘we are’) and in so doing deliberately defics the forces
of alicnation, anomic, annihilalion, authoritarianism, fragmentation, commodification,
depreciation, and dispossession™ that have arisen as @ result of the growing disillusionment
with the Modern world (Casey, 1995, p. 213). Casey (1995, p. 216) claims that, in an
increasingly mechanistic age, narrative celebrates ordinary people’s actions by putting
“shards of experience together, to (rejeonstruct identity, community, and tradition”. Turncr

(1981) also echoes this thought. Nurratives:

endeavour to rearticulate a social group broken by sectional or scif-
serving interests ... [Narrative| attempts 1o rearticulate opposing values
and goals in a meaningul structure ... remaking cultural sensc, cven
when they scem to be dismantling ancient edifices of meaning that can
no longer redress our modern “dramas of living”. (Turner, 1981, p.
164)

Narratives cnable the telling of storics by which a culture comes to know itsclf and by which

it is able 1o muke itself known to others.

Narratives have political agendas. Mattingly (1991) observes that “the kinds of issucs that are
the stuff of storics - actions, accidents, alliances, and enemics - are] particularly dangerous
malerial in an institutional climate governed by a high level of delicate international politics™
(p. 256). Whitc (1981) vicws narrative as supporting “orthodox and politically conservative
social conditions’ (Milchell, 1981, p. viii}, whercas Turner (1981), while recognising that
narrative opposcs disorder and chaos, also recognises narrative as “a way of bringing on
disintegration and indeterminancy in the inlerests of unpredictable transformations in a

culture” (Mitchell, 1981, p. viii). The Popular Memory Group (1982} recognisc the
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importance of “a popular memory that ts socialist, feminist and anti-racist as one element in a
strong popular socialist culture. It is one means by which an organic social group ... becomes
capable of a wider transformative role in the society™ (p. 214). Casey (1995) also recognises
the connection of narrative rescirch projects with political projects, citing cxamples of the use
ol narratives at a personal level to address the “existential, phenomenological, and
psychoanalytic apprehensions about the self arising| from the alicnation produced by social
institutions” (p. 219) and at a collective level when the stories of subordinated people become

a part of an overall strategy to gain political ground (p. 220).

The political nature of narrative raises important questions. As Casey (1995) observes “what
is at stake is a fundamental reconstruction of the rekationship between the researcher and the
subject of the research” (p. 231). How will the rescarcher treat the narratives of those they
interview: “as subjects creating their own history [or] as objects of rescarch?” (p. 232)7 What
relationship will the rescarcher have with the participants: acquaintanceship or friendship?
How will the rescarcher deal with the researcher’s own subjectivity: by bringing in, or by
excluding, the personal in their research? The writing of the narrative itself becomes a
political act. As Nespor and Barber (1995) cxperience “composing with the people who arc
part of your rescarch - seeing them as co-authors and part of the audicence for the text - is
different from wriling abont them lor other audiences™ (p. 49). The audicnce chosen shapes
the text and “situates the texts politically™ (Nespor & Barber, 1995, p. 49). Rescarchers must
choosc between aligning themsclves with their own social network, “the more academic or
intellectual clements in the professional middle class”™ (Popular Memory Group, 1982, p.
250) or becoming a companion Lo “the social groups previously marginalized and treated as
sources of data” (Nespor & Barber, 1995, p. 49). 1 found, as 1 listened to the stories my
participants shared with me, that, although my intended audience had been {uture student
tcachers cntering their A'TP, my participants were sharing storics that they wanted

communicaied to the Practicum Department and the Faculty of Education.

Page 18



As the rescarch took on a life of its own, T was forced (o choose between aligning mysell
with the traditional network of researchers and academics and answering the neat research
questions [ had started out with or aligning myself with my sources of data, the student
teachers, and telling the story they wanted to have heard. By shifting my intended primary
audience from other student wachers to the Faculty of Education and by aiempting to el
what was important 10 the student teachers, Faligned mysell politically with the student
teachers. At the same Gme |recognised Hian, because Twas notastudent eacher, 1 could
never truly represent them and the et that T el T eould make ondy Timited deminds of tinwe
on my interviewees meant thal the narratives were iy construction rather *han a collaborative

elfort,

As one person stated, T had, with this rescarch, entered “u political nunefichd™ (personal
communication, July 7, 1997}, a conunent | found interesing given my growing pereeption
of the political nature of narrative. In choosing to research only the student weacher™s
perspectives of their ATP, Fhad chosen to eive voice to those i the teacher education
practicum who were “clearly located al the bottom end of all power relations in which they are
involved™ (Martinez, 1997, p. 9. 'The Kinds of issues thiat were the stulf of their stories was
dungerous malerial in the institutional ¢f Gate of the schools i which their stortes were set, i
factor [ became aware of when some participants commented on heing reassured by the

confidentiality of the study,

Narrative as a different way of knowing

Currently, the emphasis in rescarch into what teachers think has been moving into qualitative,
interpretative methodologies (Bennett, Wood, & Rogers, 1996, p. 4 Beattie. 1995, p. 65;
Fang, 1996, p. 60). Such studics seek to produce a quality portrait of human action and
experience in contexi. Within the interpretive framework, stories and narratives are emerging
as forms which provide “diffcrent kinds of knowledge and different ways to represent i
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[with] the potential to bring new meaning to teacher education and to the continuous
expericnces of change, of growth and of professional development in a teacher’s life”

(Beattic, 1995, p. 65). Cathro (1995) writes:

usc of narrative as a way of rescarching (collecting and interpreting the
meanings of sclf and others) and writing (communicating that rescarch
to others) has not iraditionally been accepted in academe. Although
narrative has been cwramonly used as ancedole 1o support findings,
narrative has not been used as the heart, the centre, of the research

process (p.53).
Some rescarchers view narrative as an cffective way to present rich data or as 4 method to
communicale a point about the work of teachers, whilc others view narrative as a different
mode of knowing that is contextualized and full of meaning (Benneu, Wood, & Rogers,

1996).

1 find Bruner helpful in expiaining the fundamental difference between narrative and the more

traditional ways of knowing. Bruncr (1986) argucs that:

There are iwo modes of cognitive funclioning, two mades of thought,
cach providing distinctive wiys of ordering expericnece, of constructing
reality. The two (though complementary) are irreducible to one
another. Efforts lo reduce one mode to the other or to ignore one a
the expense of the other inevitably fail to capture the rich diversity of
thought. Each of the ways of knowing, morcover, has operating

principles of its own and its own erileria of well-formedness. (p. 11)
The two modes Bruner (1986) proposcs arc the paradigmatic or logico-scientific mode and
the narrative mode. The paradigmatic or logico-scientific mode, by using “good theory, tight
analysis, logical proof, sound argument, and empirical discovery guided by reasoned
hypothesis” (p. 13) sceks to establish truth by moving from the particular to the universal. A
world is constructed in which the facts arc believable because they are testable. In contrasl,

the narralive mode, by using “good stories, gripping drama, belicvable (though not
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necessarily “true”) historical accounts”™ (p. 13), sceks to establish verisimilitude or
lifelikeness by exploring the particular. A world is constructed in which facts are believed
becausc the experiences and psychic realitics of the protagonists are lifelike. Each mode

shapes our cognitive schemes in a different way.

To me, narrative has a structure. Narratives arc constructed in a particular way by their
narrator in order 1o convey a particular meaning (o an audience who derive their own meaning
from the narrative. Narratives have a political aspect. They are oflen associated with giving
voice o the oppressed or to the less powerful. Narrative research presents ethical dilemmas to
the researcher, especially in refation (o one’s own subjectivity. Narrative is a different, but

equally valid, way of knowing to the more traditional forms ol knowing,

For me, what 1 hoped to accomplish with my study dctermined my choice of narrative as a
method. Because 1 was inlerested in how student teachers learn about teaching on an
extended practicum and how the extended practicum impacts on their practical theory about
teaching, I nceded 1o *get inside the student teachers” heads’, to find some way to explore
their beliefs and their understanding of their experiences. I assume, along with many
rescarchers of tcachers” knowledge, that the student teachers’ words would represent their
belicfs, as well as their thoughts and feclings about their experiences (see, for example,
Freeman, 1996, p. 734; Marland & Osborne, 1990, p. 94; Clark & Peterson, 1986, pp. 259
- 260). The student teachers’ narratives arce the student teachers’ own interpretation of cvents
within their particular context. Their naratives would help me to discovery their beliefs,
perceptions, and cxperiecnces (Jalongo, Iscnberg & Gerbracht, 1995, p. 77). By using
narrative research, | would be able to usce the narratives of student (cachers to communicate &

more holistic picture of their experience on an extended practicun.
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CHAPTER 3

THE STUDY

A wriler has been described as “someone sitting on (he top of a brick wall describing to
someone below the action on the other side” ( Bentley, 1946, cited in Zeller, 1995, p. 75). In
this study, I sal on the other side of the desk listening to student teachers tell me their
narratives in order 1o make sense ol them for my readers. A simplistic or superficial report of
their narratives would not have dong justice (o their experiences or to narrative rescarch, 1 had
to examine the hows and whys and why nots of their expericnees in order to construct

narratives that would help the reader understand *the action on the other side’.

In this study I wanted to learn about the impact of an extended practicum programme, the
Assistant Tcacher Programme, on five student tcachers in their final year of their tcacher
education course. I wanted to know about the experiences of the student teachers and the
changes they underwent as a result of their extended practicum, My main purpose was Lo give
future student (cachers an insight into the experience of being a student teacher on an
exlended practicum and the ways in which these expericnces impacted on the practical theory

of student teachers.

The research questions initially guiding my study were:

¢ How do student tcachers Jearn about teaching on their cxtended practicum, the Assistant

Teacher Programme, focally known as the ATP?
o In what ways does the ATP impact on the practical theory of students?

s How docs a student teacher’s expericnce and interpretation of critical incidents in their

ATP impact on their practical theory of teaching?
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* To what factors do student tcachers attribute changes in their practical theory?

In previous study I had developed a model of cognitive restructuring resulting from
experience. This provided a framework for me as [ entered the study (scc Appendix 1: A

maodel of cognitive restructuring resulting from experience ).

Perhaps the questions rellected my ecmpirical, quantitative background. I wanted to know the
impact ol the ATP on student tcachers gencrally, but thought I had 1o have neat, specific,
analytical questions so had focused more specifically on the practical theory of the student
teachers. Perhaps they reflecled my inexperience with narrative methodology. I had been

warned that this type of rescarch takes on a lile of its own and that held true for this study.

[n the permission lelter giving student {eachers information about the study, ihe cmphasis was
on the expectations and expericnce of the student teachers rather than on the shifl in (heir
thinking about tcaching. Unintentionally, but perhaps more accurately, this had refizcted my
underlying interest. 1 had wanted my rescarch 1o be « study which reflected what wes
importani to the student tcachers rather than an investigator driven exercise, reficcling what 1
thought was important. Because 1 had not wanted to impose a structure on the interviews
which would suppress the storics of the student teachers, | had decided 1o begin cach
interview with an open ended question which [ thought would clicit what was having the

most impact on the student teachers at the time of the interview. For the first intervicw after
the ATP had started (interview 2) I opened with *“I'ell me about your first week”. In

interview 3, [ had a chance 10 ask some of the participants “lTow’s it all going?”, but
gencerally (hey were already starting to tcll me their story and needed no prompting. By
interview 4, I was hard pressed to get the recording equipment turned on in time to get their
initial statements. They were *bursting’ 1o tell me their storics. Unfortunately for my iescarch
qucstions, the student teachers’ stories were nol convenient camcos of how critical incidents

in their classroom teaching cxpericnce had impacted on what (hey thought about teaching.
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Instead they were windows into what it was really like 1o be a student teacher on an extended
practicum. While the student teachers answered my questions about what they were lcarning
aboul tcaching and learning, I was very aware that the storics the student teachers wanted to
tell were opening up other important aspects of their experience of the ATP. While there were
incidents which did lend themselves o answering my initial rescarch questions, ! found
myself in a dilemma. I could keep the emphasis on the changes in their practical theories
about tcaching or | could shift the emphasis to whit the student teachers viewed as the most

important aspects of their experience of ATP.

To describe ‘the action on the other side” through the one lens of ‘changes in their practical
theories about teaching’ seemed to unnecessarily Himit what could be Iearned from the broader
landscape of the experiences of the student teachers. Such an approach might answer my
rescarch questions but would not do justice 1o the experiences of the student 1caciiers or to
narrative research. T also realised that when 1 was retelling the storics of the student teachers
to others interested in my rescarch, Twas telling stories about the experiences of the student
teachers, the pressures, challenges and conflicts they faced, the contrasts in their experiences,
and my own reactions and struggles as 1 conducted their rescarch, Such themes carried
greater importance (o me for communicating o others the impact of the ATP. The
implications for the impact of the ATP on the practical theories aboul teaching of the student

teachers were present but had ceased to be the organising framework,

The method

The participants

Five student teachers from (he third year of the Bachelor of Arts (Educ.) course at Edith
Cowan Universily, two males and threc females, were asked to participate in the study.

Rather than focus on the experiences of student teachers in a similar placement, 1 had wanted
Page 24



to gain a broader perspective and so T wanted to have student teachers who had been allocated
to private and government schools, covering dilferent socio-cconomic arcas and year levels,
The student teachers were suggested by the lecturer responsible for EDU3500 Education 5,
the preparatory unit for the ATP. Because of « number of factors beyond my control, student
teachers were expericneing considerable stress and those chosen were selected on the basis
that they would be able to cope with the perecived added pressure of participating in a
rescarch study. Positively, T was able to offer the student tcachers the opportunity to explore
their ATP experience with someone who knew the ATP, who knew what it was like to be a

student as well as a teacher, and who would not be assessing them in any way,

Three student teachers had work experience before entering the teacher education programme.
Two student teachers hiad entered the programme straight from school. One student teacher
was over forly years old. The remaining student teachers were in their carly twentics. Two
student tcachers were in different Catholic primary schools while the remaining three students
were in iwo government primary schools, One government school was in a middle to high
socio-cconomic area, the other government school was a Priority Schools Programme (PSP)
school.' Two student teachers had been adfocated 1o a year 1 class. The other student teachers

had been allocated to year 2, year 3 and year 4 classes.

The process of thinking about and answering (he questions asked in the interview was

expected to encourage the participants to be more reflective and articulate about their practical

""The Priority School Programme (PSI'} is the WA terminelogy for the Commonwealth Disadvantaged Schools
Programme, ‘Teachers in PSP schoels are Taced with clallenging situations. Within PSP schools, Commonwealth
moncey is frequently speal on stalfing in g wide range of arcas which support the regulur teaching stafl, children,
families and curricslum. Secial workers, Abariginal Foucation Workers, and parenting programmes ire examples of

soie of the support provided in these schools.
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theory. As reflective thinking is an aspecet of teacher education promoted by the Faculty of
Education at Edith Cowan University as well as by teacher educators worldwide (Clift,
Houston, & Pugach, 1990) this dircction was expecled 1o have a posilive impact on the

participants’ ficld experience.

The interviews

The teaching load of student teachers in the ATP is graded so that by week 3/4, after a
gradual start, student teachers assumed fifty pereent of the teaching load, by week 5/6/7
seventy five percent of the teaching load and by the final weeks the major responsibility for

the class (sce figure 1).

In order (o track the changes or development of the practical theory of the student teachers
over the ten weeks of the ATP, T conducted four interviews (sce figure 1 for the interview
schedule), Because changes are thought to occur mid-way through extended ficld placements
an interview was included at that point (Jones & Vesilind, 1996, p. 113). My previous
experience working with student teachers also pointed to importand changes occurring during

that time.
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Figurc 1. Interview schedule

Monih Monday Sehool  term Timing of inlervicws
April 7 Last week of academic term Inierview 1 (John, Christing, Celine)
) School vacation Intervicw 1 {Jodic)
210 Scheol vacalionfstudent exams Interview | (Craig)
28 First week of A'IT
May 5 Inicrview 2 (Al students excepl
Christina)
12
19 SO% teaching lond
26 Imerview 3 (John, Craip)
June 2 taterview 3 (Judie, Celine, Christina)
Y 75% leaching load
16
23 Mujor responsibility for the
class, ¢ 100% teaching Joad
K1 Last week ol AT
July 7 School vacation Inierview 4 (Al studenis)
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The approach 1took to the interviewing drew strongly from the ficld of oral history, Oral

history involves the tape recording of interviews:
¢ conducled in question and answer format;
® by an intervicwer who has some appreciation of the subject to be discussed;

o of a knowledgeable interviewee who knows their comments are being recorded and who

has agreed to make the information they give available for rescarch purposes;
o of historical interes;

s accessible to arange of rescarchers.
(Baum, quoted in Douglas, Roberts & Thompson, 1988, p. 2)

While the tapes of my participants were not intended to be accessible (o other researchers,
they were “a pool of raw material for ... interpretation™ and as such I thought the theoretical
standpoint of oral historians would best inform my interviewing technique (Douglas, Roberts

& Thompson, 1988, p. 3).

Like oral historians, I needed to be aware of my role and influence in (he interviewing
process. Interviewers can guide the intervicw 1o lopics relevant to the subject to be discussed
and can cqually put words into the mouths of the interviewees, the latter practice being one to
avoid (Douglas, Roberts & Thompson, 1988, p. 29; Hoopes, 1979, pp. 85-86). The cthical

considerations of the oral historian were also pertinent to my study as 1 shali develop later.

At the beginning of the first interview | clearly stated to cach participant that T was interested
in their experience of the ATP, that there were no right or wrong answers; that they might
decling to answer a question and that if they wanted to (hink about a question they could have
as much time as they needed to do so. | had arranged the tape recording equipment to be

evident, but as unobtrusive as I could. In order to be as altentive an audience as I could, 1 did
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not take notes during the interviews and, having committed the schedule to memory, referred
1o my interview schedule as little as possible. 1 mainly used nodding and smiling (o reassure
the participant that I was listening and understanding what they were saying rather than
interrupt the flow of their conversation with verbal fecdback. The interviews were semi-
structured with open ended questions to prompt student teachers to reflect on their
cxperiences and the answers ol the student teachers were probed more {ully as scemed
appropriate al the time. Whilst the pre-planned questions included issues that were relevant to
me, issucs which were clearly significant {o the stadent teachers were followed up with
further probing during the interview (scc appendix 2 for interview schedules), Using an open
ended question 1o open the interviews clicited those issucs which were most pertinent Lo the

participants.

At the point which I considered was most appropriate to end cach interview, I thanked the
participants for coming in and for sharing their expericnces. At the end of some of the second
interviews [ noticed that this point scemed to be one where other issues which were important
to the participants emerged so | began to leave the tupe recording equipment on, finishing the
interview when 1 thought the participants were ready?. The interviews then shified Lo a
dialogue as the participants raiscd concerns for my thoughts or opinion, an issue which |

address later in cthical dilemmas encountered in the study.

Before the participant arrived and after the participant had left [ recorded in a journal my
impressions, reactions and thoughts about the interview, the participant and myself. 1
attempted to include any information which [ thought would help appreciate what went on. |
had ongoing problems with gaining entrance to the rooms 1 had booked for the interviews

and was oflen trying to find another room when I should have been orientating myself to the

2 The participants knew that the lape recording equipment was still running.
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interview, a factor that aggravated my inclination to nervousness in approaching the
interviews. Impressions of the stale of mind or emotions of the participants were recorded
along with my own reactions and responses to their stories. Points to follow up in
subsequent interviews were also noted. When transcribing the tapes any other thoughts or

points to follow up were also noted in the journal,

Development of themes

Interviews were transcribed from the audio tapes into writien texts which became the raw
material. As [ transcribed the tapes 1 noted any recurring images or particular themes which
arose. At the cnd of transcribing cach sct of interviews | grouped and regrouped these images
and themes to develop broader themes and 1o find possible relationships both across the
participants and individually. As the intention was that the rescarch be data driven, initial
theories, concepts and relationships developed from comparing these themes were contrasted
to incoming material from successive interviews and modified or elaborated throughout the

course of the study as recommended by Strauss and Corbin (1994).

Once all the tapes had been transcribed, common ideas were grouped and then sorted and
ordered from general to specific. The themes which had been identified were divided into a
number of catcgorics and subcategorics. The diagram built up from this process was then
used as a basis for developing a tree index system for use in QSR NUDLIST 3.0° . All the

interviews were used to create a document database for a NUD.IST project. Using

* A computer package, QSR NUD.IST 3.0 stands lor Qualitative Solutions and Reseirch Non-numerical
Unstructured Data Indexing Scarching and Theorising. It was designed and developed by researchers at La Trobe
University, Victoria, Australia, o aid in ihe analysis ol non-numerical and unstructured data such as

interviews, journals and ficld notes.
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NUD.IST, sections of cach interview were coded into the various categories that had been
developed. New categorics were created il a scction did not fit into an existing category and
the index system was modified accordingly. The original index tree was modified and
rearranged slightly and some cxtra categories added as material was coded. Generally though,
the main categorics remained stable, Rather than providing any new insight, this process

confirmed the themes [ had identified.

These broad themes were vsed (o begin structuring the final narratives. I view time in a lincar
fashion and value the structure provided by the sequential development of a story. 1
experimented with various approaches 1o presenting the narratives, from presenting each of
the stories of the five participants individually from beginning to end, to presenling all the
storics of the participants together {from interview one through to interview 4, [ attempled to
begin writing from cach perspective 1o find a way into construcling my stories, bul it was
Gray (1996) who provided the key 1 was looking for. In her own research, Gray had used
the repetition of similar storics by her participants as a culling device, a determinant of the
level of importance of the stories (Gray, 1996, pp. 48, 193). 1 had kept repeating scveral key
storics (o others who had asked mc about my rescarch study. I realised that the broad themes
of what I considercd the most important aspects of my study were encapsulated in these

storics and thus they provided the structure needed for the narratives.

The themes for Learning about teaching and The impact of assessment had emerged as
important in the narratives of the student teachers so I chose to usc 4 combined approach
incorporating scveral key narratives into cach chapier. To separaic the narratives into those of
each individual would have been counter productive. The baggage we carry - Craig’s story
was different from the others. Other themes had emerged as being important in Craig's story
and I thought they nceded to be presenied separately. Craig had thought this fitting as he
vicwed himself as having always been dilferent from the rest. My own struggles as a

researcher had also been an integral part of my interpretation and telling of Craig’s story.
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While I still wanted to keep the main focus of the reader on Craig, I also wanted to include
some of my own struggle in the telling of Craig’s story and experience. I chose to lell Craig’s

story scparalely from the others with my own struggle intertwined as a minor thread.

Ethical considerations

As they shared their storics of their ATP with me, the student teachers disclosed something of
themselves, who they are as people as well as student tcachers, with me. Through my telling
of their storics 1 have represented them as certain Kinds of people and am mindful (hat 1 may
have inadveriently made an unfair caricature of them. Through the same telling I revealed
mysell as a person as well as a rescarcher. Perhaps all storytelling carries such risks. 1, at
least, have had some control of what 1 shared about myself but just as inadvertently may have

revealed more of myself than I intended.

To ensure the student teachers felt comfortable and would not fcel compromised by my
narratives, 1 returned the narratives of cach individual to them beforc finalising my thesis.
This helped achieve two objectives. Knowing 1 would be returning the narratives to the
student teachers contributed Lo the integrity of the research, 1 also intended the process to give
some control back (o the student teachers, enabling them 1o clarify or differ from what 1 had
written, cnabling them to still have a final say. When certain changes were crucial to the
student teacher fecling comfortable with the narrative, we negotiated an arrangement in which
we were both satisficd with the outcome. When a student teacher wanted to clarify a situntion
or statement that had been made by them or by myselfl, T included their perspective in the

body of the text or as a footnote.

Narralive appealed to me because I wanted (o be ‘up front” about my own subjectivity. 1 think
that all rescarch is influcnced by the researcher’s subjectivity, but in narrative, at least, I can

be honest about that subjectivity. What 1 had not anticipated was having to be quite so honest
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about my subjectivity. 1 had not realised how much narrative as a rescirch method compels
one to confront onc’s subjectivity. I had intended 10 keep the voice of my participants
foremost. This was to be their story. What | included overtly about myself would be
minimal. Yet 1 found that | could not be honestitbout my rescarch without including myself a
lot more than I had intended. Quite unexpectedly, my muhiple selves, myself as a mother, as
a teacher, as a person with certain values, had come erashing into this rescarch. Front time to
time, I found my role as u rescarcher interviewing my participants suddenly usurped by these
multiple selves as T reacted o some of the stories the stident teachers shared with me. 1 know
of the contents of one particular part of an interview only because T had taped it During those
particular moments | had been struggling with my own reaction even as | tricd 10 nxuintam
some objeclivity as u rescarcher. A related dilemmuarose in writing up the narrative for that
participant. To not include my own reaction scemed dishonest. To write an account including
my reaction fully would draw away from the importance of the story of the participunt. The
dilemma was resolved with the recognition that, for me. the story of my participant was more
important in the context ot this study. The story of my own reactions belonged to i different

time and place.

As noted carlier, I had entered “a political mincfield™. I beciune very concerned about how to
prolect my participants without omitting crucial experiences. What had been shared with me
had been shared in a climate of confidentiality, but other key players not only would have
access to my thesis but also the power to influenee the employment prospects of iy
participants. Although confidentiabity could be joked about at the beginning “Contidentiality,
good. You will have 1o be like Mission Impossible, Destroy the tape at the end [Haughs)”
(Interview 1), by the end, confidentiality had become a big issue. As one student (cacher
pleaded “Just don’t mention my name. Don’t lef them know it's me.” (Interview 4). | became
very conscious of having to make carclul choicces in the material 1o include in my parrtives.

had to grapple with wanting to proteet my participants. but at the same time recognising thit
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in altempting (o proteet them, 1 would also proteet those who appeared to have abused their
power in the situation. Such key players could also legitimately argue that my study was not
an accurate account when they had not been able to give their perspective, which could have,

and most likely would have, given quite a diffcrent rendition of what had occurred.

As each interview secmed to draw 1o a close, [ thanked the participants for their time and for
sharing their stories. My ‘cnding’ of the interview appeared (o be a cue for the participants to
then question me. The main issue for most of the participants at the end of the sccond
intervicw was one of reassurance. How were they going in comparison to the other
participants? Was their experience particularly terrible or were the others also having a hard
time? [ do not know how often other inferviewers have their participants ask them questions.
I 'do know that while I did not want 1o betray the conlidence of the other participants, I was
not prepared to fob the questioning participants off with a mere acknowledgement of their
feelings of insccurity and need for reassurance. The student teachers sitting before me were
coping with a stressful situstion which had wider ramifications for them than just surviving to
the end of the ATP. T agreed with Oakley (1981) that the use of interviewing practices which
portray the intcrvicwer as the ¢xpert who is, and must remain, unbiased and uninvolved is
“morally indefensible” (p. 41). In responsc to thesc particular questions of the participants, 1
was able to point out that [ could not betray the confidence of the other participants, but that
from my work with other student teachers on the ATP, their experiences were not

uncomimaon.

Repeated interviewing lends itsclf to the development of a responsive relationship between
interviewer and inlerviewee which contributes to the quality of the information given. My
own atlitude of empathy towards the student teachers and assurance of confidentiality may
have encouraged the participants to regard me as a source of support and information not just

a data-gatherer. [ also viewed the student teachers as participants in the study rather than
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subjects of the study, crealing both a different role for themn and for myself. In this situation,

I thought it would be inappropriatc not to answer their questions and concerns.

Audience

Although my original aim was that student (cachers could gain insight into the experience of
being a student (eacher on ATP and the ways in which these experiences impact on the
practical theory of teaching of student teachers, the nature of the stories the student teachers
shared shilted the focus {rom one audience (o another. Initially, future student teachers were
the primary audience and the Faculty of Education a sccondary audience in the study. The
participants clearly hoped that their storics would contribute (o the improvement of the
practicum or at least reducce the difficultics some student teachers can experience. Much of
what the student teachers shared had implications for the Faculty in preparing student teachers
for their practicum experiences and for the placement, supervision and assessment of student
teachers on practicum. The more [ heard from the student teachers the more 1 became aware
of a nced to shift my thinking to sceing the Faculty of Education as my primary audicnce. My
findings arc, thercfore, oricnied to the Faculty of Education as a primary audicnce,
Nevertheless, future student {eachers are still close to my heart and it is to them that I address

my final comments.
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CHAPTER 4

LEARNING ABOUT TEACHING

Learning to teach involves wrestling with and making sensc of a wide variety of situations
which can occur in classrooms and schools. Euch practicam placement has its own particular
blend of opportunitics and challenges for the student teacher. Teacher educators use the term
‘critical incident’ 1o refer to those incidents which confront us with the belicfs and
assumptions which arc behind our teaching practice. Such incidents can Jead to tcachers
examining themsclves and their tcaching. While cuch participant had particular incidents that
caunsed them to reflect on their teaching, Jodic, Christina and John had situations which
provided opportunities for them to learn more about themselves, and to examine some of the

broader issues that can be experienced in teaching.

Learning from special needs children - Jodie’s story

Jodic had experienced a remote practicum at a desert community school. Such a teaching
environment was different from those Jodic had previously been exposed to and thercfore
likely 1o create the confrontations with her beliefs and assumptions that are characteristic of
critical incidents. | wondered how this experience had impacted on Jodic's ideas about
teaching. “Probably more with resolving conflict. In their classroom management, they were
very into getting the children to tell them what happened, not saying *Stop doing that. You
don’t hit them’. They’d come and say *Why did you hit them? What did you do 1o make them
hit you?” So in that respect it was very interesting.” Jodie hoped 1o carry this over into her

own teaching “but lots of time, lots of paticnee, nceded for (hat.”
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Jodic was allocated to a small year one class in a government schoo!. The school has a special
needs class to which Jodic was assigned for teaching expericnce on a Monday afternoon. The
special needs children spend most of their day in the special needs class. Afler an carly

afternoon teaching scssion, they arc mainstreamed in the standard classrooms, known as their

home rooms, for the remainder of the aficrnoon,

Two special needs children have Jodic’s year | class as their home room. “They are both
Aboriginal. Herzel, I didn’t know what was wrong wilh him, cos I went up north to the
remote Aboriginal community. He scemed normal to me, more normal than the kids up there
in the classroom situation. 1'm not really sure. | was speaking to |my tcacher] today and
going through all the kids so 1 could get to Herzel and say ‘what is wrong with him? Is he
labelled anything?” and she just said ‘oh, when he first came, he didn’t follow instructions or
would forget things and stuff like that.” But the kids up north, they didn’t understand
instructions and [ watched him in the classroom and the way he learns and the way he
follows instructions is by watching other children and that’s what they do ... there’s about

three Aboriginals in the junior end. One is definitely a special needs, but him, T don’t know.”

“She was saying with a lot of them, like the other one, Vincent, he hasn’t had a lot of
exposure. He doesn't know the difference between a whale and a dolphin. He hasn’t had lots
of stories and done lots of things so he’s lacking in that regard so I'm just wondering if

Herzel is as well. I'll keep my eye on him. But he does fine in mainstream,”

Hall way through the ATP, Jodic is finding it difficult to adjust to the special needs children.
“I had a child swear at me and tell me ‘F ofl you {"ing bitch’ and all the rest of it and he’s
from cd. support so 1 do take him on Mondays and 1 told him at lunchtime to go out of this
arca he wasn’t meant to be in and he said that to me and 1 just went ‘Oh!” 1 was very shocked
and didn’t know how to handle it so | didn’t say anything. [ didn’t reprimand him or
anything and 1 just went and told his tcacher and 1 said *Look T don’t know how to handle

this. This is what happened.’ And she goes ‘“That's finc.” Apparently that’s him, he does that
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a lot and that was the best thing o do, so that wai, good. And then after that [ think 1 was all
still shaken from that, and 1 was going *Don’( take it personally Jodic.” Butit’s still hard, It
was a big shock to me. And then another ed. support came into the class, he comes in in the
afteroon and he ran out crying and | was going ‘Oh, greal,” And that all sort of calmed
down and then [ kind of lost my confidence after that. But I’ve been managing to pick it back

up which is good. I think that brought the wholc weck down.”

Although Jodic had only twenly children in her class including the two special needs
children, she found “when the ed. support kids come in it throws everything out of whack
and because I'm so worried that they are going to misbehave I’'m probably trying to wail for

it. So [ think that’s a real problem.”

Jodie particularly experienced this concern with one child who did not seem to be coping with
being in the mainstream class. “But when Vincent comes in from ed. support, that really
throws me, becausc I don’t know much about him. He comes in and disrupts cveryone and
his attention span is very limited and I don’t really know what he likes to do and so 1 said (o
Kerry *What should 1 prepare for Vineent?” and she goes *Well he's here (o be mainstreamed
so he needs 1o do the work that we're doing.” But he docsn’t and he can’t readly. So it’s quite

hard because he disrupts everyone and everyone’s disrupted.”

I wondered how Jodic’s expericnees were impacting on her views about mainstreaming. She

responded “I'm having huge mmm, I'm really split about it.”

Jodic saw two sides (o the mainstreaming guestion. On the one side “I'm sort of finding
when he comes in that 1 sort of abundon cveryonc else. So I'm focusing on him all the time.
So all the other kids in the class aren’t learning because 1'm concentrating on him and 1 think
that’s rcally unfair.” On the other side “then 1 think he has to Iearn to behave in society so it’s

important that he does come in, so | don’t know.”
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While Vincent is in the special nceds class he is okay. “He’s in his own environment so he's
always happy. He still plays up but it’s not as noticeithle probably because they’re all playing
up.” There is the problem of what is being modelled by other children in the special needs
class “this other kid Frankic chucked un absolute spac the other day, a huge (antrum. They all
sort of watch and then [ find that Vincent does things that the other kids do, so I think if you
keep them all together they’re going (o get worse. So he has to come into the mainstream
classes just to see how cverybody else functions, 1t would be ideal if you had an aide for
cverybody but that’s not reality. 1 don’t know about mainstreaming, 1 think you do need it
but J think you need alot of support. I think the ed. support teachers need to find out what’s
going on in the classrooms and say “This is what you can do (o help.” They need (0 have

heaps of communication between them.”

Jodic was not enjoying her expericnee of teaching in the special needs class on Monday
afternoons. “I drecad going into ¢d. support on Mondays and it will always be the last lesson |
prepare during the week, "1l do Friday, all the way through, and then "1 come back to
Monday and ‘All right, what am I going (o do?” 11’s onc hour story wriling and that’s it, but ]
don’t know what to doand I can’t think of anything and 1 ring up Celine and go ‘Right,
what’s another story writing, Iesson 1 can do?” T just dread it. Because I'm going inand |
don’t know their behaviours. 1 goin and 1 fecl like I'm kind of blind and I’m just teaching
this lesson and just hoping that they’re not going to do whatever they do and I don’t know
what to cxpect from them and stulf, whether they're doing «# good job or not. So I didn’t

rcally enjoy it.”

Because of this, Jodic would have liked to have changed out of the special nceds allocation.
Jodie also thought her time was being wasted. “1’ve got them for an hour and 1 teach and then
] spend the restof the aflternoon there bul they go off to their home rooms (o mainstream and
so there arc aboul three kids and they play lego or activities so 1 {elt that 1 was really wasting

my time.” For the following wecks, Jodie had arranged (o teach her lesson and then
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accompany onc of the children back to another classroom, but observed “I’ ve still got that

one hour story wriling which I drcad.”

Rather than having a problem thinking of idcas, Jodie saw her matn problem as relaxing with
the children. “Initially it was like ‘Ed. support, what do 1 expect of them?' But I'm learning
more and the other tcachers arc there so I figure *All right. They will let me know if
somebody doesn’t normally do that.” So now it’s sort of *Who are thesc pcople? Who they
arc [as people], how can 1 teuch them? . t"s been interesting and all, but I think I’d rather go
there in the morning when they actually do, 1 think probably do maths. I'd like to do
language. I’d like to sce them do maths and language. They come in after lunch and they
don’t want to writc. Their drugs are wearing off ... ... but I’'m on 4 count down, 4 more.

It's shocking, but.”

By the end of the ATP Jodic had Icarned how to deal with somc of the problems she had
faced half way through the practicum. *Vincent, the special needs, he still gave me problems
... but 1 took to sitting him on my lap because basically I was holding him the whole (ime
anyway, like just conducting the lesson. But 1 teok to letting him sit on my Jap and I'd just
rub his back and he would snupgle into me and he was fine, He just wanted attention and so 1

figured, may as well give 1t lovingly to him instead of growling and tha’s what [ did.”

The story writing lessons in the special needs class also improved dramatically, “The week
after the last interview 1 made fairy bread. Well, a huge success, and got them to write the
procedure so they wrote up the procedure and then they ate it. To eat it worked really well.
And then [ went to the other class and that was good because then 1 got to see inside another
class. [ found that, because I knew that [ was leaving, | wasn’t going to be sitting around
doing nothing, I put more into it and because it was food, they all wanted to participate. 1t
worked very well. So we made fairy bread and then we made popeorn with an automatic
popcorn maker. And then 1 thought I'd better get away from the food just to show I can

actually do something. And then we read Three Billy Goats Gruff and had a picture of the
Page 40



billy goat with a speech bubble and they would write what he had Lo say and also one with
the troll. They would have o wrile what he would say. It went really well and the teacher
was rcally impressed saying *‘Oh thanks for that. Story writing was so much {fun.’ So 1

enjoyed it in the cnd.”
I wondered what Jodic thought had caused the change.

“The food. The food. And [ could sce that they wanted to write and that motivated them. So
as soon as 1 did the fairy bread it was *What arc we doing? What are we doing this week?’ So
they were moltivated. And because [ did a follow up food they were still up there and even
when I came in the third time and didn’t do food they still wanted to do it. We acted out the

Three Billy Goats Gruff so that wus really good. It worked out.”

Although she could cope with one hour a week in a special needs class, Jodie thought 1

wouldn’t volunteer myself {0 work in special needs. 105 1oo hard.”

While Jodie still did not think she had come to any clearer ideas aboul mainstreaming
generally, she had come to a {irmer conclusion about the special needs children in her class.
“If I was in that situation the whole time | would say that Vincent needs to go to pre-primary
because he doesn’t have the basies so I don’t know why he’s in year one. They had another
one in the class in term one, and they put him back to pre-primary because he didn't have the
basics. 1 don’t know why Vincent is still there. Because Herzel who's being mainstreamed as

well, he's finc. He knows what to do and he docs it and that’s it.”

I said that 1 thought that, in relation 1o her teaching, the spectal needs situation challenged
Jodic the most, a statement she agreed with. “Definitely. I think that’s for mosi people too.
Like if they’ve got ADD people in their class their focus is on that. Because il discipline is all

right 1’s much casicrisn’( it?”
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On death and dying - Christina’s story

Towards the end of the ATP, Christina's tcacher had been sick and for the four days she was
away, Christina had the class to hersclf. The relief teacher who had been brought in had
provided support and relief tcaching 1o other icachers in the school. “She was never in the
classroom. She was basically just there in the morning so the parents could see thal she was
there ... That was just excellent. I loved i. It was really good because you didn’t have
someone over your shoulder all the time ... But it was a bit hard because we had a girl in my

class whose mother died.”

The child’s mother had died suddenly. “1t was really sad. Beautiful family too ... It was
really sad so I had to tell the kids about that because my teacher wasn’t there. And then two

days later a child was killed in a car accident. And 1 had to tel] them about that too.”

Christina didn’t have the tcacher there when she had to tell the class. “1 was going ‘How do

you tell year two’s this sort of thing?” It was really hard, but they all coped pretty well,”

1 wondered how a twenty year old would manage such a task. I just basically told them the
facts. [ just said “This is what has happened.” And I didn’t allow for much discussion
becausc otherwise we'd hear about my dog that dicd, and my grandma who died. So I just
said it. I didn’t say it in a heartless way or anything, but just came out and said it and sort of
said to them that “people will be upset in the school and iry to be on your best behaviour” and
all this sort of thing. And they’re ‘yes Miss.” But it was really awful. The ncxt t(wo days at
school were just terrible. In the staffroom was awful, There was just this dull murmur, It was
really not nice, but they all coped with it really well. A few kids put their heads down, but

nothing rcally. I don’{ think that af that age they understand.”

Intercstingly, Christina’s own experience helped her in her management of the situation. “1
had a book, because when my mother died, my brother was year two as well, so I had this

book that my brother had been given. It"s called Lifefimes. It”s a really, really good book.
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It’s won one of those award things so 1 brought that in. It basically says that everything has
it’s own lifetime and it goes through insects and birds and butterflics and then in the end it
goces through people and says ‘Don’( be sad abouwt it because that’s just how it is.” It’s very
simplistic. The first time you read it you might think ‘It’s not that nice and sincere. You’d
think they’d go on about feclings and that type of thing.” But for this age i’s laying down the
facts so I read it to the class, which was a bil funny, and then I gave it (o, because that girl
wasn’t at school whose mother had died, so [ gave it to her dad to read (o the kids, to his little

kids, which he said ‘is really good’.”

Although the situation was a big onc for Christina to handle by herself, she commented *it
was good for the experience. | know that sounds terrible but they were all finc about it. I had
to watch how they’d react. Danielle, the ane whose mother had died, she'd been away from
school for a while, then, when she came back, this is when it happened for this girl and she
was a bit quiel, but apart from that she scemed fine. 1 was watching her actually because she
was all right during the day, just scemed normal. She tooked for me for a lot of attention, If
she was doing something she’d look at me and 1 would just smile at her and she’d get back
and do it, looking for I don’t know what it was, Her dad said that she’s the worse at home,
like she docsn’t want to go to sleep at night, crics when they go to the cemetery and that sort
of thing. She’s the one that’s upsel, But she seemed fine at school, but 1 don’( know, She’s

such a beautifu! kid.

So without giving her too much atlention, 1 did give her support, a pat on the head and that
sort of thing, now and then. But 1 certainly didn’t know how to react, but I felt 1 had more of
a rclation to her because 1°d been in the same situation beflore, and I knew exactly how she'd
be fecling. So I guess that could have helped. It was probably the only good thing that came
out of it really, that I could understand huw she was feeling, Secing my brother as well at that
age. | guess they were a lot alike. He just covered it up completely and that’s what she was

like. So it was interesting.”
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When relationships do not work - John’s story

Stwudent (eachers have little control over who they are placed with and often receive little
preparation for dealing with sitvations which stem from incompatibility with their supervising
teacher, With the added pressure of the impact of the assessment in the ATP on future
employment prospects, some student tecachers may opt (o withdraw from their placement and
defer their ATP to the following year hoping for a more suitable match, John found himsclf
in a situation where the relationship with his supervising tcacher was different from the

relationships he had experienced with other supervising teachers on previous practicums.

Brought up a Catholic and educated in the Catholic education system, John had worked in
managerial positions and travclled extensively before entering the tcacher cducation
programme at Edith Cowan University. John had always intended to enter teaching and had
found past practicum cxperiences very satisfying. “I've done two Catholic schools and two
government schools and [ think I've got an inclination that | will go into the Catholic system,
mainly because 1 was in the Catholic system and I feel comfortable and [ know the routine,
and in fact it wasn’t until I came to uni that 1 realised that there was a distinct difference
between government and private schools, All four pracs were outstanding. They were really
good. I really enjoyed them, and ncither one, neither school was betler than the other. They

were all on an cqual par.”

For John, the big difference between the two syslems was “(the communily fecl of the private
schools and I felt the more individual time they take. But in all honesty as well, those two
governmenl schools [ went (o have that as well in a sense, not as much, but you could fecl
that in the cthos, just (he feel of the place. I'd say, iU’s the community feel. It doesn’t just stay

in the classroom. It kind of goes outside as well.”

John had been allocated to a Catholic school and had arranged to meet Sue, his supervising
teacher, before the ATP began. John thought she *‘has high expectations and she has high
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standards and wanis me to go and do the hard work.” John's expectations of Sue were that
she “give as much fecdback as possible, as often as possible, both negative and positive, and
maybe some dircction as well 1 guess. ... I'm hoping with the programmes she can give me
some direction or some advice on the direction I can take or if 1 suggested she could guide me
through in some way, not to spoon fecd me by any mecans, but just to put some light at the
end of the tunnel for me would be a good help and basically Lo let me take over the

classroom.,”

While John thinks Sue is quite willing for him to take over the classroom, he is concerned
that she will find the situation “frustrating” and is concerned that Sue is “under quite a bit of
pressure because of the two [special needs] kids that are in there, especially the boy. He often
hits her and pushes her and that sort of thing, I think she {inds that quite frustrating so 1 hope
the pressure of me in the class and that sort of aspect of it, plus the kids {isn’t too much for

her].”

John’s first week of the ATP started well but nose dived on the {irst Thursday when a
spelling lesson “fell apart ... It’s actually probably the worse lesson 1’ve had, maybe it’s not,
it just felt like it, in all my practices so fur ... My teacher insists that it wasn’( a disaster, but 1
think it was. And from there, for some reason, I just couldn’t get it together for the next
couple of days. My lessons were [inc, but I wasn’t fecling complelely confident. I felt like 1
was almost just survival leaching.” John expressed confusion about what was happening as
he had not experienced a similar situation in previous practicums. He appreciated the
university supervisor, George, visiting the following Tuesday. “He reassured me that
everything was going fince and it took time too. So it's been really up and down, bul his visil
certainly turned it around ... He asked me whether it was a confidence thing and 1 was
determined not to admit that it was, but | think, looking back now, probably 1 did lose a bit of

confidence.”
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John has decided to establish his own management sysiem but is perplexed that a problem
with classroom management has arisen, “IU’s never ever been .., In all my pracs it’s never

been a problem”, a statement he made several times throughout the second interview.

John describes himself as “the only prac! student at my school, so it’s kind of a lonely
world” but he has used the opportunity to get to know staff and (o join in the school’s
activities, playing music at Mass and becoming involved in the interschool sports
programme. “I found that on my other pracs, [it was good to] get involved with (he staff.”
Such involvement doesn’t extend Lo his supervising teacher. “Although my teacher isn’t,
she's a smoker. You know the smokers, they smoke outside ... she’s, kind of, a bit more
reserved, doesn’t worry about the (ea room chatter kind of (hing, which is good too. I don’.
usually see her at recess because she’s smoking and that’s good too. 1 think she enjoys it as
well.” At a later point, he assures me that “we’re not having a personality clash or anything

like that but ...”

Although John said that he was reasonably happy with his mid semester Progress Report, he
was still bemused by problems he had never experienced before in previous practicums, “But
those areas there I’ ve never cver had a problem with before in my other pracs. Things like
motivation, which Sue mentioncd, I've never had a problem with motivation ... The things
that she’s mentioned have not been i problem before, relaxing with the kids and that type of
thing.” He recognised “Vve had the fecling with all my pracs, my other pracs, that they have
been really successflul, successful in that T felt really good. I'm at this stage now where I'm
not feeling good, not completely good on this prac And looking back al my last pracs T was a

lot more relaxed and it was a lot more natural.”

* The term ‘prac’ has become 1 parl of the student (eachers’ vocabulary and will be used throughout as 4 noun
in its own right,
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When 1 asked him what he thought was the main reason for him feeling ill at ease on this
practicum, John responded “I’d say it’s probably that (hat connection not being there with my
teacher. I'd say that. I’d say that would be the main thing. That's the most obvious o me.”
John was feeling he was “not rcally doing my best” and attributed this to the teacher. While
on the one hand John perceived Sue “was basically structuring the lessons for me”, he also
thought “she’s very much into independence, for me to be independent, completely
independent.” Suc was telling John “You’ve got to be more creative. You've got (o be more

innovative.” John scemed confused with such apparent mixed messages.

Bryce, the deputy, made a point of speaking with John. “He said that I needed to relax more
in my lessons. The more 1 did that the more conflident | became and informai [ became with
the kids. So I took that on board. That was fair cnougl. | guess all up | just haven't felt
rclaxed up until this Tust week ... T wouldn®t say that it's a personality clash, but it’s certainly
nol comforlable. Not completely comfortable. That's, | guess, because she’s trying to keep i
professional standard and she’s very forward about things. She knows what she wants, |
wouldn't say it’s & personality problem but iU's not fecling like 1 can go up 1o her and ask her
somcthing very confidenily or very comfortably ... the first thing that the deputy asked me
was how I was gelting on with Sue so maybe she said somcthing to him about it that she was
thinking things weren't going too well as far as our relationship or whether he just asked

that,”

John thought “that it’s an extra pressure for her for me to work in the class ... 1 ¢an see it
stressing her a bit.” He is “'not sure how she’s going to react. T (hink that’s where, in fact I'm
definite, that that’s where this refaxing thing has entered into it. | think that not fecting that !
am able to be mysclf around her makes it difficult 1o be relaxed with the kids when she’s i
the room. That’s where (hat’s coming from. It's really amazing how much influence the

{eacher can have or how much impact the teacher can have on your practice.™
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Communication was obviously awkward. “I have a Iecarning centre going now and Sue’s
pretty excited about that. She didn’t actually tell me, she wrote it down. This is the other
thing. Positive {feedback she writes down. [ guess that’s a part of the connection not being

there, i’s hard for her to really say “This is really good®.”

Little things were becoming frusirating. *The door, She likes the door open rather than the
door closed. The noisc outside docsn’t bother her, but it bothers me when I'm teaching
because I can see my kids arc getling distracted ... She’d prefer the fresh air Ithink. I'm
always awarc of that ... Her things arc her things. Like we’re talking about a pen! Very, this

is her domain.”

A scnse of helplessness was growing. “It's frustrating because what is happening is subtly,
by some mcans, in some ways is out of my control, Jike my relationship with my teacher.
There’s only a certain amount I can do 0 help foster that. Really it’s up to her, 1t’s not up to
her, it’s the person she is and 1 can’t change that and she probably docsn’t want to change

that.”

In week 7, the situation deteriorated {urther. George was expecting John to be recommended
for an Outstanding and week 7 was the week the recommendation would need to be made to
the university, but in John’s words, Sue “basically didn’t want me to be recommended. At no
point did she actually sce me and dircetly talk 1o me about my mark. She left that up to Bryce,

the deputy principal.”

In a previous interview, John had expressed his admiration of Bryce. 1 look at our deputy
principal and he’s in his carly 30°s and he didn’t get an Outstanding and he’s professional,
he’s organised, he’s professional, he knows how to deal with people. He’s got those people
skills and he's up there, He would scriously be looking at a principal’s position, if not in that

school in another school, in a few years time.”
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Bryce asked John how he thought his marks were going and when John mentioned George’s
optimism and expressed his own posilive view of how he was (eaching, Bryce asked “Okay,

tell me honestly, how are things going with you and Suc?’
And I said ‘Well.’
And he said 'No 1 want you (o be really henest.”

And 1 said, ‘Well 1o tell you the truth from the start 1 {elt really intimidated and she’s been
very territorial and it°s been really difficull. Everyone’s been telling mie to calm down and to
relax and be mysell. Well I’ve found that extremely difficull and I’ve never ever had a
problem with that before. [ found that extremely difficuit in her classroom, The last thing |
want (o do is to come across (o her that I'm trying (o take over things so I'm being very

cautious in what I’'m doing.”

Bryce indicated that he had taken a while 1o learn ways to work with Sue and that John
needed to do so also. “He sort of said *You necd to straight away take action and open the
communication barriers. 1 spoke to George this aflernoon and he asked if you could be

recommended and I said we’re still deciding’.”

John took Bryce’s advice and approached Suc that afternoon. “We went through a couple of
things and that was okay but a lot of tension, really uncomfortable speaking onc on one.” The
next morning John asked Suc if he could have live minutes with her that afterncon. Because
John was very concerned about Suc thinking he was taking over the class, he wanlted to
clarify with Suc whether she was happy with the number of lessons she had given him. “And
she just went off basically. She said ‘1 don’t know why you're asking me this. T wouldn’t
have given it to you il I wasn’t comfortable’.” Sue then raised a number of issues that had
annoyed her. John summed the situation up as “basically there was a communication problem

there, And so at this point I'm thinking ‘Well this attempt has failed.” So 1 went home ready
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to quit my ATP. I thought “This is really bad." I didn’t think I’d scrape in a Highly

Compeicnt. I thought ‘I’m going to get Competent at the very, very best here’.”

John returned to school on the following Monday “and basically 1 had in mind packing her
bags and kicking her out of the classroom.” Sue “was away for the morning and 1 had the

class to myself and those few hours I really used to establish mysell.”

Suc commented “Huge improvement. You’re a lot different in front of the kids than you were

last week. Your voice is different.’

And 1 thought ‘Have you clicked on here? Have you clicked on to my confidence has picked
up because you're not here? And the reason for that is becausc of you obviously,” But |

didn’t say anything.”

On George’s next visit, Sue “did some really strange things that I don’t know why she did,
but she did them. For example, 1 was taking a lesson and 1 set them some work and |
checked to see that they were going and then they were doing the right thing then 1 started
conferencing and then she started walking around and started conferencing herself and
George said to me 1 should have been doing what she was doing, moving around the
classroom. I don’t know why that happened, why she did that then. But this is what I mean
because she would interrupt Iessons and take over things at certain times, not take over, but

interrupt them and still want me to be one hundred per cent in control.”

Once the decision had been made not to recommend John for Outstanding, John found “we
goi on greal. We got on fine, | mean we weren’t best of friends but no problems. She was
doing things for me. She was getting stuff printed up for the kids for me. She was offering to
do things. She was finc. She recommended a couple of things to me. So 1 don’t know what
happened. Maybe she got her way. 1 could always tel! she wasn’t happy with what other
people wanted me to get, what Bryce thought | was going lo get and what everyone wanted

me to get. She thought she had a bigger picture of it all ... 1 left on a really good note with
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her, she organised two jobs for me. I’ve been offered this job with Kumon. She set up two
part time jobs for me with Kumon tutoring and so that’s in the workings now ... And also
she was asked whether she knew somebody for tutoring ... Sue recommended me. That was
interesting, very, very interesting ... So I don’t have (o work in a café any more. I can do
some fairly decent part-time work. So that’s great. I’ve got that all organised. And I'leflon a
great note with her and I leflt on a good note as far as my teaching, so 1 can’t wail. I can’t wait
for next year. Can’t wait to have my own classroom ... yeah, I'd be a tcacher any day. I can’t

wail,”

For John, the relationship with his supervising tcacher was an important part of his learning
about himself, aboul teaching and about professional relationships in schools, It was also an

important factor in the assessment he was given, and the impact of the ATP on him.
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CHAPTER 5

THE IMPACT OF ASSESSMENT

The final teaching mark for the ATP is important for the student teacher's future employment
prospects, The detrimental impact of the asscssment based conlext of the practicum on “the
trialing of idcas considered central 10 an individual's practical theory” has already been noted
(Kettle & Scllars, 1993. p. 36). The factors that impinged on the assessment of the ATP were

disturbing as was the impact on the parlicipants.

The impact of professional relationships - John’s story

John did not raisc asscssment as a personal issuc in the first intervicw. but he did sce the
main purposc of the ATP as “(the only way that (he university can evaluate how well you've
learned academically and practically at the same time ... 1 can s¢e it as an cvalualive process,
and I think that’s very fair too because a lot of people who have done well in their pracs, in
their practicals, haven’ been rewarded for that as yet, whereas the people who have done
well academically are recognised a lot more and those academic students sometimes aren’t as
good in the classroom as your borderline 69 - 70, So that’s what I feel, so I think it’s very

fair that you be evaluated in that way.”

John was pleased with his supervisor’s third visit in week 6. George had said (o0 John
“you’re certain to be reccommended for Outstanding, 1f you keep on this pattern you’re going
quitc well to be recommended.” John had been experiencing a difficult practicum with Sue,
his teacher, and in week 7 “things rcally took a dive with my tcacher. Weck 7 was the killer
week, week 7. Because they were supposed to recommend that week. And it all just fell

apart. She basically didn’t want me to be recommended.” With advice from the deputy
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principal, John attempted (o resolve the communication barrier with his tcacher, with limited
success. Despite the situation, John “really went for it. And George, the supervisor, came in
on weck 9 saw my lesson and he said ‘Fantastic, Going well .., It’s too late now for you lo
be recommended. You’ ve progressed really well’. [George) wrote in his report that I have the
potenttal to be an Outstanding student and I'm a Highly Competent/Outstanding student ...
Well, he thought I should have been recommended 1 feel.” The supervisor had bees unaware
of the problems hetween John and his teacher. John “didn’t tell him anything” because of a

perception that the supervisor “was really cliquey with Sue.”

John was quite disappointed with his professional development mark. “She gave me a Highly
Satisfactory for my professional mark ... 1 don’t know where that came from. I have no idea
where that came from. Bryce said 1o me in week 5, ‘Professionalism, out and out
Outstanding. 1 can give you that now’. So | thought 1 was doing the right thing. 1 hadn’t
changed anything ... She commented that it was a hightight, a highlight of my practice was

my professional development, But stitl she gave me Highly Satisfuctory.”

John recognises “to say I should have been given Outstanding, 1 don’t know, you don’t
know and I guess they don’t know cither. But the point is 1 didn’t feel as il T had had the best
prac and felt 1 was the best person [ could bave been and [ will wonder if 1 could have done
further. 1 can say that I"'m prelty certain that I would but | can’t prove that. But that’s the
thing, it’s not whether or not I would have got Outstanding ... T ean’t say ‘1 gave it my best

shot” and that’s the most disappointing and lrustrating part about it.”

John’s professional relationship with his supervising tcacher had been difficult and stressful,
John had continued (o strive towards an Outstanding throughout the latter half of the ATP but
clearly found the difficull relationship with his supervising tcacher impinged on his ability to

be the teacher he thought he could have been in a situation with a more compatible

supervising teacher.
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Frustration with the assessment - Christina’s story

In the first intervicw, Christina expressed concern about her ability to survive the ATP
“because | know even with these two week pracs 1 burnout by the second week, and I'm
counting down the days. 1 don’t want that o happen. 1 don’t want 1o he going ‘Can’t wail’
and having the calendar on my wall crossing it off. I want it to be cnjoyable ... I just want to
do cverything right. I just want (o be the best of everything. That's a problem 1 have. Things
have to be organised with me so I'm very fussy about things. T get good results, 1 want my

teachers to tell me what 1 am doing wrong and I'l] do everything not to do il

Christina doesn’t know what to do differently (o prevent the burnout from occurring, “I don’t
know. 1 don’t think I'll honestly be able to do it because | know I will just put pressure on
myself, T will just have to, but it’s just so hard to do, 1 know, | know now that T will put
pressure on mysel{ and that T probably will be whacked after the {irst three weeks but
hopefully 1l get into a pattern. {U's probably not going to help thit much but if 1 get used to

i1, it might do.”

I asked Christina if the assessment was a part of the pressure she was experiencing and she
responded *I'd like to say ‘no’, but it is. | don’t know how I'll go. People always say *Oh,
you’ll get Outstanding” and all this, but I don’t know. It is a big thing, I know it docsn’t
miatter in the long run. 1 know it doesn’t matter but at the time, now, today, I want 1o do well.

That doesn’t mean Quistanding. 1t means Highly Competent.”

Before the second interviews hegan, 1 wrote in my journal “everyonce has been contacted and
are happy to have a sccond interview. Christina is the only one who sounds stressed, like she
wondcrs whether she’ll make it through the next week.” Christina’s interview was scheduled
for the Saturday at the end of the second week. 1 waited, but she didn’t tun up. Later that
morning I rang. She was aghast. As she explained she had been going non-stop and had
complelely forgotien. She was very apologetic. She sounded tired. The rescarcher in me
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wanted to get her in and find out what was going on, but I knew Christina had the furthest o
travel for the interviews and to reschedule another interview for the next weekend would tuke
me out of the time (rame for gaining initial impressions of the ATP, I suggested we leave the
second interview and [ would pick her up in the next round. She was concerne J that she
would “muck up the rescarch” but sounded relicved to tike up the option after 1 reassured her

that it would be okay to omit this onc,

Christina survived the first weeks of the ATP, observing in the third intervicw, that “the first
threc weeks, three to four weeks were the hardest. The first two weeks T was just whacked
cvery night. T was just so tired.” At the end of week five of the ATP cach student teacher
reccived a Progress Report from the school indicating their progress and giving constructive
suggestions for improvement. Christina was happy with her Progress Report, “It was good.
1 was pretty happy with it. The things she wrote on there that 1 need 1o improve on I’'m really
aware of anyway and we've talked about them « thousand times before. She was pretty

positive about most things which was good.”

Christina found her teacher (o be very supportive, but was frustrated with attempts to get
recommended for Cutstanding. Christina and her teacher had “*been going through, a few
times, the ATP book. We've gone through and she’s highlighted all the ones that she thinks
that I’ve done and we talked aboul Qutstanding and that sort of thing,” Christina’s {rustration
has centred on onc criteria in the asscssment which her teacher thinks no student teacher
could attain. “She said she feels that Tor anyone to achicve that objective they have to have
had experience. And 1 said ‘Well what can | do? There’s nothing [ can do about it then’?” She
said *No, there isn’C.” Not satis{icd, Christina took the issue further. *1 spoke to my
supervisor about it and said *What can [ do?” And she said *Well there’s nothing you can do.”
And 1said “Who can get an Ouistanding in primary then? What if T cover everything and
can't get that onc? I think if she feels T really deserve to get an Outstanding 1 will anyway, but

then again if somcone gets held back just because of that one objective and other people get
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pushed forward because of ‘Oh well they’ve got everything clse’, then I think thal’s unfair.”

Christina returned to her frustration with the situation several times in the interview.

In interview 4, Christina described how she decided not to ‘rock the boat’. “After I spoke to
you last time 1 was really stressed out about the mark and everything and we had big
conversations with my teacher about this sort of thing,” Christina’s supervisor and teacher
erroncously “thought if you weren’t recommended at week five then you couldn’t get
Outstanding.” Despite the fact that “I stressed aboul it and stressed about it and I had a big
conversation with my teacher and 1 was going to ring up uni and everything” Christina
cventually “thougnt ‘I can’t be bothered’ and so 1 said to myself “Why am | so concerned
about it. 1 feel I'm doing well and when 1 go out next year I feel like T know what T have to
do and that’s the main thing about this prac, that [ wanted to get out of it.” The mark’s a big
thing too but anyway, ... [ ummed and aahed about it for ages, and then 1 thought *Ch stuff
it. I won’t. "l just keep doing my best and see what happens.” So [ got Highly Competent
but I’m still really pissed ol because on the last week [my teacher] says to me ‘Yep. You're
an Ouistanding student.” In the fast week! And [ thought *Come on. I'm still on prac This
isn’t fair. Why do [ have to be ticked in that box when 1 know 1 should be in that one?' And
we looked at all the objectives and 1 did everything, covered cverything, but 1 wasn’
recommended on week five. And I said *Come on. That's ridiculous.’ It’s so subjective, the
ATP, but if they’re not all told the same thing that’s ridiculous. it’s just ridiculous. T just

think it's a joke I rcally do ... Jacks me off u bit.,”

Having flinally focuscd on her main goal for the ATP, 1o be able to go out the following year
knowing what to do, Christina cxperienced a shift in focus. “Not so much, ‘do this because
this will look good’ but *do this for the kids.” And the other (hing that I wanted to do,
because [ said to her I want to do something more, like I've done all my programmes and I’'m
cruising along and doing cverything but 1 {feel like I should do something clse to help those

kids who are [alling behind.” Christina decided to write and implement a special programme
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for the English as a Sccond Language (ESL) children in the class. “So I did a programme for
them too to help them with ESL stuff and that was good, secing what sort of things they did
... they needed 1o do a lot of work on sounds and that sort of thing which was really

interesting as well ... which is good 1 think because 1 lcarned more from that.”

Happy with the assessment? - Jodie’s story

While John had to deal with the impact of a difficult supervisory relationship and Christina
had to deal with her frustration at what appcarcd to be the injustice of the assessment, Jodie

had to deal with what appeared o be a gencral apathy about her assessment.

Jodie was conscious of the pressure she was putting herself under. “T keep telling myself that
it doesn’t matter what I get, but you just want to do your best, and if I starl thinking ‘What’s
my best in ferms of the university? What will they Jabel my best as?” that’s when 1 start
panicking. I have to put that out of my mind and just do my best. And also that the children
won’t learn anything, that they won’t develop. 1t’s quile a big responsibility when you look

at it like that. I hope [ can achicve something.”

In Jodie's mid-term progress report “the only real focus was discipline. To find my own
thing that works for me and to do il. They’re saying ‘pretend that you're angrier.” Telling me
lo act really angry so I'm trying to do that.” When no-one elsc is in the room, Jodic thinks
“I"m much nicer and the kids respond that much better. ... Because they are saying ‘act
angrier’ and stuff, I'm not surc about it. | think I need to. It’s kind of when they’re in the
classroom I'm thinking about control so 1 nced to growl but when they’re not there I'm
happy to let them go a little bit more than when there’s somcone in there.” The advice Jodic
received did not sit well with her but, by interview 4, she did find her own way to deal with

the discipline. *I didn’t act angry in thc end. It wasn’t working for me. Sometimes 1’d be
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growling and then I’d just feel like laughing. 1t was just foreign. It wasn’t working, so I just

found the songs and giving them hugs worked much better.”

Jodie described her last five weeks as “It went really well. T just sort of cruised through. No
problems™ and said she was happy with her assessment. “Mainly in the comments, I'm really
happy with the comments 1 got and the final report. I got Highly Satisfactory or Highly

Competent.”

Jodie then told me “They weren’t telling me how [ was going or what I was doing, So I went
to Kerry, my teacher, and we went through the book and 1 said *Where am @ at and where can
I go? She said ‘Well you're definitely at Highly Competent.” And I said *Why aren’t ] being
extended?’ And she said ‘Well, no reason you shouldn’t be.” So I said *Okay then.’ And she
said “Why don’t you ring up Keith (the supervisor) and ask him?” So I rang him up and
brought him in and he said ‘I don’t really belicve in giving Outstandings. I give them like
once every three years if I'm really really impressed.’ And 1 said ‘Okay, well that’s fine, Am
I at Highly Competent? And he said ‘Yes’. And I said “If I just keep going the way I am I'm
definitely going to get that? And he said *Yeah, I'm very happy with the way you’re going.’

And cveryone was happy with that and I just went through with that. 1 had no pressure.”

1 wondered how she felt about the supervisor’s attitude given that he hadn’t spoken to her at

any of his previous visils,

“He only left about, in total, (wo pages writlen and he came in that time because 1 called him
up and asked him to come in and he spoke to me. And he didn’t really give me any advice.
He just said *Yes you're doing finc.” And then he left. And then he came in one more time,
the last time, week 9, watched my Icsson and didn’( say a word to me. Arc we actually

getting a report from them?”

I couldn’t believe 1 was hearing correctly so asked “so really, after any of your lessons with
the supervisor, you never actually got to speak about the actual lesson?”
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“No. And Kerry was like ‘I can’t belicve Keith’s lack of following up with your prac.’ But 1
also think I don’t know if she actually looked at my programmes. So 1 think everyone was
just going ‘You're doing fine.” Passing the buck kind of thing. And 1 think she was passing
the buck for Keith and Stella, the principal ... everyone was just saying *Oh yeah, You're
fine.’ So I was a bil annoyed that 1 couldn’(, 1 didn’t push myself at all, I didn’t extend one
little bit. I'm sure I could have done heaps better but ... Talking 1o other people their tcachers
were going ‘Right. We're going to do this and we’re going to do that, You can improve on
this and do that.” I don’t know how I could change my programmes. 1 don’t know how 1
could change my records file. Anything. It was a very cruisey Highly Satisfactory. But that’s
fine. It was very realistic. The last five weeks it was as if I was teaching. I didn’t have people
looking over me at all, [ didn’t have people going “You have to do this. You have (o impress
me.” I went in there and if I did a good lesson | knew and the kids knew. And il I didn’t then

it didn’t matter, I could improve the next day.”

Jodie saw the lack of feedback as positive. “Well I mean I'd have no problems going out
there now. Like at first when 1 wasn’t getting much fecdback it was like, ‘“Why aren’t you
looking at me? Why arcn’t you sceing what 1'm doing with the lesson?” Because of our other
pracs. So it gave me a real shock when nobody was paying much attention but that’s reality

isn’t it? I’d have no problems now being scif reflective.”

Although philosophical, Jodic did have moments of stress associated with the Jack of support
and guidance she experienced. YAl times, 1Id start fecling down, like *Why haven’{ T been
pushed? Why haven’t ] been recommended?’ 1 would sort of go ‘IU's not fair.” But then you
think ‘What is?’ ... Attimes during ATP it was, when 1 started looking at what everybody

clsc was doing, it was a big issue ... They were satisficd with that so 1 had to be really.”

Particularly stressful was a confirmatory visit made by Kerry, Jodic's tcacher, who was on
the confirmatory panck. “She went out and saw someone. And 1 thought ‘She must know

how I'm going.” I justificd it all by “They know what they’re doing.” She came back and 1
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didn’t want lo ask her aboul it, but she offcred information. She said ‘Oh I think I'm being
too mean on you, Jodie, you're sirects ahead of this guy.” And 'm going ‘Don’( tell me
now. No, that's not fair.”... She went home and came in the next day ‘I couldn’t sleep
because I don’t know what to do about it.” ... She was worried about it. Because she didn’t
want to decline him and say ‘No, you can’t have it.” Bul he brushed up the second time and

got everything that she’d said ... And he ended up getting it.”

Jodic consoled hersell with the fact that “I got really nice comments. Stella, the principal,
she’s very strict. She came in and saw some lessons. She gave me a great report back. [ think
the most proud thing for me of the whole ATP was her last line which said ‘I'd be happy to
have you as 4 staff member” and, oh my god, that was better than any mark 1 got. I was 50
proud of it ... I thought that was like the biggest compliment you would get from a

principal.”

Even though Jodie has scemed aceepting of the situation, I was startled by her response when

I asked her what she would change about the ATP for herself,

“If 1 was going into cxactly the same situation I'd probably be more aggressive as in what 1
want. Bui that’s because I know whal | want now. | would ask for more, and demand more
feedback and demand more atiention and find out exactly what’s necded and why, cspecially

with my supervisor as well.”

I was stunned. Quiet, poised, confident Jodic saying she would be aggressive and

demanding? I commented that the words scemed strong for her.

“Yeah. Yep. Because 1 think cveryone clse was just happy o, you know how in the
classroom you pay attention 1o the high achicvers and the low achicvers, and il you’re the
people in the middle they don’t mind too much. Like they’re happy, that’s how I felt as well.

So I was a bit aware in my classroom of paying attention {0 the kids in the middle.”
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“So the fact that you weren’t making a song and a dance meant you didn’t get the attention

you nceded?”
*Yeah, so I'd probably be more assertive,”

Despite wishing she had been more assertive about getting feedback and guidance, Jodic had
noticed a change of focus in her thinking 1o “What can [ do 1o factlitate the children’s
learning. So the focus was off me, how well I'm going and on to the children. Scems like
cverything happened about the same time. 1 found out where | was, Highly Competent, then

that was it The focus was on them.”

Going for Outstanding - Celine’s story

In the first interview, Celine wanted to enjoy her ATP, but expectations in the form of
assessment were a factor she had to consider. “First and sccond year you think *I°d like 1o get
Outstanding’, but now [ think ‘I'd like 1o get Highly Competent”, I'm aming for that, but if
the supervisor says ‘You've got this, this, this, this and this to do and you'll get
Outstanding’, then I’l} go for it then, but once [ 'reach the Highly Competent level | don't
want to put mysclf out to try and get extrit. You’ve cither got it or you haven’t. If it’s not

coming naturally, then it’s not going to work in the ¢nd anyway.”

Celine’s progress report “was all ‘doing a finc job.” You think *T want to hear what 1 can do.’
My teacher said ‘ICs not areas that you could improve on, it's just stufl tor luture reference.
Just to make sure you do this.” And so it wasn™t really specific stull. We read through itand |

thought ‘Oh, that’s great. Ticks in the right box.” There’s nothing new.”

Celinc arrived at the third interview with a big smile on her face. “The last two weeks have
been, end of last week, beginning of this week, I've had everything done and it's just kind of
go there and do it, but a bombshell dropped today.”™ Celine had asked Adele, her wacher, to
review the ATP criteria with her “and now I've found out today that I'm goeing lor
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Outstanding and I’m just like *Oh, there’s 100 much pressure.” And she said ‘No, you're
doing really well. You might as well try for it.” And she said ‘Right, you’re Competent,
you're Highly Competent and you’ ve pretty much done Qutstanding so you might as well try

LA L

forit',

Adele and Ccline have speni time together working out what Celine can do (o cement her
chances of receiving an Outstanding, Even though she is looking al ways to improve in order
to impress the confirming supervisor, Celine thinks that she won’t change a lot of what she is
doing already. 1 know I’'m not going to have this big huge change in the two weeks or {our
weeks or whenever they have to, if just plod along the way I’ ve been going. But 1 don’t
want to go back now and think ‘Right Uve got 1o do this and this.” ... Like I was quite happy
with Highly Competent. But always thought if the opportunity came for going for
Outstanding that sure I’d go for i, if | had this and this to do. But its kind of more (o it than
just that. Its the whole attitude kind of work and pressure and cverything changed ... 1
assume I'm doing the right thing with teaching. I assume that’s alright. But 1 don’t want to be

kind of making surc cverything’s really perfcet. Hs not realistic.”

In interview 4, Celine told how she resolved the issue ol coping with the pressure of being
assessed for Qutstanding by “I decided ‘well I'm not going 1o go out of my way and be really

silly and do all this extra stuff,” And so Hdidn’1.”

During her first visit, Linda, the confirming supervisor, had annoyed Celine because “I°d
planned a,. this great stuff for her and she sat at the back of the room. She couldn’t see me
teaching at all and didn't watch imc at all ... She gave me some wrilten comments but it was
stuff like “Your smile is the best ' ve scen in a while,” really irrelevant stuff.” Celine was
upset with comments made by Lind: to her teacher. “She was saying things {o Adcle like the
format of my language programme, she would have preferred it a different way. 1 said to
Adclc ‘Well it’s not her place to say that sort of thing. She’s not there to do that. We've had

four people in, that say its fine.” If there was a prablem with that type of stuff I would have
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expecied to have heard before, And whether she prefers something different, that’s personal

opinion.”

Celine was further aggravated by Linda’s parting comments. Linda had said “1° ve made
arrangements to come back next Tuesday morning. This is your chance to impress me. I want
to see your strengths. And 1 want 10 scc you teaching. I don’t want (o sce what | saw this
morning.” Celinc had been irritated “because it was routine stuff, story writing and a
language Iesson. And 1 got really annoyed at this lady. I was saying o Adele ‘1ook, it’s not
about impressing people. 10°s about consistency and how you are in the classroom.” She got
me so annoyed and so angry because i’s not about going out to impress someone on your
ATP. It's aboul how cverything else works together. And 1 thought “What am 1 going to
teach? 1t’s week 10. Tuesday. Is review. And grade one it’s all about routine anyway. It’s
about establishing all the routines. And 1 went ‘Oh great.” ... That day ! was quite annoyed

and quite narky about it all becausc I didn’t agree with some of her comments.”

Celine decided “to teach them how to address an envelope because we’d been buddying up
with another year one class and been sending Ietters. So Monday | planned it so they wrote
their letters so they were ready for Tuesday. [ thought ‘Okay, we’ll address an envelope.
Have like this big huge envelope ready to model, And T had the Jolly Postman and thesc
songs and everything. It was an excellent lesson, And she came in and sat down for a while,
watched my reading ... So 1 did the lesson and she was there for the first fifteen minutes
sitting there walching, writing, well, sitting there looking through stuff, not paying much

attention. Then the kids were ofl writing their envelopes.” Soon after, Linda left.

Adelc and Celine “had to go in and sce the principal. We sat down and I still didn’t think that
I’d had becausc I thought ‘Not with this lady.” Sat me down and ghe said *I've just got you
in here to congratulale you. You’ve got Outstanding.” And [ went ‘Pardon? And the
principal wenl ‘Yes. You’ve gotit." And I went ‘Oh my God.” 1think Adele was more

excited than me. She went ‘No, you’ve done well.” And that was it.”
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Celine has mixed feelings about her grade, achicving Outstanding scemed a hollow victory.
“Now I think ‘Who cares?” Back then | thought *Great’ but what does it matter? It’s done ...
I still think, it's nice having Qutstanding, but I still think it’s not fair how they do it. It’s
based on a single person’s opinion. I'm sure if' 1 was in an upper school class, a4 grade seven
class, I would be nowhere near it. 1t depends on who you get and what your teacher’s like.
know some teachers don’t put people up unless they’re sure they’re going to get it ... [ can’t
get another solution o how they do the ATP but it’s not very fair. Like (o think (hat that
Linda could just come in and say ‘Sorry.” That would have had to have gone, whatever she
said. She docsn’t know how you’ve been working, You can’t get a truc indication of
relationships and your whole classroom working if you’re only there for an hour or so. And
from that they decide whether you fit into the criteria they have decided upon. If 1 was in
another classroom, 1 mean I was in with a great teacher, if I'd been in another ¢lassroom, |

might have just cracked under the pressure. 1Cs not very fair”

Satisfied with the assessment - Craig’s story

Craig only mentioned assessment in the sccond intervicw in relation to accepting his
perceived difficulties with his tcacher ind the need to adjust his behaviour in order to obtain
his mark. “So I’ve initiated most of the conversation, but if that’s how it’s to be that’s how
it’s to be. I've obviously got to come out with s mark and if that means biting the bottom lip

then so be it. I'm relatively philosophical about that.”

For Craig the progress report showed “I’m not doing anything disastrously wrong nor am [
doing anylhing particularly fantastically well apart from classroom control which they’re
happy with and my relationship with the kids they’re happy with. So I got that. The
observations and recommendations made by the tcacher [ thought were particularly astute. 1

was very happy with the report.”

Page 64



At the end of the ATP, Craig and the principal had a chat. “She said ‘trying to assess you is
quile difficult becausc you’re compelent in all of the arcas but in other arcas you’re way up
there’.” Craig’s final mark was “Compelent ... I went into ATP tired. 1 scored a dose of not
the flu, but a cold, it’s still there a bit, so | was tired before T got there. And 1 really couldn’t
be stuffed doing anymore than competent to be honest. I'm happy with the mark, but a shade
disappointed in my own personal effort. And realistically it took a lot Jonger than [ actually
cxpected it would to get in amongst things and | probably suffered from delusions of
grandecur (o some exient, the mature aged student who’s dragged off the street and ends up
being this brilliant tcacher, and it would just all happen, so 1 didn't put the efiort in. I was

happy with the mark.”

Assessment was not raised as a personal issue by Craig in the first interview and assessment
was not a main issuc for Craig in any of the intervicws apart from making sure that he passed
the ATP. For Craig, other Tactors had impacted on his experience of the ATP far more than

the assessment.,
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CHAPTER 6

THE BAGGAGE WE CARRY - CRAIG’S STORY

A person’s past experience influences their current behaviour (Egan, 1990, p. 162). Such
influences can be positive or negative. Their impact can be empowering or crippling, minor
or major. In Craig’s story, the influcnces of his own schooling experience and his previous
practicum expericnces were important factors in his ATP experience. For myself as the
rescarcher, the influences which impactled on me during this rescarch were my expericnces as
a mother, and a tcacher. As Craig, heavily inffuenced by his past, struggled (o find his fect as
ateacher, I, who had always maintained a distance from my rescarch, struggled to deal with
my ‘multiple selves’ deciding to gatccrash the siudy. While this is Craig’s story of struggling
with his past experience, it is also my story of struggle as a researcher with Craig’s story.

Both of us had brought unsuspected haggage to the study.

Craig Green is a mature age student who, as a child, went (o Catholic schools until his last
two ycars of sccondary cducation. "I was very anti-authoritarian. 1 was told I would never
succeed in life if I didn’( get qualificd so 1 set about to prove everybody wrong so 1
deliberately failed 4th year two years in a row.” After working in a number of ficlds, Craig
was encouraged by an associate, a university lecturer, to enter university. Craig chose
teaching because “at that stage I was 40, and 1 thought ‘I"ve gol all these life’s expericnces
and the high school kids arc really going to benelit lrom my experience” and ... 1 just loved
the idea of standing up there tclling people, giving them new information, helping them
become betier at what they were doing ... when 1 went to my first teaching practice which
was a primary school, 1 just bloody loved it.” After that experience Craig transferred to the

primary teacher education programme,
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Impact on teaching practice

Identifying with students

For his ATP, Craig was allocated to a year three class in a small government school which is
classified as Priority School (PSP) and thus qualifies for extra government funding. The
school has a large number of singlc parcnt families, Aboriginal families, and ethnic families
where English is a second language as well as a significant transient population (*Craig’,

1997, p. 1).

After his first week of ATP, Craig reflected “a number of things have hit me right belween
the eyes. One of them is the beauty of the kids, I think, and cven if they're litdle nuggelty,
hard little buggers and T had a very interesting experience yesterday. T was on yard duty and |
saw this kid who looked like he had already been boxing for a living. He was quite a tough
looking kid. He was walking around tough. Ile was mixing with a bunch of kids that looked
tough. And he saw me. Fc had hair so that he could constantly flick it from one side to the
other and that was part of his routine. And I took a bit of an instant disliking to him and 1
found I was cycballing him because of his behaviour and he was skirting around me as well.
And then | thought ‘is that really the way to go? Should I label this kid?” and I thought “Ycah,
I will, becausc [ reckon he's the sort of kid that’s going to get some of these other ones into
trouble.” As it happencd, in the aflernoon he was allocated (o our room, so he’d been given
his warning, his 5, his 10, s 15 minutes and hc was out for an hour. So he ended up in our
class and we actually moved to a drama room where the kids were involved in drama that
required cooperation. So we were working in one part of the room and he was left right in the
back on his lonesome. Anyway, lo and behold, after about 10 minutes into the thinghe was
sitting there with this frown on his face as these kids do, he actually started to get involved in

the activitics on his own, where you had to stand up quickly, sit down, play dead and this
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kind of thing. And I thought ‘Ycah, give them a chance.” Cos there is, regardless of how
hard they are, there is this little kid in them. There is this excitement in them and they really
do want to fet it out. He did this of his own volition, having a bloody good time. So I thought
‘I'll talk to him.” So as we were walking hack, he had a book, so I said *do you mind if I
have a look at your book? It had onc of these reflective silver things that are etched and
reflect the sun. 10°s been etched in a way so that it refracts the light and gives multi colours.
So I opened it up and it was a health thing and he said *‘Ch, Pmnot very good at drawing’
and I said *It Jooks pretty good 1o me’. Now we just generally got chatling and on the way
back o the classroom, the teacher said *Anyonc who wants to get a drink or go (o the toilet
can do it now.” I fel like a drink of water so | had one, And he could have continued on with
the rest but he actually hung back and waited [or me. And so that was a good learning
expericnee that. Certainly not to label the kids. That wasn’t the strongest message. Perhaps
the strongest one was that *try to recognise the kid that is inside them and try (o work on
that.” So it will be interesting during the week to see what this kid's reaction is to me in the

gvent that I see him again. So that was really important.”

Craig identificd with the children in the school. “Yeah, I think so. I haven’t actually given
that a lot of thought, but, ycah ... | can sce kids doing things in the same way that 1did, so |
can understand if they’re feeling luzy or ‘help me 1 can’t do i, or sort of *head down on the
table.” And I was actually watching one kid and I just thought back to when I was in grade 7,
I was sitting there with my hand on my luce and the tcacher said ‘Are you tired Mr Green?’
and 1 said ‘Nuh’, put my head up just put it straight down again. And he thought ‘I give up.”
But that’s alright. 1 don’t mind that sort of thing. It happens ... Yeah, | certainly identify with

the kids.”

Craig was concerncd about the children’s “attitude to work, their attitude to themselves with
respect to their own capabilitics and initistive scem to be sadly lacking compared with what 1

have seen in other schools and certainly what [ hear about as well ... we really do have to do
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a lot of work so they realise their own abilitics and hopefully make (the most of their life's
opportunilics, becausc there are very bright kids who would automatically succeed if they
were in completely different circumstance. That’s really sad to see actually. That’s probably
why | want (0 work in that arca, because |really love kids like that, They are so bright and
energelic, They’ve gol a bit of fight in them that 1 think works, will serve them well in the

workplace provided they can actually do something. Show a bit of self initiative.”

‘How many of Craig’s own teachers huad cchoced similar sentiments?” 1 thought and wondered
how much identifying with the children in the class and in the school would influence Craig’s

behaviour as a teacher. Craig’s story of classroom management seemed (o provide a clue.

Classroom management

Craig wasn't impressed with his supervising teacher’s classroom management style. “Some
of the looks that Katrin gives are really quite culting, and picrcing. But as the week’s
progressed, she seems to be more relaxed with the kids, and smiling a lot more and having a
bit of fun with them as well. Bui she's much harsher on the kids than 1 would be, ‘PUT
THAT AWAY’ and “You touch that again and it’s coming on my desk and you’re NEVER
GOING TO GET IT AGAIN" and all this sort of jazz whercas, that side of it | disagree with.
My style of discipline is to correel behaviour incidentally and it°s something that 1 learncd
mainly through Tekton Primary School and Areyonga |previous practicum schools] where if

a kid's misbehaving, just apply the rules. Don’t make any big deal about i1.”

Craig’s resolve had been put to the test on the first Thursday of the ATP. “It was « terrible
afternoon for a number of rcasons. i wasn’t terrible for me. The kids werc really
misbehaving. They had been to this Constable Care thing and they get them really hyped up
... $0 that meant rcading the riot act.” Later Craig claboraed “So after the Thursday afternoon

kind of losing control of the kids, I read them the riol act and I went home, ran through my
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mind what I was going to do. So I basically went back and read the book again, as it were,
and remembered the experiences at Tekton and 1 thought ‘1 found myself shouting and
screaming like Katrin was® and | was getting bloody aggravated and twisted up. I meaniit’s
just uncomfortable, you know and I decided L didn’t like it. And 1 thought ‘remember whalt
happened with that kid at Areyonga’ so 1 thought ‘just step back from it all’ so 1 went into the
classroom thinking to myself ‘they will all be treated equally. If the behaviour is unacceptable
they will get a warning’. And I've slightly maodificd their rules so they get a warning, the next
step is their name on the board and then a cross and they’re outside for 5 minutes so they sort
of pushed a hittle bit ... and 1 said 1o them “PPush as hard as you like and you will scc what
happens. You will sufler the conscquences. I have to. You see the rules up there? I have to
apply the rules. I have no choice in that but you have a choice in terms of what you do.
Anyway push as hard as you ltke and we’ll see what happens.” So 4 couple did. And as ]
was teaching, it was a nice lesson. The kids scemed 1o enjoy what it was they had to do. So I
didn’t remind them about the rules or anything like that. So a kid mishchaved. ‘Warning,
Blake.” He looked up and *Oh, okay.” So he misbehaved a bil further so his name went up
on the board and it was just a case of ‘Okay Blake, your name’s on the board’ and another
kid would talk *Warning, Hayley’ and she looked up terribly surprised that it should happen
and the further I went with it the quicter and the quicter the room became. And it was just that
all of thc comments were just simply inctdental. 1C's a bit like saying, say if I was rcading a
story, for example, ‘there’s i big dark room and it was ‘warning Hayley® and then just
straight on with the same tone of voice, instcad of stopping and gelting all frustrated. So the
kid went outside and 1 said ‘up the back, get yourself a picce of scrap paper, something to
lean on and a pencil so while you’re outside you’re going to write down whal rulc you've
broken and what you’re going to do to fix it, Okay, off you go.” Carried on. So he went out
thinking ‘gee, I’ve never scen this before.” So he went ot and dutifully wrote it and came
back in and handed it to me and 1 said ‘great Blake, thanks for that. Grab a secal.’ So there is

that difference in her style, shouting and screaming a lot and I'd much prefer a quicter style.”
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By interview three, however, hall way through the ATP, there had been a significant shift in
Craig’s attitude. In the previous interview, Craig had identificd with and related positively to
the children he had met. He had indicated a preference for a quicier management style than his

teacher and had been celfcctively implementing his own style of classroom management,

Craig's frustration with his yeur 3 students was evident. “Their concentration span can be
quitc good, but for the most part iC’s bloody terrible, You can say (hings like “You're always
getling up, moving around’ and I've got {o tell them over and over and over again, ! really
have to condition them to do certain things so by simply standing up and saying to everybody
‘I do not want you to get out of your chairs and come up to me and talk to me. You must stay
where you are, put your hand up. Just because you” ve pul your hand up that docsn’t mean
you can start talking straight away. You have to wait until I acknowledge you or recognise
you and when 1 do, then you can start talking.” And while I'm actually saying something like
that a hand will go up and someonc will start bloody well talking. {I’d think] *What arc you
some kind of dumb dog or something?’ There’s onc kid in the class who P'm going to put on
a contract next week. I'm sick to death of it and 'm going to tear his head off if Katrin
doesn’t before Ido. Every few minutes it’s ‘Mr Green?” and he’s got stories to (ell, he
docsn’t have questions. [I'd think] *“What do I have to do with (his little bastard 1o get him to
sit down and shut up?’ So it is hard from that point of view. I’ve got to stop and think to
mysclf ‘“They arc only 7, 8 ycars of age and that’s probably pretty normal.” But it’s

frustrating nonc the less and that’s why iC’s hard.”

At this point | had become aware of switching away from my rescarcher’s role to another
self. My youngest child is in year 3 and | was suddenly a mother mentally telling Craig that
“This child is complimenting you with this sharing of his stories however frustrating and

monolonous it may be for you.” 1 quickly resumed my researcher’s role.

Control of the classroom, as evidenced by the silence and obedience of the children, seemed

to have defined ‘what works® for Craig and this had beccome the measure by which he judged
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the cffectiveness of what he did. in achicving (his control, Craig modelled his actions on
what he had observed and expericneed as a student in the classroom himself. “I'm learning as
I go how to gencrally get the class under control and as sad as it is and I don’( necessarily
belicve in doing il but i’s what works extremely well, is to kind of make an example of one
of them. Not necessarily in a severe way, but to focus on the misbchaviour and then
generally talk about it or simply, say I'm sitting down at the desk which is very rare, the kids
get started on somcething, ‘Fred, I want (o sce you' and they think “What’s going on there?’
and that quictens them down and [ don’t really like giving a kid a dressing down in front of
the others because 1 remember when | was a kid at school ... but as a form of classroom
control it does work very well {or the individual and for the rest of the class. So I'm just
toying with that, I’ll probably keep doing it. 1 had a situation where there was one kid. 1
justify it by thinking to myself ‘wel! by telling this kid in front of everybody ¢lsc they’re
going to lcarn as well what the unacceplable behaviour is.” 1 don’t abusc the kids as such or
(ry to belittle them in any way. "Il get very stern with them. One in particular who |
remember. We were doing a bit of art and the [art folder] had to be covered in plastic and 1
was doing il. They weren’t capable of doing it by themsclves so I had them come up onc at a
time and I'd say ‘Onc at a timc. The next onc I'll call, you can come up.” And one of them
just couldn’t get the message. | must have told him at least five times (o sit down “You will be
next after so and so. When 1 have finished her’s T will call you over.” And 1 thought “How
much clearcr can I get than that?” So about five times [I had to tell him to wait his turn] and
then at the end of the day |1 said] ‘If yours is covered put it in your big drawer. Those who’s
aren’t covered and only those stand up’ and all this crap. Lo and behold, just before the end
of the day, I look on my desk and here’s this kid’s bloody folder again, becavse it should

have been on another table, so I just grabbed it and 1 threw it in the bin.”

Again, [ struggled with my own baggage. I struggled as a mother and as a tcacher who was

appalicd at such an action, | struggled as a rescarcher trying to control my own reactions so |
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would not influence my participant’s telling of his story. I do not know how well ]
succeeded. Later as I listened to the recording T could hear my voice becoming quieter and
quicter at this point and I could hear the restraint in my tone; or was that just because |

remembered so clearly my struggle at the time?

Craig had continued. “And he looked at it and his heart sank and face changed cxpression and
botiom lip wasn’t exactly quivering, so 1 justleft it there. I didn’t say anything for aboul five
minutes. So I got this thing and said ‘Do you know why I put this in the bin?’ ‘No." So ]
went through this routine of why I put it in the bin and how many times I'd asked him to do
what T wanted him to do. In the meantime somecone was looking through the door and
something inside said ‘Murphy’s law. This has got to be his mother.” But I didn’t know that
for sure. So I said to this kid *You’re proud of this aren’t you?” and he said ‘Yes Iam.” And
I said ‘So you should be. What you've done is great work. But the reason I'm throwing it in
the bin is because how many times did T ask you.” So 1 really drilled him. So 1 thought ‘I'll
keep going with this in the event that the others might learn from it.” So it came to a
reasonably satisfactory conclusion. He went outside and his mother, and it was his mother,
sort of glared at me and him and what’s going on here? But the kid’s actually been great ever
since. He’s been concentrating, doing what he should be doing and getting lots of verbal
rewards as a result. So if’s hard (o say. Inside I’d prefer not to, but as an effective form of

management it scems to work.”

Looking back at the ATP in the fourth interview, Craig observed “I"ve discovered the kids
are take, take, take, and (here’s no give, and their expectations of what they should get arc
really totally unrcalistic. They’re often quite difficult (o discipline stmply because the parents
don't know how to discipline the kids and there is no discipline at home. So that would make
it difficult as well. I'm certainly heaps more aware of the reality of the situation, There’s still
the element of romance there and there is still that magic that occurs, not as often as I would

have liked it to have done so.” In the final analysis, though, the best thing about ATP for
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Craig was “the kids themselves and those really nice times with the kids. 1 was reading to a
couple of special cd. kids, mainly 1o keep them quict. Whenever [ picked up a book and read
1o them, that was to keep their altention and they quite liked it. And as I was doing that the
kids were listening and they’d come in and lean all over me and that sort of thing, So the kids

and those kinds of moments.”
“The relating times?” 1 ventured.

“Yeah, very much so. Ycah, and that’s why those little sorts of situations have said to me it’s
an absolulc must to programme in some time [or that kind of interaction with the kids. So thal
would be the best part. There’s nothing sort of really jumping out. It's more moments, things
that happen herc and there. I’ve had a mother come down, which I thought was terrific, on
the last day, just to say “Thanks. You’ve struck a chord with Luke. Where he doesn’t
normally talk aboul teachers, he has starled talking about you and he scems more interested in
his work,” So she just came down to say thanks. Another kid, Tamaro, a little black kid !
developed a lot of time for as time went by, simply on the basis he’s such a bright cheery kid
and intelligent, but as poor as all buggery, and an unbelicvable story teller, just magnificent,
the expression he put in his voice was greal. So we developed a particularly good relationship
and on the last day, he obviously 1oid his parents, ‘I've got to go down and sce Mr Green
and say goodbye.” So there he was al the door waving tissucs cverywhere and obviously as
sick as a dog with Mum and Dad (here and saying ‘We just came down Lo say goodbye.” ...
At the actual time itsclf, my head was a million and onc times saying ‘1t’s finishing. [ don’t
belicve it's finishing.’ It was the last day and things were all over the joint, but the more 1
reflect on it, to me, that’s the sort of thing, 10 me, makes me want (o stay in tcaching, To
have in onc term one kid who has struck a chord with me, there’s been some sort of
connection, is worth it and makes up for this other little turd, Mark. So there was that sort of
thing. Just walking along and a kid would come up and just hold my hand for no damn

rcason and just walk and talk. But other than that, nothing sort of particularly startling. Oh
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the principal said, one thing that she did say which | thought was absolutely terrific, she said
“There is a really lovely atmosphere in the classroom.” And I thought ‘I nothing ¢lse, if the
kids feel safc and comfortable and warm there then that's more important than any cducation

they might have’.”

‘Chalk and talk’

Craig expericnced a conflict between what he had learned at university about the best way for
children to learn and his own experience as a child-student. When [asked Crig in the
interview before he began his ATP about how he would define learning, Craig's response
reflected a tension between his own schooling experience and whit he has been taught at
university. *“A ot of research that Ive been made aware of. is proving that in [act group
icarning is not the best way, that essentially chalk and talk, so *sit down, shut up and listen to
what 1 am going (o tell you® is currently the way that the kids are learning best.” Craig had
heard about this rescarch on a current affairs programme which had been recently televised
and through discussion with a friend. Craig’s confusion became evident as be comimented
that this rescarch “reflects very much the way that 1 was taught but with that in mind
however, | don’t think chalk and talk is the best way to go.” While Craig did not think it was
the best way to go because “through our tutorials, particudarly in education, it secms to be a
big push this group lcarning thing”, at the same time he had observed that “m all of the
education units where we’ve been asked o sit down and discuss things in groups, 1 reckon
about 25% of what could come out ol it actually comes out of 1. This left Cring i a
dilernma. “F have a bit of a chalk and talk approach ... And I do actoally want 1o change from
that. 1 guess I really believe that kids learn best [rom being shown the concept it it's new and

then let them have a play within”

Page 75



Despite wanting to change, Craig is still not sure of how children learn best. He does
recognise that “I am influenced by my past learning and by some recent discussion (hat

suggests that they do fearn best by chalk and talk.”

Hail way through the ATP, Craig was stiil struggling with the tension. “1 think my biggest
problem in programming is the language programme because probably deep down I think it’s
wrong the way they’re going about it ... There should be a bit more structure. But I could be

wrong, but if it can be shown (o me that the way [(he university] go about it |is right ...].”

Craig is not convinced that the way he has been shown to leach is righl. Again he recognises

A

the influence of his own past expericnee. “That would be coming from when | was taught,
not that Tactually remember much about it, but I can certainty remember sitting down and
having to spell words and write these things and maybe tick at the end of it all ... But I'm
sure that I learned that all in primary school and 1 believe my literacy skills are actually better
than the kids that arc in university at the moment, So it docs come from how 1 was taught,
Although I don’t quite remember how I was taught. It was cerlainly different from what we

arc doing now. But if [the new way] works, finc, 1 don’t mind changing my mind ... [but]

I’m saying to you how I fundamentally belicve how language is being raught is wrong.”

By inlerview four, the week after the ATP had finished, Craig has become more resolute in
his views. “My belicl on chalk and tatk is certainly stronger now than what it was before.
Yeah, I’d say so ... [ tricd a few things, sort of sussing oul my old Christian Brothers® style
of teaching beliel system., Every now and again 1 thought ‘Oh bugger it. This group work
just doesn’t work in my opinion.” '] gave them a work sheet and ask them to write
something out nothing would get done. So 1 just stood up there with a piece of paper and said
‘Right. Copy this down.” Everyone was working together. The discipline was perfect. The
kids scemed to quite enjoy it and it was nice and quict and peacelul and we got a lot donc ...
But the group thing, getting three or four kids together ... as soon as they got in their groups

it was a complele and utier bloody waste of time. Apart from the few, the non-Australians,
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the Bosnians and Asians, they’d get on with it, discuss things with cach other. But the
Aussies saw it as a good opportunity to slacken off. While I’'m more convinced that [chalk
and talk] is the way to go and I hear from time to time that it appears teaching is going (o head
back in that direction because this fovely warm fuzzy way of learning apparently isn't
working. We both know that literacy and numeracy skills arc down compared with when we
were young ... Yeah, so I think I should give them the information rather than have them try
and find it out ... Science investigation, for cxampic, has all these lovely groups and there’s a
manager and a dircctor and a speaker and ofl this bloody stuff that works well in a pristine
society but hardly works in this school where if someonc docs somcething to you the best way
Lo sort that out is hurt them as much as you possibly can. So 1 completely restructured the
science lessons and they still worked in groups but [ said “You will all do this now. When
you’ve done that stop. Youw’ve got thirly scconds to go.” So we structured it because the
noise and lack of control was horrendous and 1 thought *I'm not putting mysclf through this.’
so I controlled exactly what they did and they got a lot more done. They seemed to enjoy it a
bit more too I think. And the ones who normatly do the right thing scemed to be happier as

well.”

Craig’s experience in the elassroom had confirmed to him the value of the (caching style he
was subject to himself, despite his own “very anti-authoritarian’ attitude as a student. As a
school student, Craig’s behaviour and attitude indicated a resistance to the ‘chalk and talk’

style of 1caching5, but for Craig, the teacher, ‘chalk and talk’™ was the more cffective, even if

3 Having read this chapter, Craig commented that be thought that it was not the style of teaching he had
resisted but more the authoritarianism of the teachers, even more 5o in his high school years. To my mind,
the ‘chalk and talk’ slyle of teaching and the authoritarianism of 1cachers arce linked as in the example Craig

gave of his restructured science lessons (previous paragraph),
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boring, way to get children to Iearn. Having “maintained a course average that will allow me
to do honours next year if I want (0", Craig kncw (he theory the universily was espousing,
but teaching experience in the classroom had confirmed to Craig that the way he was taught

as a child was more effective.

The influence of Craig’s past practicum experience

As potent as the impact Craig’s past schooling experience had been on his teaching practice,
for me as a rescarcher, the impact of Craig’s pasi practicum cxperience on his ATP

expericnce was a more immediate dimension (o deal with,

Generally, Craig had enjoyed his past practicums. “It’s as if each teaching practice, bar one,
was tailor made for me. It’s almost like there was some pre-designed plan to show me these

fantastic things that were going to muke me into a decent teacher.”

The exception was Craig’s last practicum, a remote desert community practicom, which he
described as “a hell of an expericnce to siy the Ieast. A terrible personality conflict between
me and the teacher and it was a bit of a shock to the system. It was a remote teaching school
and 1 got out there, I was just really excited aboui being there. 1°d sit there and a kid would
crawl all over me covered from head to toe with scabics and snot running down (heir nose, all
this sort of jazz I'd squirm a bil. So | was a bit reluctant, I suppose, lo intermingle with them
although I thought 1 did quite a good job and onc of my fellow prac students felt that 1
interacted with the kids morc than she did. It was just on the odd occasion 1’d squirm a bit
becausc of all these discasces and filth and things. As time progressed the {eacher that 1 had,
who | think was probably a second year out, quite & good teacher, 1 had no problem with her
tcaching ability, but for some reason or other, she took a disliking to me ... 1 learned that 1
become reactive ... I hindsight 1 would have gone about the whole thing completcly

differently. I know the expericnce (hat 1 had there was definitcly a case of victimisation,
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there’s no question aboul it. I did the wrong thing by [reacling] and not talking (o the right

people.”

A large part of Craig’s frustration with (he situation was his perception of the luck of support
from the university for student teachers in his situation. He felt strongly that student teachers
were actively discouraged from taking their coneerns o the Practicum Department staff and
was unawarc of other avenucs in the university for dealing with crisis situations, “The only
other thing that really upset me about that particular prac was, and this institution, is that at no
stage was 1 consulted about what was going on with the practice. Ray Brush who is here,
when we left the place he suid ‘Tlow did it go?” so [ spewed things out for about the next half
hour and he gave me a sympathetic car he said ‘Unlortunately it happens. A ot of first year
outs end up in sitvations like that and it’s so terrible that they will often just simply leave the
profcssion altogether™ and 1 think it's terribly wrong, but | was and stilt am rather spewing
rcally that af no stage was I sal down and asked what’s going on, by the headmaster, the
tcacher herself, the supervisor who was oul there at the time, and David Carew who was
heading the whole thing. When we arrived buck David said “1°d like to talk to you. There’s
actually big problems at the school.” So I came in (o see him. Basically his responsc was
*Well, you survived, you know, you passed” and 1 thought *Well, shit, that’s just not good
cnough.” And it’s the same philosophy here with the prac department. They (el us *Don’t
ring me up with a personality conllict. [ don’t want to hear about. Sit down and try and
resolve the problem {irst. Don’t come to me and tell me you hate the teacher. It just won’t

LRl

wash.’ And 1 thought “Thanks very much’,

Craig’s cxpericnce with his last practicum teacher made him wary of his supervising tcacher
for ATP. *"The tecacher that [ have, I belicve, has the polential to be the same, but I'm still sort
of smarling a bit from the [ast one. Bul in (he event that that does occur, I’'m much better
cquipped to handle it and I'm not going to gel as reactive. ve virtually made up my mind

that my teacher’s going (o be no help whatsoever, which [ highly suspect is the case, and if
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so well that’s fine, that’s her, I'lt just have do what T can and not get all shitty about it, The
teacher that 1 have, it’s very difficult to get a smile out of her although it has started lo
happen. And there has been some interesting littde things oceur so far, Jack of her smiles fora
starl, but she does that with the students anyway. She is a completely different person to me,
but I am thinking more than anything that will actually make the situation work. She's loud
and aggressive. So as far as any feminine qualitics that T like in females she doesn’t have any
of them, And she’s got my arca as Tar away as is physically possible to be in the room. So
my sort of attitude is ‘She’s feeling « bit threatened” und 1 can understand that. So I'm
extremely mindful of that and I'm going to do my best 1o make surc she feels like she’s got
control of the class. There’s no reason 1o become pally with her. So my intention’s to keep it

purcly professional.”

After the first week of ATP, Craig’s inititl comments about his teacher were positive, “As far
as my actual icacher is concerned, she’s warming up. She’s quite, she’s not cold, but sort of
indifferent really. She has madc some positive comments and the more 1 think about the
posilive comments that she’s made and the perhaps more constructive as opposed 1o the
‘you’ve done really well” that sort of positive comment, but she’s given me a free reign and
when T consider that she has spent most of the {ime out of the class while I’ve been teaching,
that’s a huge compliment to me, Now il | was doing recally badly there’s no way she’d leave
the room and she left me with the class for the whole afternoon. That was just a spin out. ]

loved it.”

As the interview continued, however, a different picture began to emerge. “I'm still a little bit
wary of he teacher. Therc have been no problems but the interaction between us isn’( great.
As 1 was saying before 1 think it’s just the sort of person that she is ... T was actually very
concerned with her on day onc 1o the extent that 1think she shouls and screams far too much
and she’s got a very loud voice which aggravates me regardless of whether it’s a malc or a

femalc and she bardly cver smiles with the kids. But as the week’s progressed, she seems to
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be more relaxed with the kids, and smiling a lot more and having a bit of fun with them as

well. But she’s much harsher on the kids than I would be.”

Later Craig commented “There’s a bit of a hang over from the remote thing so that dropped
my confidence enormously and made me very wary of teachers like that particular one and 1
sez a bit coming out of the teacher I have as well so, yes, I'm nervous about hoping that she

doesn’t take some particular digliking lor whatever reason that might be.”

[ commented that the last practicum had had a lasting impact on him. To which Craig
responded “Quite a bad onc to be perfeetly honest. And more than Jikely that will stay with
me and that has altered how I communicate with people. I'm being very careful about what 1
say and deliberately going about acting as professional as I possibly can ard once 1'm happy
and have started to trust the people Pli relax more with respect (o that. Yeah, 1 certainly
would have preferred not to go through that experience.” Further on, in discussing being
observed in the classroom, Craig commented *)’m actually not that fearful of them, I think
because of the degree of discomlbort | have with Katrin, I’ ve no qualms about the headmaster
coming in or the deputy headmaster. They're really lovely people. I’11 be quite refaxed with
them and 1 think by comparison the supervisor will probably be the same.” I was beginning
to feel concerned about the feelings of discomfort Craig was expericncing with his teacher,
and this concern incrcased after Craig shared some general comments from the teacher. 1
think she wants oul of it. So knowing thosc things that sort of helps cxplain her behaviour,
but it docs make mc feel uncomforiable and that really is where all of my nervousness is
comtng from, is her. If she turns nasty T could be in all sorts of trouble and when 1think
about my past cxperience with somecone turning nasty, | really don’t want 1o go through thit
again. So a (air bil of anxicty is coming from that quarier and then just my feclings of
inadequacy with programming and putting lessons together. Creative ideas and those sort of
things. As 1 do cach lesson I think ‘why am | gelting alf tense aboul? It’s okay. 1t was all
right.” So that all relates a bit.”
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By this time, I was in turmoil. Craig had scemed tense when he arrived and his (ension had
seemed to increasc as the inlerview had proceeded, Craig was obviously struggling with the
similaritics he perceived between his supervising teacher for ATP and the supervising teacher
for his previous practicun: and (his appeared, to me, to be impacting on his ability to cope
with all the usual tensions he, like most student teachers, was experiencing at the beginning
of ATP®. 1 knew that, as far as he was concerned, the Practicum Department weren’t
interested in providing support for a student tcacher struggling with these issucs, His past
practicum cxpericnee was, at best, coloring his view of his supervising tcacher and affecting
his ability to work with her. He may have been unlucky enough 1o have scored another less-
than-satisfactory supcrvising tcacher or maybe his lifc long aversion to getting a qualification
was raising its head. I knew 1 was not a counscllor, but, unlike Craig, I knew there was

support and counselling availablce for student tcachers in his siluation.

The question 1 faced was ‘as a rescarcher, what do [ do?”’

My positivist-cmpirical-scicntific
self said ‘this is your data. You don’t influcnce your data. If he self-destructs, that’s a part of
your research. You don’t intervene.” My more humine sclfl said “you can’t stand by and
watch a nicc guy like this self-destruct! Let him know that he could talk it through with a

counsellor.” Another self struggled with ‘il T say something. will he {ind that even more

& Craig commentcd, on reading this chapler, that at this stage he was also having very strong doubts about

whether he was wanling to teach (2 usual lension in the ATPY),

7 Craig commented that my quictness at this stage had made the silumi(m seem cven worse (o him and had
made him feel even more anxious al the end of the interview, He thought that if | had suggested he talk with
someane he would have prabably responded “No, 1'1l get though this. | don't need someone™ but he also said
he may have asked me H'T could suggest someone, Tn hindsight | would have served Craig and myself betler if

1 had been more open aboul my concerns.,
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disconcerting? Will he think it’s even worse than he thinks alrcady because the rescarcher
thinks he needs to see a counscllor? How docs one find an answer to these dilemmas in the
*hot action’ of an interview situation? Silence won, but, over the following weeks, |

struggled with having chosen silence. Would Craig survive (o the third interview?
He did.

Although never close, Craig’s relationship with his supervising tcacher, Katrin, had survived
the carry-over effect from his previous practicum. “I’ve golt to please Katrin. But she’s a hell
of a lot easicr to please than I think she is. So any sort of sense of (hat paranoia is all self
inflicted. She has actually ended up being a great ally. Not that we chat much. I've asked her
questions, I've asked her ‘Am I failing?” and she says ‘Don’t be stupid’, says things like
that. And she Icaves the room for most of the time and is quite happy with how I’m going ...
We don’t chat. We don’t talk to cach other at recess or lunch time. We don't talk before
school, but she smilcs quite nicely. But as far as getling on with her is concerned it’s
obviously there because she’s said things like ‘No, you’re not fuiling” and *That went well.”

and all her written commenis were gool.”

Apart from Katrin’s reassurance, onc particular incident secemed to prove to Craig that Katrin
was an ally and not an encmy. “Apparently, well, I've been misquoted alveady at the school
where I’m supposed to have said 'I get really pissed off when teachers come into my
classroom.” I know 1 said it to someone, but [ can’t for the life of me think who, I’ve
commented "What a pain in the arsc it is, all these bloody interruptions all the time. How doces
anything get done? And it is phenomenal the interruptions. We are going to churn out thesc
people who are supposed (0 go into the work force who don’t know anything, There's this
and that and the other thing and broadeasts and God knows what. Anyway, so that got
converled from that o ‘1 get really pissed off with {cachers who come into the classroom’.
And as [ said to Katrin “That’s quitc amazing because no tcachers have ever been into my

classroom’. Anyway nothing was further from the truth, but she certainly proved herself to
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be an ally and through this we were obviously gelting along when she said ‘Look Craig, you
really have to be careful what you say. You know you’ve been quoted as saying this.” And 1
said ‘1 didn’t say that,” And she said *Ycah, there are people here who are not what they seem
lo be. Be very, very carcful what you say.” ... And she came up to me on the Monday and
said ‘Oh, I"ve been thinking about i( on the weckend and 1 really wondered if 1 should have
said to you what I did.” And 1 said ‘T wm that appreciative that you said that to me. I have this
strange sense of humour where 1 usc shock and contrast and it gets me inlo trouble. Its a
family thing. I’ve grown up with it and I use it. No, you’ve donc me a great service.” So

through that I know she’s an ally.”

At the last interview, Craig recognised that the baggage he had carried into the ATP had been
a big weight to overcome. “Ycah. To say the least, and even to the last day, 1 was ever
cautious of Katrin and other tcachers in the school for that matter, thinking 1o myself “You
never know when they might turn.” And towards the end of the prac, I think it was the
second last weck of the prac, we went on a zoo trip and I asked my brother (o come along
and he met my teacher and he said “Shit,” he says ‘1 see what you mean.” 1 said “Yeah, well,
this is what P’vc had to put up with.” She was a friend and out to help me, but she was very
indifferent as well. We ended up chatting and she would say things to me that if | was a nasty
sort of character I could have got her into all sorts of trouble. But at the same time it was a bit

odd. Yeah, quite a hard sort of character.”
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CHAPTER 7

FINDINGS AND RECOMMENDATIONS

Personal expericnce, the knowledge and expericnee a teacher has had communicated to them
by others, and the personal values and ideals that they aspire to all contribule (o making up
that unique belief system, the practical theory, which guides the (eacher’s personal teaching
practice (Iandal & Lauvas, 1987, p. 9). Preservice or student teachers also bring to their
(caching practice their own unique practical thcory, While working with and supervising
student tcachers on their practicum, I had become intrigucd by the changes in the student
teachers as a resull of their experience of their practicum, especially their extended practicom.
How were student tcachers learning about tcaching while on their extended practicum? How
was the extended practicum impacting on the student teachers’ practical theories about
teaching and how did the student teachers themselves interpret such changes? To answer
these questions, | needed to ‘get inside the student teachers’ heads’, to find some way (o
cxplore their beliels and their understanding of (heir experiences. 1 chose to usc narrative
research because it seemed an appropriate method to use for this particular study and because
of the growing intcrest by rescarchers in using storics and narratives 1o explore 4 leacher’s
beliefs and expericnces (sce, for example, Carter, 1993; Beattic, 1995; Cascy, 19935;

Clandinin, & Connclly, 1996).

This chapter presents the findings and recommendations that emerge from this study and then
reflects on narrative research as a methodology. In closing my thesis, 1 write an open letter to

student tcachers, those for whom this work was originally intended.

The rescarch questions which initially guided my study are:
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* How do student teachers lcarn about teaching on their extended practicum, the Assistant

Teacher Programme, locally known as the ATP?

o In what ways docs the ATP impact on the practical theory of students?

e How does a student teacher’s experience and interpretation of critical incidents in their

ATP impact on their practical theory of tcaching?

To what {actors do student tcachers attribute changes in their practical theory?

The methodology for this study allowed for those issues which were of greatest concern to
the student teachers to come to (he fore. As a result, some conclusions arose which were not

an initial Tocus of the research questions.

While my initial andicnce {or this study was future student teachers facing the ATP,
providing the Faculty of Education with information so that the ATP could be improved for
the benefit of the student teachers” learning about teaching was an important consideration in
the study. In the course of the study the participants made clear that there were important
aspeets of the ATP which needed (o be addressed and a common sentiment which was
cxpressed by the participants was the hope that this siudy would lead to an improvement in
the ATP for future student teachers. Because of what the student teachers were sharing with
me, | became aware of a need to shilt my thinking (o seeing the Faculty of Education as my
primary audicnce. As a result of this shift, my final chapter is directed to the Faculty of
Education as a primary audience. Nevertheless, future student teachers are still close (o my

heart and it is to them that [ write my final comments.

What can be learned from the experiences of Jodie, Christina, John, Ceine un | Craig on their

extended practicum?
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Learning about teaching - critical incidents

Part of learning from the experience of the ATP was learning from the challenging, the
unexpecied, and the unusual, Jodie, John and Christina were exposed to some of the broader
issues surrounding teaching through situations they faced on their ATP. Jodic’s exposure lo
special needs children in the year one class she had been allocated o, in the special needs
class in which she taught on the Monday afternoon, and in the playground provided the
impetus for Jodie to examine the complexity surrounding the issuc of mainstreaming special
needs children in the regular school and classroom. The struggle John had with his
relationship with his supervising teacher exposed John to some of the difficultics and
dilemmas associated with maintaining professional relationships in tcaching. With her
supervising teacher absent, Christina was challenged (o draw from her own personal
expericnce when the mother of one of her students and a child from the school dicd suddenly
and (ragically in the same week and Christina had to explain this to her class. Such situations
arc representative of the types of critical incidents that causc student (eachers, and experienced
{cachers, (o stop and examinc both their teaching practice and the practical theorics, which
drive their teaching practice. Jodie, John and Christina did not emerge from their ATP
expericnce with clear cut answers {o the difficultics and dilemmas they encountered, but they
had gained greater insight into some of the complexities and ambiguitics surrounding issucs

which arisc in the teaching profession.

Critical incidents and situations challenge us with the practical theory which lics behind
teaching practice. Jodic, Christina and John were cach confronied with « critica) incident or
situation that challenged and forced them to examine some of the broad issucs which tcaching
professionals fuce. For Christina and John, the situations they were challenged by arose as a
resull of events or circumstances beyond their control. Jodie had been allocated 1o a school
with a spccial nceds unit, and cach of the ATP stadent (cachers allocated to the school had

been assigned by the principal to a class different from their main class for one afternoon a
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week. Jodie had not specialised in children with special needs but had, in the luck of the

draw, becn allocated to the special nceds class.

What arc the implications of this finding? Challenging situations were the ones that created
the greater opportunity {or Icarning about teaching for Christina, John and Jodic. While
events and circumstances occur which are beyond the control of all involved in the practicum
expericnee, some situations can be ‘sct up’, Jodic’s experience was an example of how this
could be done by the principal. Alternatively, student teachers could be proactive in choosing
practicum placements that contrast with those school situations they have already experienced

in their own schooling and in other practicums.

The impact of assessment

As Jodic and Christina came (o terms with and accepled that they would not be recommended
for Outstanding, the focus of their tcaching moved from being & performance for assessment
1o what the children themselves were actually learning. For Celine performing for the
assessment continued lo the very end of the ATP as she sought to gain an Outstanding mark.
Although Celine was “annoyed and so angry becausc it”s not about going out Lo impress
someonc on your ATP”, nevertheless she stated “all your work you do is just for the

"r

asscssment, whether you’sc going 1o get a good mark or not.” There was not the clear switch
to thinking about the learning of the children in the same way as occurred for Jodic and
Christina. So, whereas Celing acts on her supervising leacher's recommendation (o wrife a
programme for the teacher’s aide to teach the remedial children in order to enhance her
assessment outcome, Christina, prompted by wanting 1o “help those kids who are falling
behind™, took the initiative and volunteered 1o do a programme for the ESL children in the
class to help them progress and then taught the ESL children herself, For Christina and Jodie,

moving beyond their concern with the assessment meant they were more conscious of

thinking about the lcarning of the children and so more corsciously able to test out and
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confirm or change their practical theory. Being recommended for an Ouistanding, Celine
remained primarily focused on her performance in teaching rather than on the children’s

learning,.

The stories of Jadic, Christina and Celine provide a chatlenge o the Paculty of Lducation.
Barry and King ( 1989) have observed “in order to teach effectively, teachiers need to know
how pupils lcarn” (p. xii). Once assessment was sidelined, Jodie and Christina focused on
the children and what to do to facilitate the learning of the children in their classes. This shift
did not occur for Celine who, having been recommended for Quistanding, remained focused
on her performance as a teacher and did not make a similar shilt 1o focusing on the learning of

the children.

The question of what the assessment is actually assessing needs 1o be considered by the
Faculty of Education. Is the current assessment [ocusing on the technicat skills of teaching,
as demonstrated by a good performance, rather than on the learning of the student teacher
which encompasses the ability to think reflectively and eritically as well as the ability to
perform? The present assessment system, in the cases of Celine, Jodie and Christina, graded
the student teacher who produced o pood performanee for the assessment as Ouistanding and
the student teachers who focused on the Iearning going on in the classroom as 1lighly
Competent. Is the current assessment encouraging student weachers o focus on technical
skills to the exclusion of reflective practice? Docs it encourage student teachers 1o it into,
rather than think about or criticise, current patterns and practices in education”? The Faculty
scems 10 have moved towards the more collishorative, reflective modeds of eacher education
without making a similar shift with its assessment, To change the assessment o a more
collaborative, reflective maodel will require the Facully o relleet on and address the
implications of sich a move when the current government is emphasising compeiency based
models of tcaching practice. The Faculty will also need to reflect on the more Tocal issues of
the changing power relalions such o move entails Tor all partics invofved in the practicum.
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The participants of this study found the opportunity to falk about their experiences in the non-
assessment context of the interviews helpful. One participant commented in the carly stages
of onc interview “well, I'm going to get it all off my chest. It°s like therapy here, Let me lic
back” and finished the interview with *'I feel much better now, Thank you doctor, Pay my
$80 now?” The only complaint about the interviewing process | received was [rom another
participiant who thought 1 “should have a couch” as the participant had apprecisted the
therapeutic value of the interviews! Perbaps such comments point (o the need for student
teachers to have someonc outside the assessment context (o talk with and *unpack’ their
expericaces. Providing opportunitics which encourage a greater focus on the learning
occurring in the classroom for both the student teacher and the children could be explored.
Pecr support groups and/or a change in focus of the university supervisor from assessor Lo
mentor are possible ways for this 1o be achicved. Preeing up time during the period of the
ATP for siudent teachers 10 mect in groups may be one way to take this further. Structuring
time for reflection in the practicum conveys “the important message that student leachers are
there to learn and think not just teach™ (Dobbins, 1994, p. 352). Student teachers could meet
with those of their peers allocited to the local area or return to the university (o nieet with their
tutorial groups. University supervisors could then consult with student teachers, allowing
time for debricfing and for discussion relited o what they were fearning. Such activitics
could help in the development and restructuring of the practical theories ol the student
tcachers as well as providing opportunity for exploring the challenges posed as the student

teachers’ past expericnce, prior knowlcdge and current context intericl.

A student teacher could be responsible for preducing a student portfolio in which they
demonstrate their learning as a result of their practicum experience (see, for example, a study
by Antonck, McCormick, & Donato, 1997, in which portfolios were used by two preservice
teachers as a means of forming their identitics as novice teachers). Christina could include her

experiences and examples of her learning from such things as explaining the concepts of
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death and dying to her class as o result of & parent and a child dying. Drawing on his
experience, John could reflect on issucs associated with professional relationships in the
school context, Todie could include her developing understanding of the issuc of
mainstreaming. Such an approach may encourage student teachers 1o actively place
themselves in more challenging situations by cncouraging them to look at their own
experiences and needs and enabling them to plan their praclicum experiences with these in
mind. Dobbins (1994, p. 383) recommends encouraging student teachers to he more actively
involved in their own Iearning while on the pricticum. A student teacher wishing to
cventually teach in a school servicing a socio-cconomically disadvantaged arca could choose a
varicty of PSP schools but also a school in o high socio-ceonomic area to gain a greater
appreciation of the differences in the schools. The remote practicum provides for one variety
of country expericnee for a student tcacher considering country teaching us a preferred
option. Perhaps this could he extended 1o include a practicum in a small country, a large
regional town or the School of the Air. Developing a portfolio can give student teachers
greater control over their own professional development. 1 also provides student teachers
with a (ool which they can use to display their learning to prospective employers, thus

reducing some of the mmpact ol assessment,

The baggage student teachers carry

Craig’s story raised the whole issuc of the powerfulness of the past experience of a student
teacher. As a mature age student, Craig brought a wide variety of experiences with him into
his tcacher cducation course. While onc might think that such cxperience would broaden a
student teacher's practical theory, in his final practicum, the ATP, Craig’s own cxperiences
as a student tn school were more important in terms of their impact on his practical theory and
his teaching practice than anything he had learned at university. Craig’s story shows how

strong the beliels and practices of a student teacher can be and how strongly such beliefs filter
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experience to confirm the pre-existing beliefs about teaching of the student tcacher, While
resistance to change is compounded il there is no viable allernative to one’s current practice,
Craig, an honours student, was able 1o talk about and practice alternatives he had learned
while at university. Such experimentation did not change Craig’s practical theory but acted as
proof for Craig that the way hec had been taught as a child was still the better aliernative, It is
paradoxical thal, as a school student, Craig had resisted the very methods which he decided

were most appropriate.

How much the example of the teaching and management style of Katrin, Craig’s teacher,
impacted on Craig’s practical theory is difficult 1o determine from (his study. We do know
that the relationship with the supervising teicher and the university supervisor (orms one
means by which the practical theory is acquired (Beach & Pearson. 1996, p. 1), Craig came
into the practicum with mixed feclings ubout his teaching style, prelersing ‘chalk and talk’,
thinking ‘chalk and talk” was betier than the university model andl yet wanting to change.
Despite wanting 1o change, Craig linished the practicum convinced that ‘chalk and talk” was
the best way to (cach, Craig rccognised the influence of his past experience as a student in a
classroom in lcading to this conclusion. He does not mention Katrin’s teaching style as an
influence. Craig docs give @ picture of Katrin's clussroom manugement styfe und this does
seem to have influcnced Craig’s classroom management style. Initially, Craig was nol
impressed by Katrin’s classroom management style. In the first week, Craig, finding himself
“shouting and screaming like Katrin was” and getling aggravated and twisted up as a result,
introduced a quicter style of classroom management which worked well and with which he
felt comfortable. He also 1old storics which highlighted “the beauty of tne kids™ and showed
he identified with the more troublesome children, Falfway through the practicum, Craig
showed a significant shifi in attitude. He was giving children “ua dressing down in front of the
others”, throwing their work in the bin, and thinking of them as *“What are you some kind of

dumb dog or something?” Was (he shift a result of Craig being influcnced by the management
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style of the supervising tcacher or was it a result of the stress of extended exposure to young

students?

Craig’s story also raiscs the problem of student tcachers trying lo deal with unresolved issues
from their past expericnce wilh little external support®. In Craig’s case, the unresolved issue
of his unsatisfactory relationship with his supervising teacher on his previous practicum had a
stressful impact for Craig in the initial weeks of the ATP, 4 period which is generally

stressful enough for student tcachers without carrying excess baggage along.

Craig's story makes clear the impuact the past experience of student teachers can have on their
learning during the practicum and on their practical theory. Rescarch has shown that people
tend to resist changing their belicfs and practice (IDesforges, 1995). iven with an initial desire
to teach differently and a knowledge of alicrnative methods, Craig had reveried to the models

of teaching he had experienced as a school student.

¥ Craip perccived a lack of support from the university in dealing with his negative experiences on his remole
practicum. While such support does exist, Craig wus unaware of what was aviilable or how 1o access the
support he needed to *debricf” him afier his experience. No help had been given o Craig by those he had
spoken with. Craig had found no one who was prepared 1o i1sten effectively, Even [ had failed him in the
second interview by not suggesting he speak with onc of the university counsellors. John also alked about
wanling to discuss the siteation be had fourd himself in with someone @1 the university, He had considered
approaching one leeturer but had finally decided not 1o because “1 had this vision that there would be this
whole linc ol ATP students lined up outside [his| room™ (John, Interview 3). Student leachers need 1o be aware
of the counselling and support services available to them as well as the times when i is appropriate to access

thesc,
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Reflections on narrative research as a methodology

Reflecting on my own understanding of nurrative research (sce Chapter 2), 1 wondered how
to judge the successful use of narrative as a rescarch methodology. Gray (1996) proposes

four criteria;

Have 1 as the author gained some sell-understanding? Flas the narrative
form as a methodology allowed hoth mysell (the researcher) and the
reader 1o capture and communicate aspects of human experience thit
may have been beyond (he reach of more conventional research
methods? Did the characters (participants) become Selves lor the
reader, and were the actions of these Selves consistent with their
cultural environment? And finally, was the story sulficiemly
“Believable” to allow archetypal features to become visible, allowing

the reader to make the transition from specific to general? (p. 48)
To some exient, | have used these criteria to frame my own response to the use of narrative

rescarch as a methodology {or this study.

Self-understanding seems (o be an understatement for the learning which | experienced
during this study, an impact | attribvie to using narrative research as a methodology. As a
rescarcher [ was using narrative (o cxplore the beliels and cxperiences of student teachers. By
using narrative rescarch, 1 was ilso exploring my own beliefs and cxperiences. The dilemmas
I faced in Craig’s story hint at some of the struggles I experienced with my own values and
ideals as a rescarcher and as a person. 1 (ound it interesting to observe the intes-relationship
between my study and my personal life and the consequent changes in myscelf s a person and

in my understanding of the world as they have integrated.

As well as a greater understanding of myself, 1 have gained a greater understanding of the
rescarch process, On the day T applicd to enter the Master of Education programme at Edith
Cowan University, I wrote down the personal aims and objectives 1 wished to achieve in

completing this degree. One objective was “to continue to develop critical thinking skills in
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order to view knowledge in new ways’, Al that stage, 1 had not heard of narrative rescarch.
Yel in choosing narrative as my rescarch methodology [ have come to view knowledge in

new ways and to have a greater appreciation of differcnt ways of knowing.

The experience of being a student teacher on an extended practicum has changed since I was a
student teacher. Through this study, T have gained a greater insight into what it is like to be a
student teacher on an extended practicum today. When 1did my initial icaching degree, every
graduate was assured of a leaching position when they graduated. The extended practicum
was an enjoyable highlight of the tcacher education programme. Toduy, assessment for the
extended practicum has a direct impact on their cmployment opportunitics and, as this study

has shown, an impact on the learning of the student tcacher while on the praclicum.

Through the recounting ol the sterics of student tcachers on an extended practicam, the reader
and I are able 10 modify and reconstruet our own knowledge based on their experience.
Craig’s first response (o me alter reading his chapter was “when the others read this, they

will say ‘shit, that sounds just like bloody Craig®,” Later he said “Vve learned more [from
reading this).” He could sec how his reactive side had emerged and commented that he would

work at bringing out the softer side of his natur,

My intention was to open a window on the experience of being a student teacher. T wanted to
construct my narrative so that the reader would identify with the participants and so gain an
appreciation of what it is like to be a student teacher on an extended practicum, Did the
participants become authentic people for the reader? Did the reader identify wilh the
participants? Did the reader wonder how they would have explained death and dying to a
class of year 2 children as they read Christina’s story, or wonder how they would deal with
the dilemma of not relating with their supcrvising teacher as they read John’s story? Did
Craig’s story make the reader stop and realise how much their own past expericnee impacts

on their beliefs aboul (caching? If only onc story made the reader stop and think about how
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they would have handled a situation themsclves or made them reconsider their own beliefs

about teaching, 1 think this study would have been successful.

The narratives were indicative of the types of expericnces some student teachers encountered
on an exlended practicum. As | recounted some of the storics to significant others interested
in my rescarch they provoked interest und concern, The listener would make judgements and
would ofien (el their own stories of incidents or situations of a similar nature (o the ones 1
had shared. The contribution which such discussions about the student teachers has made to
the resolve of academics aware of my study to try to gel the assessment changed 18 one
indication of the transition from the specific to the general, Comments from Celine also
indicate the transition from specific to general. Celine commented that as she read her
narratives her response had been “that’s just what it”s like™ and thought that “'student tcachers

would benefit from it, just o know others think the same things.”

According to Gray’s criferia, taken together, 1 believe that this study has proven tobe a
successful use ol narrative as a rescarch methodology. However, a significant part of my
own understanding of narrative is its political nature, a criteria not addressed by Gray. In the
face of the forces of authoritarianism and depreciation, narratives dare to announce that ‘we
are’. Narratives have political agendas. By using narrative, | was able to make the political
stalements which, for me and [or the participants, became an important part of this swady. 1
had to reconsiruct my relationship with the participants in the research. [ chosce to align
myself with the student tcachers and, through narrative, say that student teachers, although
on the bottom of the power ladder, are there and their expericnees are important. Through the
telling of the student teachers’ narratives, something of the culture and identity of student
teachers on an extended practicum can be known by those who are on the outside and who
are often in a hetter position 1o make the changes needed to improve the situations of thosc at
the lower end of power relations. By using narrative, 1 have attempled to contribute to the

body of knowledge regarding tcacher cducation and to suggest ways in which the Faculty
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could improve practice for the bencfit of student teachers on an extended practicum. 1 would
therefore suggest that another criteria (or judging the successful use of narrative as a rescarch
methodology is the question: Has (he narrative exposed the political nature and complexity of
the context and circumstances of the participants and in so doing challenged the power

relations or structures which define and control them?
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Epilogue

Dear student teacher,

An extended practicum is a scary and cxciting cxperience 1o prepare for. | find the experience
of others invaluable in making sense of my own experiences and 1 find it reassuring to know
that others have had similar reactions and responses to situations that arc new (o me. In doing
this study, I wanted to share the cxpericnces of student teachers as they proceeded through
their extended practicum (the Assistant Teacher Programme, or ATP), so that you can learn
from those who have “gone before’. What can you learn from the expericnees of Jodie,

Christina, John, Celine and Craig?

Part of lcaming from the experience of the extended practicum for these student teachers was
lcarning from the challenging, the unexpected and the unusual. Jodie was conflronted with the
issuc of mainstreaming and dealing with special needs children in her class, in the playground
and in their own class. Christina was confronted with having (o explain to her class the
unexpected and tragic deaths of the mother of one of her students and a child {rom the school
without the support of her teacher or another member of the staff. John had 1o deal with the
breakdown in communication between himself and his supervising teacher, Each of thesc
sityations became critical incidents for these students, causing them to examine their reactions
and their teaching and to learn [rom their expericnees. You are likely to be confronted with
the challenging, the unexpeeted and the unusual, cven il in only small ways. ‘Tuke time to
stop and reflect upon these lypes of cvents as they happen to you. You may also find it
helpful to look carcfully at the incidents in this thesis which faced Jodice, John and Christina

for what they can tell you about yoursell and your teaching.

Each of the participants in this study had to come to tlerms with their personal aims for their

assessment. Only Celine had been recommended for and had received an Outstanding. Jodie,
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John and Christina had been expecied to be recommended for an Quistanding but were not.
Craig was hoping for a pass and was both relieved and happy (o receive a Competent. For
Celinc “from the beginning, Outstanding was never, [ wasn’t going for Outstanding, | was
going for Highly Competent™, and in the end she thought getting Outstanding was very much
a case of “the Juck of the draw.” Jodic’s advice was to “forget about the grade, just make the
most of the experience” and Christina, in a similar vein advised “don’t strive for the mark
because you never know what's going to happen. Just strive for personal success. And to
realisc that this is what you want to do and have fun and try and enjoy it as much as you can
because when you do, you just get so much more out of it.” John also would remind you that
“the big picturc is you being a great teacher, the best teacher you can be and 1en weeks isn’t
long enough time to make you that teacher and an Outstanding student teacher isn’t an

Ouistanding teacher. You still have (o go on. You don’t stop there.”

The relationship you have with cach of your practicum supervising teachers is important, but
the relationship with your ATP supervising teacher is probably the most important because of
the extended exposure to their (caching practice and because of the ramifications for your
luture employment opportunitics. Joha™s and Jadic’s storics show that interpersonal
problems and challenges can occur with the supervising teacher or with the university
supervisor. John could have chosen to opt out of his placement and defer Lo another year with
the hope of getting a more compatible teacher. lle chose to stay and try to work through the
difficultics he was cxperiencing. Jodie’s advice to future student teachers on an extended
practicum was “know what you want from it and then be ... assertive”, advice given in the
context of her frustration with the lack of feedback she received in her practicum. Jodic could
rcasonably expecl her university supervisor 1o discuss her lessons with her and would have
been quite reasonable in asking for more attention from her university supcrvisor or drawing

the problem 1o the attention of the Practicum Department. On reflection, Jodic realised she
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necded to be more assertive, a lesson she can take with her into her future tcaching, but a

lesson you can learn from her experience.

Craig's story raiscs the whole issue of what you will bring to your teaching and the use you
will make of it in informing your tcaching and who you arc as a teacher. Your personal
experience, the knowledge and experience you have had communicated 1o you by others, and
the personal values and ideals that you aspire 1o all contribute to making up that unique belief

system which guides your personal teaching practice.

As a mature age student, Craig brought a wide varicty of expericaces with him inlo his
teacher education course. You might think that such experience would broaden one’s practical
theory and yet, tn his extended practicum, Craig reverted 1o the model of teaching he had
encountercd as a school student despite the Tuct thit his expericnee as a learner in that
environment should have pointed him to a different way. Be aware of the impact of your past
experiences and make a conscious cffort 10 be more reflective about your expericnces in order
to gain morc from your practicum. Exploring your past experiences by yourscl{ using journal
wriling or forming a pair or small group with your peers arc two ways to do this. Craig,
Jodic, Celine and John had contact with cach other throughout their extended practicum.
They were able (o provide cach other with moral support as well as practical ideas and
suggestions. Forming such a group can he invaluable to you for the same reasons. A group
with student teachers who arc allocated to the same or similar years as yourself may be

particularly helpful.

In the last intervicw with cach of the participants, 1 asked them what they would want to pass
on from their own experience of an extended practicum to future student teachers. [ have

alrcady mentioned Jodie’s advice.
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Craig’s advice was very pragmalic:

1 would be telling them ... find out as soon as they possibly can what
year they're teaching, then collect as many ideas ... on activities lor
kids, collecl as many resources as they possibly can during that time .
for art, start working on an idea for an excursion, start working on an
idea for assembly ... start programming as soon as they possibly can,
getting Tamiliar with what it is they’re going to be teaching the kids,

and try 1o get as famibiar with the resources in the school ...
Knowing where the resources were in the school and what was actually available was a
common problem for all the student teachers in this study so make a point of usking your

supervising teacher what is availuble in the school.

John's advice reflected his own ways of dealing with the difficult situation he fuced:

get all the great comments thal you gel from your two week pracs and
have them all out on the ready. Just have them in an cmergency box
for when you get hame Trom school one day and you need that ...
don’t losc sight of the big picture. Don’t lose sight of what it’s all
about and what the ATP ix ... You have to relax ... You have to
socialisc ... at least do something where you are inleracting with
some people, and other pecople who aren’t in your ATP, who aren’t

students, who aren’t doing ATP.
John found those things that worked as stress busters for himsell as he faced an incompatible
professional relationship. Be aware of the ways you can relicve some of the stress you are

likely (o facc.
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Although Christina found “the first four weeks were hell”, she did find that the sitation did

become a fot more manageable and her idvice was:

if you put in the work in the first four weeks you don't have 1o do as
much in the last Tew weeks, Fmean those Dirst foor weeks were just so
hard because you're getting used 10 everyday, but after that, after
you've done your prograsmmes becanse that™s the hardest thing, ..
then it gets heaps casier beciese you've done all the work and it's
yours, it's your stull,... I'd say it's hard, IUs ot of work. But if you
put in the work you'll get the rewards ... Be responsible for your own

actions,
Knowing your personal goals, working within the constraints of your own personal
situation, and dealing with stress were common themes in the advice cach of the participants

wanted to share with future ATP students. Celine sumimed up her advice as:

1 would say *Don’t siress out about it. [t isn’t as bad. or mine wasn’s as
bad, as cveryone thought o would be. Be orpamsed. Accept all the
advice and the criticism you can get.” 1 think “don’t stress out” would
be the main thing ... You need to work and you need 1o see people ...
work with the siteation you're in. You can’t harp on it and think *I've
got i horrible teacher and 1've got this.” Tt will probubly bappen for a
week or 5o, like the supervisor T got ... Do what you think is best for
you. I supposc as well you have to work out what your goal is for the

wholc thing, whether it’s survivald . You work out what your aim is.
You may be wondering what happened 1o Jodie, Christina, John, Celine and Craig. Jodie,
Christina, Craig, and Celine, have decided to return to university (o upgrade their
qualification to a Bachelor of Education. Both Jodic and Christina have found part-time
teaching positions. Craig and Celine have made themselves available for relief (caching while
they study. John, despite his concerns about his assessment impacting on his employment

opportunilies, was offercd and aceepted a position teaching full time in a private school.
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“In your extended practicum you are likely to benefit by being pro-active. Take control of your
ATP experience and make it work for you. Know what you want from the ATP. Learn from
the tnusual and uncxpected incidents and situations that you may be confronted with. Keep
the spectre of assessment in perspective. Be prepared to deal with stress, Be rellective about
your past expericnce. Most ol all, enjoy yourself and the process of becoming a better

teacher.

Best wishes for a successful pricticam,

Deboruh

Labor Day, March, 1998,
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Appendix 1

A MODEL OF COGNITIVE RESTRUCTURING RESULTING
FROM EXPERIENCE

Despite the importance of tcacher’s practical theories to the process of teaching, little atlention
has been given to how changes in the practical theories of teachers occur or the consequences
of these changes. Figure 2 is a model of cognitive restructuring resulting from experience
which I have developed to cluborate a basic model by Huberman (1993, cited in Desforges,
1995, p. 389). A teacher has a practical theory which drives the actions or behaviour of the
teacher. The teacher’s action in the classroom generates data, some of which are new. If these
data contain no unexpected obscrvations, no restructuring oceurs and existing schemata are
enriched. If, however, some unexpected data are observed, the teacher makes a response.
Chinn and Brewer (1993) suggest seven passible responses a leacher may make to
uncxpeeted observations, The teacher may choose to ignore, deny, rationalise, exclude as
irrclevant, hold in abeyance, reinterpret in lerms of their existing practical theory or take
seriously the unexpecied observations. The first six responses will lead (o no restructuring
occurring. For example, a teacher might have a practical thcory which includes “All
Aboriginal children arc shy and awkward when speaking in public.” In the course of a
lesson, an Aboriginal child gives an articulate and reasoned responsc to an cnvironmental
issue raised by the teacher. The (cacher may respond by thinking, “H’s a one off. Noma

hasn’t said anything all ycar.” thus excluding the unexpected dita as irrelevant.

If taken seriously, the unexpected data cause the tcacher (o enter a state of discquilibriom. The
tcacher may respond by flight, simple assimilation, trivialisation or decp analysis. In the

given example, the teacher might think, “Noma must have heard the kids next to her talking
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about this” thus trivialising the unexpecled data. No restructuring will oceur as a result of the
first threc responses, however, the fcacher might respond by deeply analysing the unexpected
data thus entering a state of cognitive conflict. At this point, if no alternative conceplion
presents itsell, the cycle towards restructuring is broken and no restructuring will oceur, If an
alternative conceplion is present, but the teacher considers the alternative 10 lack practicality,
the cycle is broken and no restructuring will oceur. The teacher, in the given example, might
think, “What happened with Noma shows Aboriginal children can express themselves in an
articulate and rcasoncd manncr in jublic when discussing environmental issues, but it is just

not practical to talk about the enviromment all day.”

However, if the alternative conception is considered 1o be practical, the teacher progresses
through cognitive transformation to a new beliel which becomes a part of that teacher’s
practical theory. In the given example, the teacher might think, “Aboriginal children are
articulate and reasoned when involved in subjects they arc knowledgeable in and fecl

passionate about.” Such thinking will influence the teacher’s future action in the classroom.

As can be scen, the links in the cycle of restructuring are {ragile and the possibility of
completing the cycle is weakened al several points. Studies show that tcachers are likely to
minimise unexpected observations by ignoring or absorbing them rather than restructuring
their belicfs (Desforges, 1995). Considerable ¢ffort is needed (o create the possibility of
restructuring belicts in the light of experience. Some of the variables 1 have observed
impacting on the cycle of restructuring for student teachers during the practicum are the
assessment basced nature of the practicum as well s the interaction with the supervising

leacher, the university supervisor and other school staff (sce figure 3).
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Appendix 2: Permission letters

Information for participation in research on student teachers’

experience of the practicum.

Dear student,

1 am a Masier of Education student studying at Edith Cowan University. As a part of my
course requirements }am conducting rescarch on the Student Teaching ATP Practicum

program,

Student teachers and supervising stafl approach the AT with a varicty of questions and
concerns. The pumpose of this study is to trace and describe five student teachers’ experience
ol their ATP and to interpret this for a wider audience while still preserving the student
teachers’ voices, so that, both student teachers and supervisors will gain insight into the

experience of being a student teacher on ATP,

As a part of this rescarch T will need (o interview student teachers about their practicum

expericnce. Each narticipant will be interviewed four times at the following points

* priorto ATP

« at the end of the Tirst week of ATP
» al thcend of week S of ATP

» in the week after ATP linishes.

I expect cach interview will be conducted at (he university and will lake about a half hour.
Questions asked will relate to your expectations and experience of the ATP and your belicfs

about teaching. There are no right or wrong answers. I am intcrested in your perceptions of
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the ATP and teaching. Information gathered in this rescarch will not be used in any way 1o

influence your assessment or evaluition

At no stage will you be identificd. Your nime will not be recorded, only gender and
background expericnce relevimt to the study. The results will be written up as i case study

with a pscudonym used where appropriate.

You will be free to ask questions abowt any aspect of the research and you niay withdraw at

any time and without any negative consequences.

1 will be happy o talk further with you if you ave any quceries or woudd like further
information. My telephone nuber is xxx xxxx. I will usually be anvatlable Monday, Tuesday
and Friday. You can ring any time. day or night, as the phone will switch to my voice mal if

1 am not there.

An alternative contict person at any stage of the research {e.g., il vou have any concerns or

would like further clarification) is my supervisor:
Dr Bridget Leggcelt

Dircctor of Professional Practice

Edith Cowan University

Tel (xx) xxx xxxx Fax (XX} XXX XxXxx.

Thank you.

Deborah Ingram
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Consent form for participation in research on student teachers’

experience of the practicum.

I, (name), having been informed about all

aspects of the research project, agree o take part in the rescarch into student teachers’
exnerience of their Assistant Teacher Practicum being undertaken by Deborah Ingram under
the supervision of Dr Bridget Leggett. | vaderstand that 1 am frec (o ask questions about any
aspect of the research. | have been informed that the information gathered will not be used in
any way 10 influcnce my assessment or evaluation. 1 am aware that | can withdraw at any

time without any ncgaive consequences.

I agree that the rescarch data gathered for this study may be published provided T am not

identifiable.

Student signaturc Dile

Investigator Datc
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Consent form for principals with student teachers participating in the

research study.

I, (name), have been informed that the

student teacher , has agreed (o take part in the

research into student teachers’ experience of their Assistant Teacher Practicum being
undertaken by Deborah Ingram under the supervision of Dr Bridget Leggett. 1 have becn
informed that the information gathered will not be used in any way to influence the student
teacher’s assessment or evaluation. 1 am aware that the school, the stafl, and the student

teacher will not be identifiable in any material published.

I have no objection to the above student teacher participating in the study.

Principal’s signaturc Date

Investigator Daic
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Appendix 3: Interview schedules

Interview 1

Where appropriate I would probe with more specific questions such as:

Why do you remember this incident? What did you learn from it? What does it tell you about

your belief system? Do you think you will do anything differently now? Why / why not?

»  Can you tell me a bit about your own background. Where did you go to school? Why did

you decide to go into tcaching?

e Tell me aboul your past prac expertences. Has there been any particular event that has

occurred that has influenced or changed how you think about teaching?

*  Why do you remember this incident? What did you learn from it? What does it tell you
about your belief system? Do you think you will do anything differently now? Why / why

nol?
* How are you fecling about the ATP?
*  What do you expect from your ATP?
»  What aspect of ATP are you looking forward to the most?
*  What aspect of ATP are you not looking forward to?
* What do you think the role of your supervising tcacher is?
*  What do you think the role of the university supervisor is?

* Do you have any expeclations of other school staff and their role in you ATP?
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How well do you think you have been prepared for ATP (the reality of classroom life) by

your university course and prac expericnce?

How would you define teaching? What metaphor would you use to describe being a

teacher?

How would you define lcaming? How would you know if someone has learned

somcthing?

What do you think is the main purposc of ATP?
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Interview 2

Where appropriatc [ would probe with more specific questions such as:

Why do you remember this incident? What did you lcarn from it? What docs it 1cll you about

your belicf system? Do you think you will do anything diffcrently now? Why / why not?

Tell me about your first week.
¢ Has it been what you have expeeted? In what witys?
s  What has occurred that has been unexpected?

¢  What kinds of concerns have you had this week? How have you dealt with them or how

do you cxpeclt to deal with them?
»  What has been the best thing about this week?
e What has been the most difficult thing aboult this week?

o Has there been any particular event that has occurred that has influenced or changed how

you think about (caching?
+ s the supcrvising leacher meeting your cxpectations? In what ways?
s Is the university supervisor mecting your expectations? In what ways?
s  How have other school stafl alfecied your week?
¢ How have the students affecied your week?

*  What would you say has been the most valuable thing you have learned this week?
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Interview 3

Initially 1 would have questions that arise as a result of the previous interview,
Where appropriate I would probe with more speciflic questions such as:

Why do you remember this incident? What did you lcarn from it? What does it tell you about

your belicf system? Do you think you will do anything differently now? Why / why not?

*  Tell me about your ATP so far.

» Hasit been what you have expeeted? In what ways?

»  What has occurred that has been unexpected? How have you dealt with the unexpected?

*  What kinds of concerns have you had over this half of ATP? Give a brief example of one

of those concerns and your approach to it.
*  What has been the best thing about ATP so lar?
*  What has been the most difficull thing abowt AT so far?

* How would you definc teaching? What mctaphor would you use to describe being a

teacher?

* How would you definc learning? How would you know if somcone has learncd

something?

= What has been the most uscful thing you have learned about fcarners as a result of the

ATP so far?
*  What do you think is the relationship between tcaching and Icarning?

» Has there been any particular event that has occurred that has influenced or changed how

you think aboul tcaching?

Page 123



Having experienced ATP so far do you still want to teach?

If you were ever 1o leave teaching what do you think the reason would be?
I the supervising teacher mecting your expectations? In what ways?

Is the university supervisor meeting your expectations? In what ways?
How have other schaol staff alfecicd your week?

How havce the students affected your week?

What would you say has been the most valuable thing you have learned as a result of

ATP so far?
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Interview A

Wherc appropriate | would probe with more specific questions such as:

Why do you remember this incident? What did you lcarn from it? What does it tell you about

your belicl sysiem? Do you think you will do anything differently now? Why / why not?

Tell me abowt your ATP.

* [ would have questions that arise as a result of the previous interview,

*  Was the ATP what you had expected? In what ways?

*  What occurred that was uncxpected? How did you deal with the unexpected?

»  What kinds of concerns did you have over this latter hall of ATP? Give a brief example of

onc of those concerns and your approich to it.
*  Whal has been the best thing about ATP?
»  What has been the most difficult thing about ATP?

» How would you definc teaching? What metaphor would you usc to describe being a

teacher?

*  How would you definc learning? How would you know if someone has Iearned

something?

*  Whalt has been the most useful thing you have lcarncd aboul learners as a result of the

ATP?
*  What do you think is the relationship between teaching and learning?

*  Has there been any particular event that has occurred that has influenced or changed how

you think about tcaching?
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Having experienced ATP do you still want to tcach?

If you were ever 1o leave (eaching what do you think the reason would be?
Did the supervising leacher meet your expectations? In what ways?

Did the university supervisor meet your expectations? In what ways?

How did other school staff affccicd your ATP?

How did the students affected your A'TP?

What would you say has been the most valuable thing you have learned as a result of

ATP?
What do you think was achicved by the ATP?
What would you change about the ATP?

What would you say to next year’s third years as they face their ATP?
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Interview (withdrawn)

To be used in the event of a participant withdrawing from the ATP
Where appropriate | would probe with more specific questions such as:

Why do you remember this incident? What did you learn from it? What does it tell you about

your belief system? Do you think you will do anything differently now? Why / why not?

Tell me about your ATP.

» [ would have questions that arise as a resull of the previous interview.

*  Was the ATP what you had expecied? In what ways?

*  Whalt occurred that was unexpected? How did you deal with the unexpected?

*  What kinds of concerns did you have? Give a briel example of onc of those concerns and

your approach to it.
e What has been the best thing about ATP?
*  What has been the most difficult thing about ATP?

* How would you define teaching? What metaphor would you use 1o describe being a

teacher?
»  Why did you decide to withdraw?

*  Was there any particular cvent that occurred that influenced or changed how you think

about teaching?
» Having withdrawn from ATP do you still want to teach?

» Did the supervising teacher mecet your expectations? In what ways? In what way, if any,

did the supervising teacher affect your decision to withdraw?

Page 127



Did the university supervisor meet your expectations? In what ways? In what way, if

any, did the university supervisor affect your decision o withdraw?

How did other school stafT affccted your ATP? In what way, if any, did the other school

staff affect your decision 1o withdraw?

How did the students affected your ATP? In what way, if any, did the students affect

your decision to withdraw?

What would you say has been the most valuable thing you have Icarned as a result of

ATP?
What do you think was achicved hy the ATP?
What would you change about the ATP?

What would you say (o nex( ycars third years as they facce their ATP?
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