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the TRP?” The question was modified in interview 3 to, “Are there any new things 

you have learned about being a teacher since you began your second placement?” 

and in interview 4 to, “What new did you learn about being teaching during your 5-

week block placement?”  

 
Figure 4.4: Achievement and Professional Knowledge  

It is interesting to notice in Figure 4.4 that in interview 2, 50% of the 

comments were focused on students, 40% on learning and teaching, and only 10% 

were about curriculum. However, this pattern was reversed for students and 

curriculum in interview 3 with comments about curriculum accounting for 50% of 

the responses, whereas comments related to students accounted for only 8% of the 

responses. The proportion of comments about learning and teaching in interview 3 

appeared to be similar to interview 2. By interview 4, the issues related to 

achievement were more equally focused on Students and Curriculum, with 36% and 

45% respectively; however, comments about Learning and Teaching went down to 

18%. This pattern of responses suggests residents’  attention in the first semester of 

their program was drawn to issues concerning students, their ways of learning and 

resident’ teaching of them. Residents’ attention then switched more to the area of 

curriculum toward the middle of the TRP, and as the year progressed, their sense of 

achievement was more evenly related to learning about students and curriculum.  

In interview 2, residents’ responses about student-related issues included 

building rapport with students, dealing with students individually, and establishing 

personal boundaries when interacting with them. This was captured by James who 
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stated, “Probably the most important things I 've learnt are ways to try to improve 

their behaviour…. it is not really classroom management, it's rather dealing with the 

children as individuals, and having strategies for dealing with them. And I guess the 

importance of developing a good rapport with them”. Residents’ comments on 

achievement in interview 2 about how students learn and how to teach them were 

focused on: how to achieve the purpose of the lesson through appropriate activities; 

how to use appropriate instruction skills; how to be prepared for unexpected 

circumstances, and how to be flexible. 

A shift in residents’ focus during the second semester to students’ learning 

needs was evident in the comment from John in interview 3. He said, “… [I am] 

more open to adjusting to different levels,….[specifically]… the level that is needed 

for different year group”. Ben went further and suggested he was now able to 

identify differences across year levels, saying, “I’ve learned a lot about year-ones, 

realising the difference between year levels”. Comments about achievement in 

Learning and Teaching were mostly related to the residents’ capacity to adopt 

different teaching styles to meet the needs of different year-levels, and adjust lessons 

to meet the individual needs of students in the same class. For instance, Stella said, 

“…I've gone to the upper primary and seen the big difference, just learning to cope 

with that sort of thing [sic], not really anything stands out too much other than just 

the ways it is taught, how to interact with the kids, and the different methods you 

have to use to teach”.  

By interview 4, at the end of the year of study, the residents appeared to be 

deepening their knowledge of managing students with learning difficulties. For 

example, at this stage William said, “There were some students in the classroom who 

did have some learning difficulties…the new thing is to pay more attention to that in 

my planning, accommodating their special needs, and facilitating them…”. 

Residents’ responses related to achievement in the domain of Professional 

Practice presented in Figure 4.5. These responses were classified according to the 

three areas from the professional standards, namely, Teaching Practice, Learning 

Environment, and Planning and Assessment. 
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Figure 4.5 Achievement and Professional Practice 

A total of 47 comments about achievement were related to Professional 

Practice. (see Figure 4.3) As shown in Figure 4.5, the pattern of these responses 

suggest that residents’ learning early in the program was focused on issues about 

managing the learning environment and planning more than about how to teach or 

the practice of teaching. This is particularly evident in interview 2, when only 6% of 

the comments concerned teaching practice, whereas 47% each were related to 

Planning and Assessment and Learning Environment.  

In interview 2, comments about Planning and Assessing indicated residents 

were learning to be organised and detailed in lesson planning, and they were learning 

how to plan lessons at students’ appropriate level. Comments about the area of 

Learning Environment were mostly related to behaviour management. Residents’ 

comments about behaviour management were typically short and firm. For instance, 

Grace stated that, “The most important thing I have learnt is getting on top of the 

behaviour management”. Creating and maintaining a positive learning environment 

and managing student behaviour in the classroom appeared to occupy the residents’ 

attention throughout the TRP. However, residents’ comments about Teaching 

Practice were very low at only 6%, and creating an engaging lesson was the only 

item related to achievement and Teaching Practice in interview 2. 

In interview 3 residents’ comments about achievement in Teaching Practice 

were stronger, with 33% of comments related to issues such as the benefits of doing 

a sequence of lessons, importance of creating engaging lessons, and being able to 
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make informed decisions based on the “live” circumstances of the classroom. 

Residents’ perceived growth in Teaching Practice was linked to the other two 

elements of Professional Practice: achievement in Planning and Assessing and 

Learning Environment amounting to 42% and 25% of comments respectively.  

By interview 4, residents had become much more focused on organisational 

elements of the classroom. At this stage they reported two major areas of 

achievement: Planning and Assessment (40%) and Learning Environment (35%). 

Resident’s comments about Planning and Assessing included their ability to be 

flexible and well prepared, and to plan a lesson based on the curriculum and being 

able to keep records of student progress. In the area of learning environment, 

residents identified achievement in comments about their ability to clarify 

expectations of students, to adapt to interruptions in the classroom, to reward good 

behaviours, and to deal with severe behaviour problems. For example, James said, 

“The most important thing I learned was to make sure that the students know exactly 

what is expected of them all the time”. 

Residents’ expression of achievement for teaching practice was weaker in 

interview 4 than for Learning Environment and Planning and Assessing, which 

accounted for 25% of the comments. This suggests that towards the end of the 

program the residents’ comments focused more on the processes that supported their 

teaching more than their actual performance of teaching. This indicates that the 

residents were engaged in a professional study about teaching and that their teaching 

practice was being developed through professional understandings of teachers’ work. 

 

Figure 4.6: Achievement and Professional Engagement 
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Figure 4.6 illustrates residents’ sense of achievement in the domain of 

Professional Engagement. Only 16 responses (see Figure 4.3) referred to the 

Professional Engagement domain, which indicates that residents’ sense of 

achievement was relatively low. Moreover, the number of Professional Engagement 

comments diminished as the program unfolded: of the 16 responses, seven occurred 

in interview 2, five in interview 3, and four in interview 4.  

In interview 2 residents’ comments comprised each of the three standards-

based aspects of professional learning (29%), professional responsibility (43%), and 

partnerships (29%). For example, Jack’s comment illustrates his attention to 

professional responsibility, “Another important thing I’ve learnt is how to use DOT 

(duties other than teaching) times”. Some residents were very mindful of the need to 

establish a strong partnership with their mentor and the wider school community. For 

example, William in interview 2 stated, “Maintaining quite a detailed 

communication channel with your mentor [is] especially [important]. You know the 

communication between myself and my mentor has been vital to making sure that I 

am planning lessons ahead of time. Because there have been a lot of thoughts going 

into forward planning – what is going on for next week. Without those discussions it 

is pretty impossible to know what you are meant to be doing in the classroom. And 

also on top of that, talking to other teachers, getting resources, and getting ideas 

from other people have been pretty important”. 

By interview 3, the focus was solely on Professional Learning. Residents’ 

comments suggested that by this time they had developed a better understanding of 

their own professional learning. Some of the comments suggested this development 

had occurred through their exposure to two different year levels in the first and 

second placement, helping them to gauge their ability to teach to different year levels 

and to make adjustments to address individual needs. The opportunity to see 

different school systems in operation and the distinctive culture and mechanisms of 

those schools was also mentioned as being important. By interview 4, residents’ 

comments about Professional Learning had dropped to 19%, and 6% of the 

comments were related to Partnerships.  

The pattern of responses for achievement in the domain of Professional 

Engagement suggests that during the first semester the residents were focused on 

learning the elements of the professional engagement domain and that as they 
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progressed into semester 2 of the TRP their focus of their achievement was more 

strongly related to being a professional member of the teaching team. 

4.2.4 Residents’ account of their positive learning experiences in the TRP 

Comments about the residents’ positive learning experiences were derived 

from the second question of each interview. For interview 2 this question was “What 

positive learning experiences have you had during this period?” This was modified 

in interview 3 to, “What further positive learning experiences have you had during 

this period?” and in interview 4 to, “What further positive learning experiences have 

you had since our last interview?” Residents’ responses to these questions were 

typically framed by situations in which they had learned something substantial, and 

had experienced positive outcomes. 

Sixty-three out of the total 273 positive comments (see Figure 4.1) focused 

on residents’ association with their professional learning. Similar to their sense of 

achievement, these responses were distributed evenly across each set of interviews, 

with 23 comments in interview 2, 16 in interview 3 and 14 in interview 4 (see Figure 

4.2). This spread indicates that the residents had had positive learning experiences at 

all stages of their program. Of the 63 comments related to positive learning 

experiences, eight concerned Professional Knowledge, 16 Professional Practice, and 

39 Professional Engagement (see Figure 4.3). This pattern of responses suggests the 

major focus of their positive learning experiences were on being as a teaching 

professional.  

 
Figure 4.7: Positive learning experiences and Professional Knowledge 
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In the domain of Professional Knowledge, there were only eight comments 

about positive learning experiences, with reference to aspects of students, 

curriculum, and how students learn and how to teach them. In interview 4, the only 

positive experience reported was about learning and teaching. The comments related 

to positive experiences with students in interview 2 and 3 were about establishing 

rapport with students and forming a bond with them. For example, in interview 2 

Stella talked about building relationship with a child with anger management issues. 

She said, “It was beneficial knowing that I’ve put the work into the relationship; I set 

the boundaries for him, because he is someone who really needs it, but then from 

that we‘ve got this respect. I think that is the most important thing I have seen”. 

 
Figure 4.8: Positive learning experiences and Professional Practice 
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to hone their teaching skills also reported positive feelings, and residents said they 

felt satisfied when they were able to do explicit teaching, improve the sequencing of 

lessons, and adjust the program as needed and create interactive lessons to engage 

students. Towards the end of the program, residents’ positive feelings emerged about 

their ability to handle teaching as a whole. For example, in interview 4 James said, 

“…being able to think on my feet and recognise something I was doing wrong and 

needed remedying being able to respond to it”. 

 
Figure 4.9: Positive learning experiences and Professional Engagement 
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manner, “The most positive learning experience would be the support of the 

professional teachers I’ve been working with, and their guidance, the site 

coordinator, my mentor teacher, and the other teachers in the school. Just their 

experiences of what has worked for them and what hasn’t has been invaluable, 

because it meant I haven’t had to reinvent the wheel ”.  

Grace, commenting on the support from teachers in interview 2, stated, “I 

find that every teacher has been very supportive, and they’ve all been very 

forthcoming with their lesson plans, resources, sharing ideas, having a laugh. I 

haven’t come across a teacher who hasn’t had a really good sense of humour about 

life and being quite down to earth about things. So that has been a very pleasant part 

of it for sure”. 

At this stage of the interview David talked about the benefit of a healthy 

relationship with both students and teachers, “…definitely the relationship that you 

build with the kids and the staff…being in the classroom and actually being able to 

watch an experienced teacher teach”. 

In interview 3 residents’ comments on Partnership emphasised similar points, 

including the support and feedback from the mentor teacher, modelling by the 

mentor teacher, opportunity to learn from different teaching techniques through 

working with other teachers, and the opportunity to be exposed to different school 

contexts.  

By interview 4, which was held during the final block placement for the TRP, 

the residents’ focus had shifted from Partnership to Professional Learning, with the 

latter accounting for 79% of responses, and partnership reduced to 21%. At his later 

stage residents’ comments were focused on mastering their own teaching style and 

being able to manage the “whole package” of teaching. For example, Emma stated in 

interview 4, “The whole block practicum was a positive learning experience because 

it allowed me to be a reflective practitioner”. James also commented, “I guess I feel 

more confident, more comfortable, and more able to handle the whole package”. 

Other residents touched on more specific things, such as seeing how art was 

integrated into literacy in the school, learning to do explicit teaching through 

attending workshops, and learning how to engage in collaborative teaching. Whereas 

comments about Partnership occurred less often at this stage the residents continued 
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to mention that effective partnerships with teachers in the school had boosted their 

learning. 

4.2.5 Residents’ account of their negative learning experiences in the TRP 

Comments about residents’ sense of negative learning experiences were 

prompted by derived from the third question in interviews 2 and 3, and the second in 

interview 4. For interview 2 this was “What negative learning experiences have you 

had during this period?” This was modified in interview 3 to, “Have you had any 

further negative learning experiences this time?” and in interview 4 to, “What 

further negative learning experiences have you had since our last interview?” Thus 

the residents were encouraged to talk about situations where they were really 

challenged and had struggled to cope. Responses to these questions identified 

problems and obstacles with doing course work, lesson planning and classroom 

teaching.  

Sixty-one out of a total of 273 comments were about the negative learning 

experiences in their professional learning (see Figure 4.1). This is nearly the same 

number as for positive learning experiences. In terms of distribution, interview 3 had 

the highest number of negative comments, which suggests that the residents had 

more difficulties coping with the second placement where they had to adjust to a 

new school and a new group of students at a different year level. Of the 61 negative 

learning experience responses, seven concerned Professional Knowledge, 18 

Professional Practice, and 36 were related to Professional Engagement (see Figure 

4.3). This pattern of distribution suggests that professional learning, responsibilities 

as a teacher or partnership were the areas where the Residents experienced the most 

challenges in their learning.  
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Figure 4.10: Negative learning experiences and Professional Knowledge 
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In interview 2, the residents’ comments were mostly related to Planning and 

Assessing, (75%). At this stage the residents, were concerned about poor 

organisation for lesson planning, disjointed knowledge of student’s weekly progress, 

meeting the requirements of forward planning and doing assessment. For example, 

David commented on the negative impact of only going to school two days week, 

“One of the negative experiences is that, two days a week in the school is enough to 

keep you in the loop of what is happening, but also you miss 3 days, and that is 

enough to miss a fair portion of things like what is happening in the class and where 

the kids are progressing in… The other thing I found is being very disjointed in 

terms of the actual lessons we take…Sometime it is hard to plan a lesson if you 

haven’t seen the first two lessons she [mentor teacher] has done with them on that 

topic because you don’t know how well they grasped it”.  

Yet, by interview 3 the Learning Environment had become a matter of 

concern, rising from 0% in interview 2 to 83% in interview 3. Areas causing the 

residents’ concern were their struggles with behaviour management, particularly 

dealing with students who exhibited extreme behaviour. For example, Jack said, “I 

was a little bit taken back by these rebellious behaviours that the year six students 

show, which I didn’t get in the year 2 class”. However, problems of Planning and 

Assessing receded, declining at this stage to 0%.  

In interview 4, Planning and Assessing had reoccurred as obstacles to the 

residents, with 63% of related responses. Although concerns about Learning 

Environment persisted, the number of comments dropped to 38%. A particularly 

challenging issue for residents was changing schools at the commencement of the 

second semester. They reported feeling inadequately prepared to teach students in a 

new year level when they started the second placement. And residents indicated they 

struggled throughout the final part of the TRP (when teaching full time) with the 

planning and assessment strategies they needed to cater for the range of student 

abilities in their classes. Similarly in the final block practicum they found the need to 

do forward planning to be a very difficult task, because they did not have sufficient 

knowledge of students’ academic levels or the learning that had taken place earlier in 

the year. For example, John said, “…trying to match up your lesson plan with their 

intellectual level, that was hard, especially in a group or in a classroom that you 

have to cater for a very big range, that was [a] definitely a hard thing [that] sort of 
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came up”. As for learning environment, comments about behaviour management 

persisted, and residents were concerned about dealing with interruptions in the class 

during their final block practicum.  

The pattern of negative learning experiences responses about Professional 

Practice suggests the challenges faced by residents were moderated in part by the 

demands of the program at particular stages. At the commencement of the program 

the residents focused on their ability to teach, whereas residents’ responses in 

interview 2 they expressed finding Planning and assessing most challenging. By 

interview 3, the residents were in their second school with a new class of students to 

teach. Their responses indicated that they were struggling to create and maintain a 

good learning environment, with limited time to get to know the students and to 

establish rapport. These factors suggested residents’ felt relatively unprepared in 

terms of effective classroom management. At the end of the program, in the final 

block practicum, the residents were expected to be able to perform as a full-fledged 

teacher and to be substantially independent of their mentor teacher. To the residents 

this was the crescendo of their program. They were expected to use all the 

knowledge and skills they had learned along the way to demonstrate their 

independent mastery of teaching. This, of course, was stressful because they were 

required to integrate all elements of teaching and employ them simultaneously to 

deal with a broader scale of problems. 

In terms of negative learning experiences, the actual practice of teaching did 

not appear to cause the residents much problem. For instance, teaching practice was 

less prominent overall, with only 25% of responses in interview 2, and 17% in 

interview 3, and 0% in interview 4. This suggests that the residents had no major 

problems during practice teaching except for the sequencing of lessons as noted by 

William in interview 3. As indicated in the previous paragraph, the majority of the 

residents’ negative learning experiences were linked to their capacity to integrate 

their knowledge supporting learning environments, and planning and assessing for 

learning. 
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Figure 4.12: Negative learning experiences and Professional Engagement 
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“There was not really anything negative I would say. It was just mainly I think at the 

beginning when we are doing uni and teaching. The fact that it was just so much 

work, and that it was just so full on and time-consuming, like doing all the lesson 

plans for school and getting organised for school, and then coming to do all the uni 

work, and theories as well, and then the exams. I struggled trying to organise 

everything, and because I worked as well”.  

By interview 3 residents’ concerns about Professional Responsibility and 

Partnership rose to 38% each, whereas concerns about Professional Learning 

declined to 23%. At this stage residents were discouraged about their capacity to 

assume full professional responsibilities and felt limited by their student teacher 

identity, while continuing to feel overwhelmed with the workload in the course. The 

latter was deemed particularly demanding because residents were focused on being 

prepared for their final block practicum. When asked about further Negative 

Experiences, other than what she had told the researcher previously, Stella looked 

quite tense, and said “just the workload, unbelievable”. She stressed the word 

“unbelievable” in a prolonged and exaggerated way. To support her statement, Stella 

then listed all the things she had to do: readings, assignments, daily lesson plans, and 

final practicum preparation and paper work in preparation for the final practicum. 

She added, “It seems everything is expanded and the time shorter that is the biggest 

challenge”. Her stress was palpable in her voice and in her body language.  

Professional partnerships were a problem for several residents in interview 3, 

especially with mentor teachers. They reported unsatisfactory modelling from 

mentor teachers, particularly in the areas of: creating a teaching program or lesson 

plans, and insufficient time with mentor teachers to discuss aspects of their 

development and performance. There were also occasional doubts about the way 

some mentor teachers handled their own teaching, issues concerning their struggle 

with the expectations of mentor teachers, and communication barriers.  

By interview 4, Negative feelings still lingered with regard to Partnership and 

Professional Learning at 56% and 33% respectively, whereas negative feelings of 

professional responsibility were low, at 11%. Residents’ concerns about mentor 

teachers continued. For example, Ben commenting on his communication with his 

mentor teacher said, “One of the major barriers for me in my class this term was that 

my mentor was always busy and stressed with her work, …time-wise I always felt 
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like I was impinging on her because she was always doing something else. So it 

wasn’t like there was an opening for me for us to go, ‘Ok, let’s discuss things’ I 

found our communication difficult. She was very intense, and if I asked her about a 

certain point, she would stay with the point for ages… I found that communication 

really exhausting …”. 

4.2.6 Impact of learning experiences on the residents’ views of teaching  

Residents’ comments about the impact of their Positive and Negative 

experiences on their views of teaching were derived from the fourth question in 

interviews 2 and 3, and the third question in interview 4. For interview 2 this was 

“Thinking about these past experiences, how have they impacted on your views of 

teaching ”. The question was modified in interview 3 and 4 to, “How have these 

recent experiences changed your views of teaching?”  Thus the residents were 

encouraged to think deeply about how any of those positive or negative learning 

experiences impacted on their beliefs or views about teaching and about the 

residents’ change of mindset regarding aspects of their teaching. 

Referring back to Figures 4.2 and 4.3, there were only 53 comments out of 

the total 273 related to the sense of impact. Interview 2 had the biggest number of 

comments at 23, followed by 16 in interview 3 and 14 in interview 4. Out of the 53 

impact-related responses, five concerned professional knowledge, six professional 

practice and 42 were related to professional engagement. This suggests the major 

focus of ‘impact’ was being a teaching professional.  

In the domain of Professional Knowledge, impact was focused wholly on Learning 

and Teaching in interview 2 (N=1), and on students in interview 3 (N=1) and 

interview 4 (N=3), indicating resident’s perceptions of students and how to teach the 

students were only slightly impacted. While these responses were low, they 

increased from interview 2 to interview 4. 
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Figure 4.13: Impact and Professional Practice 

As shown in Figure 4.13, a total of six comments indicated that the impact on 

Professional Practice had been low. In interview 2, impact was only related to the 

practice of teaching; by interview 3, planning and assessing and the learning 

environment increased and were 67% and 33% respectively, whereas teaching 

practice had declined to 0%. By interview 4 Learning Environment and Planning and 

Assessing became even.  

 
Figure 4.14: Impact and Professional Engagement 

As shown in Figure 4.14, impact on professional responsibility was the 

strongest in interview 2, accounting for 71% of the responses. The impact on 

professional responsibility fell in interviews 3 and 4, with 42% and 44% responses 

respectively. Professional learning was also impacted strongly and consistently 
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throughout the three interviews. However, residents rarely commented on impact 

concerning Partnership, with only 5% of responses in interview 2. 

In interview 2, residents’ comments about their understanding of 

responsibilities as a teaching professional had been significantly impacted. Their 

comments were focused on what teachers are required to do and the complexity of 

teaching. For example, John, who was coming from a physical education teacher 

background, commented, “It is completely different from what I expected”. At the 

stage of completing his first practicum, John said, “It gives me the strong belief that 

you need to be on top of absolutely everything from the start…organisation 

strategies, teaching methods, rapport with the kids… I knew all those are important 

in school, but actually putting them in practice, it was all big words until I had to do 

it”. Jack, a recent graduate from university, said, “Teachers are one hundred per cent 

super heroes” and he admitted he was “fairly naïve”, concluding that, “The level of 

commitment you have to put into teaching far exceeded what I believed when I 

started the course”. Stella, with some previous experience as a dancing teacher made 

similar statements, indicating that she knew “what was entailed in teaching”, but she 

didn’t know “the depth of it”. 

At this stage, residents’ perceptions of their own Professional Learning 

appeared to be impacted on as well because they commented on aspects such as: 

being in the classroom, which helped them find their own stance of teaching, 

understanding more of school events, becoming more comfortable teaching lower 

primary or upper primary, and lessening of their initial fears, as a result of the school 

immersion.  

In interview 3, as the residents progressed into their second placement, their 

views of Professional Learning were strongly influenced by what they had 

experienced in the first school. Grace and Ben indicated they now had some new 

understandings about Catholic schools. Yet, other residents were less enthusiastic 

about the change of placement school in the second school. For example, Sophia, 

who was having problems adjusting and bonding with the students from a new year-

group, attributed this to the lack of time, commenting that the change of schools had 

impacted on her “in a negative way”. 
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However, in interview 4, Emma and James acknowledged the benefits of 

having two placements in their professional learning. Emma “…realised the 

importance of cohesive staff and having a strong leader” after she had moved from a 

Catholic school, where students were fairly well-behaved to a new school in a low 

socioeconomic area, where lots of students demonstrated behaviour issues. James 

experienced quite the opposite to Emma, because in moving to the second placement 

school he had very few classroom management issues, saying “the change of context 

makes it possible for me to understand where the focus should be and how you can 

do it”. Be being in a second placement, also affected how residents felt about 

themselves. Jack said his experiences had made him realise “how unprepared I 

would be taking a class”. He believed his youth and limited life experiences made 

him less resilient, and less able to “establish authority” among the students. 

4.2.7 Summary of professional learning 

In this section the researcher has described in length residents’ professional 

learning in four themes: Achievement, LE Exp+, LE Exp- and Impact on their views 

of teaching. Directed by the questions, residents identified achievements in each of 

the professional domains of knowledge, practice and engagement. In terms of 

Professional Knowledge, the residents’ initial achievements were related to their 

understandings of school students, and as they progressed through the year, residents 

became more concerned about issues of curriculum. In the first semester, residents 

focused on getting to know students and maintaining healthy relationships with 

them. In the second semester, residents’ achievements were centred on building 

skills in the Professional Knowledge domain and this appeared to enable them to link 

curriculum design and implementation to the needs of students. Toward the end of 

the program, the residents’ sense of achievement about students and curriculum 

seemed to become more evenly balanced, suggesting they had accomplished an 

integration of these two sets of knowledge. 

As for Professional Practice, over the course of the year residents focused on 

gaining control over the learning environment and building skills in planning lessons 

and assessing student learning. In addition, the residents achieved growth in learning 

and teaching through advancing their knowledge about how students learned and 

how, as teachers, they could meet student’ needs. Achievement in teaching practice, 

as a performative task appeared to be of secondary importance to knowledge about 
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the practice of teaching. Residents paid more attention in discussions about 

knowledge related to practice than the task itself. Understandably, residents were 

more concerned about the skills and processes they needed to master to support 

effective teaching than the performance of teaching.  

In the Professional Engagement domain, residents initially focused on 

developing a sense of being a professional teacher through all the areas encompassed 

by this domain (i.e. learning, responsibility, and partnership). Of these, Professional 

learning continued to grow throughout the second semester and remained stronger 

than both Professional responsibility and Partnership at the completion of the TRP.  

Residents felt they had positive learning experiences in each of the 

professional domains at all stages of their program; however, an overwhelming 

proportion of the Positive learning experiences occurred in the domain of 

Professional Engagement. This suggested the major focus of residents’ learning was 

about being engaged in the profession of teaching.  

Positive experience in the Professional Knowledge domain was limited 

initially to students and the curriculum. However, there was no positive learning 

experience reported for these areas in the later stage of the program. In terms of 

Professional Practice in the early stage of the TRP, residents felt positive about their 

teaching practice and their capacity for planning and assessing. As they proceeded to 

the second placement, positive learning experiences in planning and assessing were 

not reported, whereas positive feelings about learning and teaching and managing 

the learning environment were noted. By the end of the second placement, residents’ 

positive experiences related to learning and teaching and teaching practice 

diminished, while comments about the learning environment remained, and planning 

and assessing re-emerged. These data suggest a complex interplay between elements 

related to students, classroom environments and professional skill development, with 

a progression from preoccupations with students through to curriculum, to broader 

areas of planning and management of learning. 

Positive experiences in the domain of Professional Engagement commenced 

with partnership being prominent, with residents reporting that they found it 

beneficial to be professionally engaged with their mentor teachers, students, and 

other colleagues in the placement school, parents/carers and the wider community. 
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Towards the second placement, Partnership continued to dominate over Professional 

Learning and Professional Responsibility. As residents approached the end of the 

second placement their sense of Positive experiences in professional learning was at 

its strongest level. At this stage their positive feelings about Partnership had dropped 

considerably. This pattern of responses suggests residents’ focus was initially on 

their engagement with the professional community, and in the latter part of the TRP 

this shifted to their personal professional growth. 

With regard to negative learning experiences, the data showed that residents 

were challenged in learning across all three professional domains. Professional 

Practice and Professional Engagement were associated with high levels of negative 

experiences, Whereas Professional Knowledge was associated with some negative 

experiences, it was the area least mentioned.  

Negative experiences related to Professional Practice suggest residents were 

challenged in the areas of lesson planning and assessing students, particularly at the 

beginning of the course. As residents progressed through the year, they made 

negative comments about issues related to the Learning Environment occurred more 

often than for Planning and Assessing, Learning and Teaching, and Teaching 

Practice. Towards the end of the program, residents were challenged the most by 

planning and assessing, and negative experiences continued to persist for the 

learning environment, and learning and teaching.  

In the domain of Professional Engagement the residents’ negative feelings in 

the early part of the program were about improving their own professionalism, 

through fulfilling professional responsibilities as a teacher, and maintaining effective 

partnerships. During their second placement, Professional Responsibility and 

Partnership were more strongly associated with negative experiences, whereas 

negative associations with professional learning appeared to be declining. Toward 

the end the second placement, residents’ negative associations with partnership 

remained stronger than professional learning and professional responsibility.  

To sum up: the results from the Positive and Negative impacts on learning 

suggest that although the residents had a feeling of accomplishment across all 

domains during the TRP, these areas also contained challenges for their learning. 

These issues are discussed further in Chapter six.  
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From the positive or negative learning experiences reported, it can be seen 

there was minor impact on residents’ views in the domains of Professional 

Knowledge and Professional Practice; however there were significant influences in 

the domain of Professional Engagement. In the domain of Professional Knowledge, 

residents reported no impact was on the curriculum throughout the course, but views 

about students showed a slight change. In terms of Professional Practice, though the 

extent of impact was still fairly small, it was evident residents’ views on Learning 

and Teaching, and Teaching Practice were influenced by their learning experiences 

in the early stage, whereas in the latter stage the influence shifted to their views on 

Learning Environment and Planning and Assessing. The major impact on residents’ 

views emanated from the domain of Professional Engagement. In the early stage, 

residents’ thinking about their responsibility as a teacher was most heavily impacted. 

Alongside Professional Responsibility, there was also significant influence on 

residents’ views of their own professional learning as a student teacher. Impacts on 

both Professional Learning and Professional Responsibility persisted until the end of 

the program.  

4.3 Residents’ Professional Identity 

In this section the researcher focuses on an analysis of how the residents 

perceived their professional identity as a result of their learning experience during 

the TRP. As mentioned in Chapter Two, the researcher, due to the scope of this 

study, adopted a much narrower definition of professional identity than what is used 

in most of the existing literature. Therefore, the researcher’s analysis of residents’ 

professional identity focused on three themes: 1) how they saw themselves as 

teachers, 2) whether they had a sense of belonging to the school community and to 

the teaching profession, and 3) how well they saw themselves applying the 

knowledge of learning, teaching, and context to their work in the classroom. For the 

third aspect, residents’ views about their capacity to plan, provide instruction, 

diagnose students’ learning needs, assess learning outcomes, and classroom 

management were assessed. To examine residents’ perceptions about their 

professional identity, responses to relevant questions from interview 1 to interview 4 

were collocated and analysed.  
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4.3.1 Residents’ concepts and views of being a teacher 

Teaching identity is commonly recognised as a personal concept that is a 

reflection of “how one identifies with being a teacher and how one feels as a 

teacher” (Mayer, 1999, p. 8). Many pre-service teachers enter their education courses 

with a preconceived set of ideas and beliefs about what teaching is like and what 

teachers should be able to do, based in part from their early education experiences as 

pupils in the classroom, and from the societal and cultural images of teachers. These 

early ideas and beliefs form the basis of pre-service teachers’ self-identity as they 

commence their teacher education program. Because pre-service teachers’ sense of 

identity is continually challenged during the course of teaching preparation programs 

(Danielewicz, 2001), the researcher seeks to explore the nature and extent of impact 

of their personal attributes and the TRP on residents’ further development of their 

self-identity as a teacher. Data for analysis were derived from Question 4 in 

interview 1 and Question 5 in interviews 2, 3 and 4. For interview 1 the questions 

was “How do you describe yourself as a prospective teacher?” This was modified in 

interviews 2, 3 and 4 to, “How do you think about yourself as a teacher now?” 

4.3.1.1 Residents’ initial views 

In interview 1, residents were encouraged to describe themselves as a 

prospective teacher. Residents’ initial statements made upon entry to the TRP 

revealed what kind of teacher the residents’ aspired to be, and reflected the attributes 

they had associated with their concepts of “a good teacher”. At this stage of the 

TRP, most residents associated teaching with their capacities to work with students. 

For example, some saw themselves as being able “to relate to students”, “be a role-

model for children”, “be approachable and fair”, or “be easy-going, but be able to 

instil discipline when necessary”. They also used words such as “caring”, “nursing”, 

“encouraging”, “well-liked”, “friendly”, a “good listener”, and, “kind and 

understanding”. They viewed themselves as being a hard-working teacher and they 

recognised that teaching was going to be a demanding job. Residents further 

identified the need to be a positive force in the classroom, a person who 

“knowledgeable”, “enthusiastic”, “organised”, “flexible”, “hands on being able to 

get kids to do things practically”, “able to conduct interesting and engaging 

classes”, and “able to teach in an effective way”. Overall, at the commencement of 

the TRP, the residents’ views of being a teacher revolved around relationships with 
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students and the level of energy, spirit and skill they would need to be able to engage 

them in learning.  

4.3.1.2 Residents’ emergent views 

In interview 2, held at the end of school placement 1, a lot of the residents’ 

responses were focused on changes in their understanding of some of the subtleties 

of the teacher-student relationship. Whereas residents were initially prone to 

envisage a “kind and easy-going” teacher, more than half of the 12 residents had 

begun to establish a firmer stance on their relationship with students. For example, 

William said “I am more aware of the need to set boundaries and rules with 

students, and making sure the rules are explicit”. Other comments had shown that 

residents’ experiences of dealing with students “day in and day out” were strong 

catalysts for this change. At this stage they were challenged to find a balance 

between “being cool and laid back” and “being strict and firm”.  

Along with these considerations, the residents believed they needed to 

become more efficient in lesson planning, to be more organised, and to get on top of 

managing student behaviours. For example, James explained why he thought he was 

a better teacher “I am a lot better now than I was at the beginning… I didn’t have a 

lot of ideas about how, more from the point of view of the classroom management, to 

organise the class and get the children to do stuff. My expectations were completely 

incorrect about how it worked… Now I have different expectations and a different 

understanding of how to get things to happen”. Residents’ responses suggested that 

their perceptions or self-image of a teacher had moved from being a “well-liked” 

teacher to a higher level of contemplation about how to expand knowledge and 

enhance students’ performance. In this sense the residents were concerned with what 

attributes would make them more effective teachers.  

On the other hand, Stella reported she was struggling with putting herself in 

the teacher image, she said “I feel I haven’t learnt anything, my biggest problem is I 

don’t know how to do an overall plan and put each lesson in place for a purpose… 

because of that I struggled… how am I going to run a classroom next year when I 

have no idea of how they are setting everything up?...at the moment I don’t think I 

can make a good teacher”. She explained the problem was partly her personal 

struggle with self-doubt about being a teacher. She also pointed out that her mentor 

teacher did not provide her with effective modelling. Though this was an 
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individualised case, it illustrates the emotional investment in the development of 

teacher-identity.  

However, by interview 3, conducted halfway through the second school 

placement, residents’ comments about their perceptions of being a teacher fell into 

two categories: confidence and uncertainty. Affirmative and confident comments on 

being a teacher signified feelings of advancement in the residents’ sense of 

professional identity as a teacher. For example, James stated: “I guess when you are 

not being put under pressure all the time by the children’s misbehaviour, you are 

able to develop more confidence in your own abilities”. Contrasting comments 

featured residents’ lack of conviction in themselves as teachers. For example, Emma 

said: “growing is constantly happening, but in some ways I feel like [I am] going 

backwards. For another example, Stella said: “I am still trying to not think too far in 

the future that I can actually do it, but I am getting more comfortable in the 

classroom. Whether or not I can carry that out in full-time teaching in a class on my 

own, I am not sure how that will go, but I try not to think about it. It will freak me 

out”. Overall, at this stage of the TRP, some of the residents seemed to be 

undergoing a turbulent period. They were attempting to reinforce a positive teacher 

identity for themselves but some were facing self-doubt about their capacity to feel 

effective or to feel confident they could develop further.  

In interview 4, conducted at the end of the TRP, and at the end of their final 

5-week placement, residents’ perceptions of being a teacher seemed to the 

overwhelmingly more affirmative than at earlier stages. The majority of their 

responses demonstrated confidence and a sense of conviction of their self-image as a 

teacher. For example, Stella stated: “I think I can do it now…I feel like I’ve got a 

good base to go out now”. David illustrated another positive response, as he said: “I 

am pretty confident having that five weeks’ experiences and coming through that. I 

am happy with the feedback I’ve got and looking forward to going out there and 

doing it for myself next year”. In addition to being more confident, residents were 

more open about the challenges that were ahead of them. Several commented that 

they would need to continue to grow once they formally entered the profession. One 

illuminating comment from James was that: “Although I know I can do it, [but] I 

won’t go in there thinking this is easy”. These comments suggest that, at the end of 

the TRP the residents had acquired more mature perceptions of their self-mage as a 
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teacher and more sophisticated understandings about what it is like to be a teacher. 

However, it should be noted that this was not universal. A small number of residents 

who indicated they lacked confidence in their ability to teach, and expressed a desire 

to have more pre-service experiences.  

4.3.2 Residents’ experience of belonging to the school community and the teaching 
profession 

As described above, residents’ perceptions of their sense of belonging to the 

school community and teaching have been explored to assess the impact of their 

learning experiences on the development of their professional identity. Data for 

analysis were derived from questions 9 and 10 in interview 2 and question 9 in 

interview 3. For interview 2 the questions were “Do you have a sense of belonging to 

the school community now?” and “Do you have a sense of belonging to the teaching 

profession now?” For interview 3 the questions were combined as “Even though this 

is a new school for you, how do you think of your sense of belonging to the school 

and to the teaching profession?” The results of analysis are presented in Figure 4.15, 

which demonstrates for each of the two placement schools how residents felt about 

being part of the school community and the teaching profession.  

 
Figure 4.15: Residents’ sense of belonging to school community and the teaching profession 

In interview 2, conducted at the end of the first placement, all 12 residents 

reported they felt part of the placement school community and that they felt “settled 

and comfortable”. They attributed this to the inclusive approach by people in their 

placement schools and the support they had from the school staff. Residents reported 
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their inclusion in activities such as staff functions at school and social activities 

outside of school, as well as student sports events. This made them feel like they 

were a legitimate part of the school. For example, in describing her attachment to the 

school at the end of placement 1, Sarah said: “I am really going to miss coming here 

every day, and miss the kids. It’s going to be odd not coming here, like knowing 

everyone, and kind of starting fresh in another school is going to be different”. 

A number of residents reported that the amount of time they were having in 

the schools permitted them to get to know teachers and engage in regular and relaxed 

conversations, enabling them to feel more “at home” in the school. Their 

conversations with mentor teachers helped them cope with the day-to-day issues they 

were facing. For example, Sarah said in interview 2, “The staff are very supportive 

and friendly. If I feel I have a problem, I have a lot of people that I can go to for 

help. That kind of helps a lot as well. It makes you feel like you are actually part of it 

all”. Some other respondents indicated that Resident’s feelings evidenced a deeper 

level of attachment to the school. For example, Stella said in interview 2, “I love this 

school, I would actually love to work here. Teachers are great. …[my] good mentor 

teacher, and the mentor teacher next door, just include you in anything…I love 

[how] other mentor teachers just come up and ask how you are going, by that you 

sort of feel like at home, and other people in the staff room as well, if you talk to 

them and they will talk back to you. It is not isolated at all and it is very welcoming. I 

have a very relaxed feel here, so that helps as well”. In this case the resident’s liking 

for the school reflected the support of her mentor teachers and the congenial attitude 

of other staff. Apparently, the length of time in the school and the relaxing collegial 

support created an encouraging and welcoming environment for residents at a time 

when they were developing their sense of professional teacher identity and exploring 

their role as a member of a real school community. 

By interview 3, however, the sense of belonging had dropped, with only 58% 

of residents reporting they felt part of the school community. Comments from the 

residents suggested that the schools continued to embrace a supportive approach, 

with the decline in positive feelings linked to the new challenges experienced by the 

residents in the second half of the TRP. Residents’ comments in interview 3 

indicated that they had much less time to adapt to their second school, and the 

expectations for their teaching were much higher. The second placement was their 
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final placement and was critical for the final assessment of their teaching and 

readiness for graduation and employment. Consequently, the residents felt they were 

under extra pressure to perform for the second school and mentor teacher. Some of 

the residents reported that the second placement was a constant struggle for them, 

which of course affected how they felt about themselves and the school.  

In contrast with diminished sense of belonging to the school community, the 

residents’ sense of belonging to the teaching profession stayed consistently strong, 

with 75% of residents’ reporting a positive response in interviews 2 and 3. In the 

initial phase of the program the residents’ view of themselves as a teacher was vague 

and unsure. By the middle of the program it appeared to be quite firm and strong. 

Typical initial comments at interview 2, conducted at the end of the first placement, 

included: “I do think of myself as a teacher now”. Residents attributed this to the 

continued exposure to teaching through the combined regular weekly placement and 

long block placement in the first semester. This placement model provided them 

with a personal and lived experience of being a student teacher, and this helped to 

gradually instil a sense of belonging to the profession. Ben stated: “As I start 

running lessons, being practical, and getting some on-the-ground experience I am 

starting to get that sense of ‘oh, I am a teacher’ from the outset finding what 

teachers do and to now coming into the circle going ‘yeah, I am a teacher, I am part 

of that’”. In interview 3, the residents felt they continued to develop their sense of 

belonging to the teaching profession. For example, Stella in interview 3 said, “It’s 

been growing. I really want to get in there and start teaching”. 

However, some residents seemed to struggle with their sense of belonging to 

the teaching profession. The absence of autonomy as a student teacher appeared to 

be of concern for some of them. David commenting on this in interview 2 said: “I 

guess so far everything we do is what we are told to do by university or school… I 

think it will probably come after graduation once I go out and start teaching on my 

own…still finding out ways of how to do things but having a mentor teacher is a 

safety net….”. Others, who were not confident in themselves, tended to distance 

themselves from the teaching profession. One Resident, Stella, who had doubts 

about herself from the beginning of the course, commented: “Not yet, I am more of 

an outsider just looking in, but I think a lot of that just comes from my insecurities of 

actually thinking whether or not I can actually make it as a teacher, so if I don’t 
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think I can make it as teacher well then I am not going to pass myself in their league 

…I have great admiration for teachers, so not yet”. Other comments about seeing 

teaching as just a job and feeling still very inexperienced appeared to contribute to a 

lack of a sense of belonging in some residents.  

4.3.3 Residents’ confidence as a teacher 

Residents’ confidence in teaching is the third aspect that this study examined 

with regard to the influence of residents’ learning experiences on the development of 

their professional identity as a teacher. In each of the four interviews, residents were 

invited to comment on how confident they felt about their ability to teach and help 

students learn. In interview 1, they were asked “How well do you think you will be 

able to teach and help students learn?” For interviews 2 and 3, the question was 

slightly modified as “How confident do you feel in your teaching now?” For 

interview 4 this was modified to “Do you feel ready to take responsibility for your 

own class as a regular teacher? Why/ Why not?”. 

Other than their overall confidence, the residents were also asked to describe 

their confidence in planning for teaching, creating learning environments in the 

classroom, assessing student achievement, and giving feedback. When answering 

these questions, residents’ were encouraged to talk about any fears, uncertainties or 

discomfort they felt when, and if, they experienced a lack of confidence. In interview 

1 they were asked, “How ready do you feel now to plan for teaching and to create a 

learning environment in classrooms, to assess student achievement, and to give 

feedback?”. In interviews 2, and 3 the residents were asked 8 “How confident do you 

feel in following guidelines of the curriculum to plan for teaching, handling whole 

class teaching, and using assessment to assist your teaching?” And for interview 4, 

the question was “How confident do you feel in following the guidelines of the 

curriculum to plan for teaching, handling whole class teaching, and using 

assessment to assist your teaching?”  

The analysis of data about residents’ perceptions of their ability to teach was 

assessed using a 4-point ordinal confidence rating scale. The scale, shown in Table 

4.2, was developed to indicate a point score of 1-10 for the categories of confidence 

that were judged to be in the range of none (to virtually none), low, moderate and 

high. The researcher calculated a confidence score for each resident ascribing a score 

to represent these four indicators and for other information collated at the interviews. 
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The words used by the residents to describe their confidence were categorised to 

provide the score. For example, when asked about her confidence in interview 1, 

Stella said, “It is probably lacking”. She further explained: “Whenever I start 

anything new, I always doubt myself, and think I can’t do it”. A score of 2 was given 

to Stella at the entry of the program for this response because ‘confidence was 

lacking”. In this case Stella’s confidence was rated as “None”.  

Table 4.2: Ordinal Scale of Confidence Rating 

Rating Score Indicator 

None  1,2  very nervous and anxious, lacking, not at all, overwhelmed; 

Low 3,4,5 low, confidence shaken, confidence dropped a lot; 

Moderate 6,7,8 reasonably confident, fairly confident, pretty confident; 

High 9,10 very confident, feeling ready to teach; 

 

4.3.3.1 Residents’ confidence levels throughout the TRP  

The accumulative percentage of residents’ confidence levels from interview 1 

to interview 4 is presented in Figure 4.17.  

 
Figure 4.16: Residents’ confidence level throughout the TRP 

It can be seen form Figure 4.16 that residents’ confidence in their ability to 

teach grew between interviews 1 and 2, with 83% reporting they were moderately 

confident in interview 2. However, confidence fell by interview 3, and 42% of the 

residents reported low confidence. Residents’ confidence decreased again by 

interview 4, when low confidence increased to 50%. This pattern suggests that 
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residents’ perceptions of confidence in their ability to teach were low on 

commencement of the TRP, and it peaked at the end of school placement 1. The drop 

of moderate confidence to 58% during the middle of the second placement indicates 

that the residents’ confidence was shaken as they changed to a new placement school 

and faced heavier demands.  

On entering into the TRP, the majority of the residents (67%) were not 

confident. At this stage they were particularly concerned about their capacity to 

manage a classroom. Other issues of concern related to teaching subject matter like, 

English and maths, lesson planning, and integrating ICT into their teaching. 

Anxieties about personal weakness or personality flaws concerned some residents. 

Cathy for example, had a low confidence level despite her prior experiences working 

as an Education Support officer for students with special needs and as an art teacher 

for over 5 years. She was concerned about classroom management and her change of 

role in the classroom. In the interview she commented, “…classroom frightens 

me…handling a whole class and its responsibility is daunting…my main concern is 

changing from education support to mainstream…” However, 27% of residents who 

were judged to have a moderate to high level of confidence upon entry to the 

program; most of these reported some prior work experience in teaching.  

The results for the second semester of the TRP demonstrate that residents’ 

confidence fell following the change of school. As indicated in the previous 

discussion on sense of belonging to the school community, the combined effects of 

changing school and preparation for their final assessment created a stressful period 

for residents in the second semester of the TRP. The most condiment residents were 

able to adjust to these demands; for example, James expressed his confidence in his 

readiness to teach. He was aware of the challenges ahead, but believed he had the 

ability to be an adaptive practitioner: “I have got a pretty good idea about what I 

need to do in there to make it happen. I don’t know everything, but I know enough 

to…make it better as time goes by”.  

These data demonstrate the marked differences in the feelings of confidence 

in the residents at the end of the TRP. Half (50%) completed the program with 

confidence in their future teaching. The other 50% finished the program with a sense 

of inadequacy, suggesting that they would need additional support as they entered 

employment as a teacher.  
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Individual confidence scores were found to change considerably during the 

course of the TRP. Figure 4.18 on the following page indicates that the residents 

entered the TRP with varying levels of confidence. Information from the interviews 

suggests that these differences reflect personal traits, prior knowledge and 

experiences, and beliefs about teaching and learning on entry to the program. The 

variability in confidence levels, and the pattern of change for individual residents 

throughout the TRP, probably reflects a combination of their personal 

characteristics, and their learning experiences and support during the program. It 

appears that each resident reacted to the program in different ways. Contextual 

factors such as placement school, mentor teacher, students and other personal 

circumstances may also have also influenced residents’ confidence at different times 

in the program.   



 124 

7 7 
8 

9 

0

2

4

6

8

10

i1 i2 i3 i4

David

2 

5 5 

9 

0

2

4

6

8

10

i1 i2 i3 i4

Stella

2 

5 

3 

5 

0

2

4

6

8

10

i1 i2 i3 i4

Sophia

9 

6 

8 
9 

0

2

4

6

8

10

i1 i2 i3 i4

James

5 
6 

7 

4 

0

2

4

6

8

10

i1 i2 i3 i4

Jack

5 
6 

7 

9 

0

2

4

6

8

10

i1 i2 i3 i4

Sarah

5 

7 
8 

6 

0

2

4

6

8

10

i1 i2 i3 i4

Cathy

4 

6 
7 

5 

0

2

4

6

8

10

i1 i2 i3 i4

William

3 

6 

4 
5 

0

2

4

6

8

10

i1 i2 i3 i4

Ben

4 

6 

4 

8 

0

2

4

6

8

10

i1 i2 i3 i4

Emma

7 
8 

4 
5 

0

2

4

6

8

10

i1 i2 i3 i4

Grace

6 6 
7 

4 

0

2

4

6

8

10

i1 i2 i3 i4

John

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

1-2= None, 3-5=Low, 6-8=Moderate, 9-10=High 

Figure 4.17: Graphical representation of resident’s overall confidence 
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Although Figure 4.17 shows that each resident had a unique confidence 

journey during the TRP, and there were some discernible trends among them. Figure 

4.19 illustrates four different patterns of change of confidence at various stages of 

the program.  

  

 
Figure 4.18: Patterns of residents’ confidence level 

Pattern 1 represents trajectories for two residents, James and David, who 

started the TRP with a moderate to high level of confidence and remained the same 

level at the completion of the program. James was a mature-age resident with 12 

years of work experience teaching English as a foreign language and many years of 

experience as a director of studies of language colleges and training teachers to 

teaching English as a foreign language. He was very confident and believed that he 

would be able to handle the demands of learning to teach. As indicated, he showed 

high confidence at the beginning of the TRP and concluded with a high confidence 

level. However, his confidence fell to moderate level in the middle of the program 

when the demands of the course intensified; but he regained his high confidence 

level at the end of the program. Similarly, David was moderately confident at the 

beginning because he felt he had a fairly thorough understanding of teaching as a 

result of his previous work experience relating to teaching. Prior to the course he had 
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education teachers. He was also involved in a 6-week physical education program at 

a local university, in which he trained student teachers to teach cricket within school 

environments. As David progressed in the TRP, his confidence level remained strong 

and he completed the course with a higher confidence level.  

Pattern 2 shows a pattern of steady growth of confidence for Stella, Sarah, 

Cathy and Emma (N=4). Stella represents an example of this pattern, showing 

marked changes from none to high. On entry to the program she was not confident at 

all and full of self-doubt and fears, she said, “Whenever I start anything new, I 

always doubt myself, and think I can’t do it…fears of spelling and grammar 

overshadow everything else”. However at the end of the program she felt very ready 

to teach. She said: “Very surprisingly, I think I do”. Stella had a sharp learning curve 

in her professional development growing from a very diffident and self-doubting 

novice who was terrified with her capacity to produce English spelling and grammar 

in the front of the classroom, to a confident, assured and potentially job-ready 

beginning teacher.  

Pattern 3 represents the trajectory for Jack, William, Ben and Sophia (N=4) 

who started the TRP with a low to moderate level of confidence and concluded with 

a low confidence level. The pattern in this case is not simple or consistent. As 

illustrated in Figure 4.19 the pattern for this group of residents demonstrated two 

variants. Pattern 3a represents William, Ben and Jack. They started with a low level 

of confidence and experienced a period of increased confidence during the two 

placement periods, but fell back to a low level confidence at the end of the program. 

Pattern 3b, represents a single case, Sophia, who was a fresh graduate with some 

work experience as an accountant. This resident had no relevant experience in 

teaching and commenced the TRP with doubts and uncertainties about her ability to 

teach. She showed no confidence at the start of the TRP, feeling “very nervous 

because of lack of experiences”, then appeared to gain some confidence during the 

first placement and finished this placement at a low to moderate confidence level, 

feeling that she was able to be more flexible and creative in her teaching. However, 

she found the second school placement to be particularly challenging, and her 

confidence remained unchanged from this level until the end of the program. The 

two variants of pattern 2 give some indications of how differences in initial 

experiences and feelings about the TRP helped to shape the residents’ confidence 
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during the program. The common features of the three residents exhibiting pattern 3a 

included being new graduates with no prior teaching experience. This group did not 

finish the program within the allocated time. For example, Jack needed to do more 

practicum in the same year while William and Sophia returned to the TRP for 

additional work in the following year. 

Two residents, Grace and John evidenced in pattern 4. These residents began 

the program feeling moderately confident, however their confidence level then 

plateaued before it plunged to be lower at the end of the program. These residents 

appeared not to adjust to the second school placement, because they were less 

satisfied with their performance in the second placement. 

4.3.3.2 Confidence in lesson planning 

Learning how to plan lessons was a significant part of the residents’ 

professional experience of the TRP. Lesson planning is an integral part of the 

knowledge of teachers, and is reflected in the WACOT Professional standards for 

Teaching. Residents’ perceptions of their ability in lesson planning were assessed at 

various stages of the program as a measure of their professional knowledge. The 

findings are summarised in Figure 4.19 and show that, in general, the TRP had 

positively impacted on the resident’s perceptions of their ability in lesson planning 

 
Figure 4.19: Residents’ confidence level in lesson planning 
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At interview 1, 50% of the resident cohort were quite concerned about lesson 

planning, while 50% were feeling comfortable with it. By interview 2, residents 

seemed to have experienced some growth in confidence as the moderate category 

had increased to 67%. The data suggest that most of the residents become fairly 

confident and were able to follow the guidelines of the curriculum, and obtain access 

to diverse teaching resources. For example, Grace who became very confident with 

long-term planning, noted: “I wouldn’t mind having a go at making a program plan 

for the whole year”. 

By the second placement, all residents felt that they were able to handle 

lesson planning effectively, as demonstrated by 100% in the moderate category in 

interview 3. While in interview 4, conducted upon completion of the program, 17% 

of the residents indicated they had low confidence and an overwhelming 84% were 

feeling quite positive about their ability to plan.  

Individual confidence scores for lesson planning changed considerably 

during the course of the TRP. Figure 4.20 on the following page presents the scores 

for lesson planning for each of the 12 residents.  
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1-2= None     3-5=Low     6-8=Moderate    9-10=High 

Figure 4.20: Graphical representation of resident’s confidence in lesson planning 
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Figure 4.20 illustrates the trend of change for residents’ perceptions of their 

confidence in lesson planning at various stages of the program. Two patterns are 

evident with one showing a consistent increase over time, and the other remaining 

flat, or constant. There is an even distribution of these two patterns among the 12 

residents.  

 
Figure 4.21: Pattern 1 for resident’s confidence level in lesson planning 

Pattern 1 represents the trajectory for David, Emma, Stella, James, Cathy and 

William (N=6), who exhibited a consistent growth of confidence in lesson planning 
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Sophia’s case, their confidence returned to the low level that they exhibited at the 

commencement of the program.  

4.3.3.3 Confidence in classroom management 

The results in the previous section on residents’ perceptions of their 

professional learning indicating that classroom management as an important element 

of learning during the TRP. Learning how to create and maintain conducive 

classroom environments to support learning and teaching was perceived by the 

residents as one of the most significant achievements. In this subsection the 

researcher examines the resident cohort’s confidence in classroom management and 

the pattern of changes of confidence for individual residents. 

 
Figure 4.22: Residents’ confidence level in classroom management 

Figure 4.22 shows that in interview 1, 66% of the residents felt they were not 

comfortable with their ability to handle classroom management. But by the time they 
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to maintain their confidence in this area. To further demonstrate individual 

difference, confidence scores for classroom management are presented in Figure 

4.23 on the next page.  
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Note: 1-2= None 3-5=Low 6-8 Moderate 9-10=High 

Figure 4.23: Graphical representation of individual resident’s confidence in classroom management 
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There are noticeable differences among individual residents’ perceptions of 

their ability to manage the class. While the majority of the residents experienced a 

boost of confidence from a low level, a few of them did start the program with a 

moderate level of confidence about classroom management. According to the data, 

the overall trends of resident confidence movement roughly fall into two patterns. 

 
Figure 4.24: Pattern 2 of resident’s confidence in classroom management 
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maintained the same moderate level of confidence on completion of the course. As a 

contrast, Sophia as a fresh graduate with no teaching experience at all prior to the 

course, felt very unconfident with her ability to handle a class at the beginning, and 

she was still concerned about it by the end, despite an increased confidence score 

when she finished the first placement. These results suggest that teaching experience 

did have an influence on residents’ perceptions about their abilities, particularly at 

the beginning of the TRP.  

4.3.3.4 Confidence in assessment 

Student assessment is an indispensable routine part of teachers’ work. This 

subsection examines the resident cohort’s confidence in assessment and the pattern 

of change of their confidence throughout the TRP. 

 
Figure 4.25: Residents’ confidence level in assessment 
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beginning. It is becoming more apparent”. Emma also made similar a comment, “I 

am starting to get my head around assessment, there is a long way to go but I am 

getting there”.  

Residents’ confidence continued to grow, with 67% of residents feeling 

moderately confident by interview 3. At this stage the data showed residents were 

much more comfortable with assessment and they had to start develop a deeper 

understanding of the underlying significance of the various ways of doing 

assessment. David, for instance, commented in interview 3, “…getting 

better…assessment is probably one area I can still improve on…but I am getting 

more specific with my outcomes for a lesson. …I am able to assess specifically 

whether they achieve or not and using that for my next lesson”. 

The peak of residents’ confidence in assessment was by interview 4, with a 

total of 92% being moderate to high. These results show that assessment was one of 

the areas that the TRP impacted on the most. Residents’ confidence had grown even 

more substantially since interview 3, and they had been exposed to an even more 

diverse range of assessment tools, such as checklist, rubrics, and anecdotal notes. 

Nevertheless they were not fully confident, because nearly all the residents 

acknowledged there was still room for improvement. Cathy commented in interview 

4, “…my assessment is a lot stronger, but there is still room for improvement…need 

to read assessment better, and need know what to do with the information I’ve got.” 

David’s comment from interview 4 gave more force to this, “They are [assessment 

skills] improving and that can still get better. It is certainly not my strongest area. 

But I think comparing where I am now to where I was, it is a lot better. But it is 

something I need continuously work to and look for ways to do it better”.  

To further demonstrate individual difference, the residents’ confidence scores 

for residents’ assessment skills are presented in Figure 4.26 on the subsequent page.  
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1-2= None 3-5=Low 6-8=Moderate 9-10=High  

Figure 4.26: Graphical representation of residents’ confidence in assessment  
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Similar to lesson planning and classroom management, residents’ confidence 

levels in assessing students had two common patterns, as presented in Figure 4.27. 

 
Figure 4.27: Pattern of individual resident’s confidence in assessment 

Figure 4.27 demonstrates the pattern of gradual growth for Stella, Jack, 

Sarah, Cathy, William, Ben, Emma, John and James (N=9) confidence in their 

ability to assess student learning throughout the whole course. The growth for five of 

them is from low to moderate confidence. Unlike others, Stella and Emma started 

with no confidence and ended up being the same as those five. James and Sarah were 

the only two, who indicated a high level of confidence at the end of the course. Sarah 

started with low confidence and James with moderate confidence; both finished with 

a high confidence score in the assessment of students. The results show assessment 

was perceived as the one of most difficult facets of teaching for the majority of the 

residents.  

Pattern 2 represents three residents who appeared to show an unchanged 

confidence level in assessment by the end of the TRP as compared to the beginning 

of the course. While David (variant 2a) and Grace (variant 2b) were moderately 
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not confident in her ability to assess student learning. She started with low 
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program, he felt good about his ability in assessment to assist and reflect on his 

teaching, saying “I feel pretty confident about assessing where the students are at 

0
1
2
3
4

i1 i2 i3 i4

Pattern 2a Pattern 2b Pattern 2c

0

1

2

3

4

i1 i2 i3 i4

Pattern 1



 138 

and trying to put programs in place to meet those needs. …confident to be able to 

find solutions to address different learning activities”.  

4.3.4 Summary of forming professional identity 

In the previous section the researcher has described how residents thought 

about their self-image as a teacher, and their sense of belonging to placement schools 

and to the teaching profession. The researcher also explored in detail residents’ 

confidence in various aspects of teaching and provided insights into how residents 

perceived their professional identity while they continued to grow as a teacher.  

Comments made by the residents disclosed their understanding about 

becoming a teacher at different stages of the study. Their initial perceptions of self-

image were predominately focused on the student relationship aspect of teaching. 

Then, once they started going to school, residents’ perceptions of being “kind and 

understanding” changed because they encountered the consequences of being “too 

laid back and friendly”, which prompted them to readjust and contextualise their 

thoughts about the image of teacher. As residents progressed further in the course, 

their sense of conviction regarding being a teacher seemed to grow stronger, 

indicating their advancement in the development of their teaching skills and 

knowledge, which helped to generate a positive self-image. Overall the residents’ 

comments provide good insights into their personal transformation in terms of how 

they viewed themselves a teacher. 

In terms of their sense of belonging, it is broadly evident that residents in 

both placements 1 and 2 felt part of the school community. In general they felt 

embraced and supported as student teachers. The data also show that residents’ 

overall sense of belonging to the teaching profession tended to grow stronger as they 

progressed through the course. Residents’ feelings about the profession were also 

evidenced to be intricately related to their perceptions of the status of themselves in 

the school. Those who felt they were performing well in the placement and felt that 

they were assimilated into the school community, tended to have a good sense of 

belonging to the teaching profession and a stronger desire to be a teacher.  

As for overall confidence, the data indicated a tendency for perceived growth 

on the part of the whole resident cohort. The identified patterns of confidence 

indicate residents started the program with various levels of confidence in their 
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ability to teach, with the majority feeling a low level. Towards the end of school 

placement 1, all residents’ confidence was around the moderate level, evidencing a 

prevailing trend of growth. Conversely, the first half of school placement 2 

witnessed a falling trend of confidence for most of the residents with only a few 

remaining moderately confident. During the second half of school placement 2, some 

residents’ confidence levels increased and others decreased. 

Specifically, in terms of confidence in lesson planning, the data indicated an 

apparent trend of gradual growth from the beginning until the middle of school 

placement 2, after which the majority continued to grow, reaching moderate or high 

levels of confidence, while two residents regressed as shown in pattern 2b in Figure 

4.21.  

For classroom management, as the residents progressed through the program 

their confidence in classroom management gradually increased with the majority of 

them feeling moderately confident at the end of the TRP. In the early stage, the 

majority of residents’ confidence was low, but as they finished school placement 1, 

their confidence was elevated to moderate, and remained more or less unchanged for 

the remainder of the program. Not surprisingly this suggests school placement is the 

prime arena where residents tested out strategies, and acted out their conceptual 

beliefs of dealing with student behaviours.  

Being distinctive from that of lesson planning and classroom management, 

residents’ confidence in assessment demonstrated a positive trend throughout the 

TRP. In the early stage of the course, the majority of residents’ were conscious of the 

perceived complexity of assessment and their lack of experience in doing it. Over 

time, residents’ confidence increased steadily peaking at the end of the program to a 

moderate or high level. It seemed their confidence was boosted as they became 

aware of the significance of undertaking assessment, and using a wide range of tools 

and resources to assist teaching.  

4.4 Key Findings about Residents’ Perceptions of Professional 
Learning Experiences  

In the foregoing sections, interview data were examined in depth to 

determine residents’ ideas about various elements of their professional learning 

experience during the TRP. In this final section of the chapter the researcher presents 
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the key findings that emerged from the data with regard to residents’ perceptions 

about professional learning and about their evolving sense of professional identity.  

Residents’ perceptions of their professional learning overall indicate multiple 

gains and achievements took place within the three domains of Professional 

Knowledge, Professional Practice and Professional Engagement. During the period 

of school placement 1, residents initially felt they had gained good understanding of 

students as they learned to build rapport with them, and get to know them as 

individuals. As residents moved to school placement 2, they started to learn a lot 

more about the curriculum planning and development in teaching. Towards the end 

of their study, whereas residents felt they their curriculum knowledge had benefited 

from their five-week final block practicum, they found themselves achieving a 

higher level of understanding of students’ academic abilities, learning styles and 

developmental stages. Within the domain of Professional Practice, residents felt 

classroom management was consistently the central element of their learning 

throughout the course of their study. The other aspect they felt had improved was 

lesson planning and assessing student learning. This was evident during the period of 

school placement 1 and towards the end of school placement 2. Within the domain of 

Professional Engagement, the first half of school placement 1 witnessed substantial 

improvement in terms of residents finding out their strengths and weakness for 

teaching different year levels.  

The second finding that emerged from the data is that residents’ learning 

processes were permeated with both positive and negative learning experiences. 

During school placement 1 and early school placement 2 residents attributed their 

positive feelings about their learning process predominantly to having a good 

partnership with their mentor teacher and other school staff. Residents also felt 

pleased when they achieved good teaching outcomes in the classroom. Towards the 

end of the program, residents found the final block practicum as a whole was a 

positive learning experience for them. Alongside experiencing good episodes of 

learning, residents encountered an array of obstacles as well. For example, during 

school placement 1, residents were challenged mostly in the PE domain, where they 

struggled with issues at the personal level and the program level. At the same time, 

residents found that they had problems with coping with the heavy workload of the 

course. As they progressed to the first half of the second placement, residents felt 
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that classroom management was a major matter of concern. Despite the fact that 

partnership was perceived to be mostly a positive learning experiences, it also posed 

an obstacle to residents’ development mainly within the period of school placement 

2, especially if they experienced unsatisfactory mentoring. Over the consecutive 

five-week teaching block, residents found themselves struggling with planning for a 

wide range of academic abilities and also struggled with forward planning. Lastly, it 

is was found that resident’s experiences had substantially impacted on their views of 

their responsibilities of teaching and their own professional learning as a student 

teacher throughout the course. 

With regard to their perceptions of professional identity, the residents’ initial 

self-image as a teacher was based on their preconceived ideas about teaching. But 

they frequently re-evaluated and refined this self-image throughout the TRP. The 

data also demonstrates that the residents felt they became part of the school 

communities where they were placed, which helped them to view themselves as a 

member of the teaching profession. 

Confidence in teaching as another dimension of resident’s perceptions of 

their professional identities was found to be influenced by both personal traits and 

the contextual factors of residents’ learning process. As a whole cohort, whereas 

residents felt their overall confidence had increased by the end of the course, the first 

half of school placement 2 was a challenging period when most of the residents felt 

less confident. The residents’ confidence in lesson planning was found to show a 

trend of growth until residents started their five-week final block practicum, when 

there experienced either upward and downward trends until the end. Residents’ 

overall perceptions about classroom management were mainly low at the beginning 

then grew to a moderate level of confidence at the end of school placement 1 and 

remained at the same level for the second placement. Unlike lesson planning and 

classroom management, residents’ felt their confidence in assessment grew steadily 

throughout the course.  

The findings that have been presented show the overall picture of residents’ 

professional learning experience during the TRP. The meaning of these findings in 

relation to the research questions and how they mesh with the existing literature will 

be discussed in Chapter 6.   
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  CHAPTER 5:
ANALYSIS AND FINDINGS: TRANSFORMATIVE 

LEARNING EXPERIENCES  

5.1 Introduction 

In this chapter the researcher focuses on transformative elements in residents’ 

learning experience during the TRP, and thereby address research question two: Do 

pre-service teachers’ perceptions provide evidence of a transformative learning 

experience in the TRP? The researcher analyses both the survey and interview data 

1) determine whether there was evidence of transformative learning occurring; 2) 

identify whether the trends in learning that occurred throughout the TRP were 

consistent with informative and/or transformative change processes, and 3) describe 

what the characteristics of the transformative elements of residents’ learning 

processes were. 

Following this introductory section, the results are presented in three main 

sections, each of which is devoted to examining residents’ perceptions about various 

aspects of teaching and learning. Section 5.2 presents the survey data and provides 

an overview of the residents’ experience during the TRP in relation to the stages of 

transformative learning proposed by Mezirow (1991). These data were drawn from 

Section C (Professional Learning Experience) of both surveys that were conducted at 

the end of the first and the second school placement. Section C of each survey 

included questions about learning incidents. The questions were designed to elicit 

responses to indicate whether or not the residents’ learning experiences were 

consistent with the precursory steps to transformative learning. Section 5.3 presents 

the interview data providing details of the residents’ experience during the TRP. The 

data are examined to identify any changes in residents’ perceptions about teaching. 

These data include responses to open-ended questions asked of the 23 residents who 

took part in the second survey, as well as interview data collected from interviewing 

12 residents four times throughout the TRP. These 12 interview participants were a 

subset of the participant cohort. Section 5.3 also includes personalised accounts of 

two residents’ learning during the TRP. These two case studies are used to illustrate 

individual variations in informative and/or transformative learning experienced by 

the residents as they progressed through the course. The case studies are conducted 
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to exemplify the two residents’ learning paths. A descriptive account of the 

resident’s learning experiences is presented before the analysis of their learning 

using the four-staged transformative learning framework outlined in Chapter Three. 

The last section of this chapter is a summary of the key findings derived from 

residents’ perceptions in terms of transformative learning. Finally, the researcher 

draws conclusions about whether or not transformative learning occurred, and about 

the characteristics of transformations that took place in residents’ learning process.  

5.2 Residents’ Perceptions About Transformative Learning 
Incidents  

In this section the researcher describes the resident cohort’s overall 

perceptions about their learning experience during the TRP drawn from responses to 

questions in Section C (Professional Learning Experience) of Surveys 1 and 2. In the 

survey learning incidents were selected to reflect components of the theoretical 

model of transformative learning. For example, residents were given the options of 

never, seldom, often, and very often to respond to the learning incident seven: I found 

I could try out new ideas with my teaching and I felt confident with my teaching. 

This learning incident was modelled on Mezirow (1991) claim that trying new roles 

and building competence and self-confidence was a significant aspect of a learner’s 

transformation. The frequencies of each learning incident from surveys 1and 2 are 

presented in Table 5.1.  
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Table 5.1: Resident cohort’s (N=23) Perceptions about their Learning Experience 

Incidents Never to Seldom (%) Often to Very Often (%) 

 Survey 1 Survey 2 Survey 1 Survey 2 

Questioned my way to teach 39 22 61 78 

Questioned my ideas about teaching 35 26 65 74 

Beliefs and expectations were challenged 43 22 57 78 

Found practice inconsistent with beliefs 
held 

65 74 35 26 

Prior ideas are challenged by TRP 87 43 13 57 

Tried out new ideas and be more 
confident 

4 17 96 83 

Adopted new approaches 9 4 91 96 

Changed practice based on feedback 0 4 100 96 

Thought over decisions made in teaching 0 4 100 96 

 

As shown in Table 5.1, 61% of the resident cohort in survey 1 reported that 

they experienced situations that often or very often caused them to question the way 

they taught, and 65% questioned their ideas about teaching. This suggests residents’ 

experiences in the first school placement corresponded with what Mezirow (1991) 

described as the stage of “disorienting dilemma”. In survey 2 the frequencies of 

these incidents increased to 78% and 74% respectively, suggesting that the residents 

continued to experience further disorienting dilemmas as they moved on to the 

second placement. 

In survey 1, 57% of the residents responded that they often found their beliefs 

and expectations about teaching were challenged, whereas only 35% of them found 

their teaching practice varied from their beliefs about teaching. This indicates that 

while the residents engaged in a critical assessment of their prior ideas, beliefs and 

assumptions about learning and teaching, their teaching practices were still bound by 

their previous belief system. In survey 2, the residents appeared to be more involved 

in critical reflection as in the second half of the TRP 78% of the respondents 

reported their beliefs and expectations about teaching were challenged. Interestingly, 

at this juncture only 26% of the residents thought their practice were inconsistent 

with their beliefs. This suggests that the majority of residents (74%) felt that their 

practice had been transformed to conform with the expectations of the program. 
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Limited evidence was found in survey 1 regarding residents’ discontent of 

their existing meaning perspectives as only 13% revealed that they felt 

uncomfortable with ideas they had about teaching after they started the TRP. 

Nevertheless, there was a marked increase to 57% in survey 2. This indicates the 

overall TRP experience had enabled residents to make meaning of their new 

experience and to critically examine their old meaning perspectives when presented 

with new evidence and opportunities for learning. 

When it came to “trying out new ideas and be more confident”, an 

overwhelming 96% of the residents in survey 1 responded positively with a slight 

decrease to 83% in survey 2. And 91% of residents felt they often “adopted new 

approaches” in survey 1 and this rising to 96% in survey 2. These results imply the 

residents continuously developed inclusive and integrative new meaning 

perspectives over the course of the TRP.  

As for “Changed practice based on feedback” all the residents in survey 1 

signed up, indicating that as residents came to an acceptance of their new roles and 

understanding about teaching and learning, they started to integrate these within their 

practice by consciously thinking through the decisions they made in teaching. The 

slight decrease in these learning incidents evident from survey 1 to survey 2 suggests 

that these processes may have begun to be internalised.  

Overall, the results from both surveys indicate strongly that the residents had 

experienced learning incidents that were consistent with transformative learning. To 

assess this further the researcher examined the interview data for evidence of 

transformative learning, in particular for what had been transformed. Since 

transformative learning involves a shift in perspective, the researcher needed 

evidence of residents’ changes of assumptions, beliefs and propositions. Therefore, 

data about residents’ changes in terms of how they understood learning and being a 

teacher are presented in the subsequent sections. These data were partly drawn from 

responses to the open-ended questions in survey 2, and partly from answers to the 

last few questions of interviews 2, 3 and 4. The results will later be compared with 

the survey data and with the two case studies.  
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5.3 Residents’ Perceptions of Perspective Change 

Evidence of perspective transformations was elicited from responses to 

questions about residents’ perceptions of their personal changes. For example, in 

survey 2 residents were invited to describe their views of teaching at the end of their 

program. And a series of questions at the end of each interview asked for changes in 

residents’ perceptions about their values and beliefs of learning and teaching. 

Residents were encouraged to comment on whether they had struggled with their 

ideas or values or whether they had experienced any changes during the course of 

the program.  

5.3.1 Survey data 

In the open-ended questions section of survey 2, each resident from the 

cohort was asked, “Thinking back to the beginning of the program, to what extent do 

you think your views of teaching have changed? i.e. Has your view about you and 

your teaching changed as a result of the program? Please elaborate.” Eighteen of 23 

residents who took part in the second survey responded to this question, and all but 

one acknowledge their views about teaching had changed as a result of their 

experience during the TRP; furthermore 27 relevant comments were collated. Figure 

5.1 below shows those aspects of teaching in which residents indicated a change of 

view, each column represents the number of comments collated.  

 
Figure 5.1: Resident cohort’s perception about change 

The most-mentioned (N=6) change was residents’ awareness of the 

complexity and the demanding nature of teaching. As one Resident pointed out, “I 
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always knew it was a lot of work, but I now realise there’s a lot more work involved 

in planning lessons and teaching in general”. Residents also become more conscious 

about what teaching really entailed, as one of them said, “I now have a much bigger 

picture of what teaching is and how detailed the role is”. Classroom management 

was the second highest aspect (N=5) in which residents had experienced a change of 

views. Being continuingly immersed in a classroom environment over the year, the 

residents had many opportunities to try out, modify and reuse strategies they had 

attained from various sources. As the residents gradually deepened their knowledge 

about students’ behaviours, residents were able to develop new understandings of 

classroom management. One resident remarked, “I think all my views have changed 

with teaching. Behaviour management changed my views on how to treat students 

and what the best approach is for troubled students”. Some residents’ reported they 

had changed their pedagogical belief (N=4) such as direct instruction and 

collaborative teaching. One representative comment was, “My view has changed 

considerably. I now know about direct instruction and best practice, which I had no 

knowledge of before”. Residents also felt their expectations of planning for teaching 

had changed not realising “how hard planning was” and “the amount of work 

involved in planning lesson”. There were also four discrete comments by residents 

on their change of views about the learning abilities and styles of students, 

appreciation for the teaching profession, and the importance of maintaining their 

personal health during the TRP.  

Five responses about change were about residents’ confidence in their ability 

to teach. As these responses were more relevant to residents’ perceptions about their 

self-image as a teacher, the researcher left them out of the shown in Figure 5. 

However, it should be mentioned here that these comments reflected a stronger sense 

of residents’ faith in themselves as a teacher. One resident commented, “I now feel 

confident to take on a class while I was still not confident at the end of term 3”. For 

another resident, confidence seemed to extend to the unknown domain of teaching, 

“...from my last survey, in which I wasn’t feeling confident, I now feel confident not 

only in what I know but what I don’t know. I know where to look for help and what I 

need to learn”. These responses suggest that the TRP had profoundly impacted on 

the residents as they had developed deep awareness of their learning.  
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Despite that the majority of the residents stated their views had changed to a 

certain degree. However, James, who was one of the interview participants, 

specifically said his views had not changed at all. In the interview James indicated 

that as a mature-age resident he considered doing the TRP course as a stepping-stone 

for landing a teaching job. It appeared that he had a well-established set of 

understandings about teaching as a result of more than ten years of experience in 

TESOL training. His preconceived ideas seemed to be compatible with what he 

learned during the TRP; therefore he felt there were no substantial changes to his 

mindsets regarding teaching. James’ case served as evidence that residents’ 

individual attributes also impacted on their learning process and learning outcomes. 

5.3.2 Interview data  

Data from the 12 residents who were interviewed at four intervals throughout 

the TRP included response to a set of questions designed to capture the nature of 

residents’ learning that the residents had engaged in. These questions were asked in 

interview 2, 3 and 4 as listed below. 

Interview 2 
Question 11:  Thinking back over your learning to teach so 
far, have you had times when you were struggling with 
your ideas or values about teaching? Please briefly describe 
those experiences. 
Question 12:  What did you do about those experiences? 
Question 13:  How did you feel about those experiences? 
 
Interview 3 
Question 10: Have any of your values, beliefs or 
expectation about teaching and learning changed?  
a. What triggered them?  
b. What did you do about those changes?  
c. How did you feel about those changes?”; and  
Question 11 To what extent do these changes affect how 
you teach?” 
 
Interview 4 
Question 9: Have any of your values, beliefs or 
expectations about teaching and learning had changed after 
your block placement?  
a. What triggered them?  
b. What did you do about those changes?  
C. How did you feel about those changes? 
Question 10: To what extent did these changes affect how 
you taught during your block placement? Please elaborate. 
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In what ways? Did you integrate new perspectives into your 
teaching? 
Question 11: Will these changes inform your teaching in 
the future?” 

 

Although resident’s responses to these questions varied, the results suggest 

that residents underwent perspective changes about several issues, which roughly fall 

into four different themes: 1) seeing teaching differently; 2) seeing classroom 

management differently; 3) seeing students differently; 3) seeing the teaching 

profession differently. In what follows, different aspects of learning within each 

theme will be presented, with supporting quotes by the residents drawn from the 

data. In the discussion relating to the learning experiences that involved residents’ 

change of teaching perspective, the researcher will comment on whether they were 

informative or transformative. The purpose of analysing these data was to determine 

the transformative elements in residents’ learning process. 

5.3.2.1 Theme one: seeing teaching differently 

The first theme that emerged from the data was residents’ views about 

whether teaching had changed as a result of their learning experience during the 

TRP. Individual differences in residents’ responses to teaching and the categorisation 

of their learning experiences are summarised in table 5.2.  
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Table 5.2: Categorisation of Learning Experience — Theme One 

Aspects of 
learning 

Descriptive quote Informative Transformative 

Adapting to real 
teaching 
situation 

At the moment you actually need a 
reward and punishment system, 
otherwise there is no incentive for 
people to do good, and unfortunately 
there is no consequence for students 
who do badly. (Sophia, interview 3) 

Elaborating 
existing 
frame of 
reference 

 

 

Demands of 
teaching 

I didn’t really realise how much 
planning and how much assessment 
went in… (Sarah, interview 3) 

Elaborating 
existing 
frame of 
reference 

 

 It was just so much more work than I 
ever thought it would have been, and so 
much more like realising the kids and 
the parents expect you to know 
everything … (Sarah, interview 4) 

Elaborating 
existing 
frame of 
reference 

 

 I didn’t realise at the beginning of the 
course how the big a job a teacher did. 
(Ben, interview 4) 

Learning 
new frame of 
reference 

 

The dynamics 
of teaching 

I thought it would be the same level over 
the whole year… (John, interview 3) 

Learning 
new frame of 
reference 

 

Adjusting 
teaching to 
cater for student 
needs 

…make sure everyone can do 
something, and leave no kids behind… 
(Sarah, interview 2) 

Elaborating 
existing 
frame of 
reference 

 

Teaching is 
based on 
curriculum 

I didn’t really think curriculum was that 
far ingrained into the outcomes of what 
the student need to learn. (John, 
interview 4) 

Learning 
new frame of 
reference 

 

Respect for 
different 
teaching style 

I’ve come to realise that teachers have 
different methods of teaching, you do 
need to respect those because it is a 
teaching community. (William, 
interview 2) 

Learning 
new frame of 
reference 

 

Understanding 
of teaching 

It feels more like a business, everything 
just kind of crammed in, and the kids 
have just to learn it. It is not about fun 
anymore… (Sarah, interview 4) 

 Transforming 
point of view 

Literacy 
teaching 

They weren’t at the level to learn that 
sort stuff yet so that you couldn’t teach 
it, even though that's what you want to 
do within your philosophy. (John, 
interview 4) 

 Transforming 
habit of 
minds 
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The above comments from five residents evidenced changes in their views 

about teaching. While the majority of the changes that the residents mentioned were 

informative, two residents’ comments evidenced the occurrence of transformative 

learning.  

Residents talked about how they saw teaching differently in various 

interviews. For example, Sarah and Ben made similar comments that the demands of 

teaching exceeded their expectation. Sarah said in interview 3, “I think what I 

thought is totally different from what I am doing now. In my head before I started 

teaching I thought it was gonna be really easy. I didn’t realise how much planning 

and how much assessment went in...now I value all the organisation and make sure I 

keep all the different learning activities are going towards something”. It is clear that 

by interview 3 Sarah realised her prior views about teaching were overly simplistic. 

Commenting on what teachers are expected to do, she said, “It was just so much 

more work than I ever thought it would have been, and so much more like realising 

the kids and the parents expect you to know everything, just know everything on the 

top of your head, like an encyclopaedia”. Ben in interview 4 made an almost 

identical comment, “I didn’t realise at the beginning of the course how the big a job 

a teacher did. There is a lot that teachers are expected to do in the class, but I didn’t 

realised how big the job was”. For Sarah, it was considered as elaboration of existing 

frame of reference whereas for Ben it was learning a new frame of reference. 

Sophia commented that her learning to adapt her teaching to real situations 

required an elaboration of an existing frame of reference. She indicated that through 

doing behaviour management assignments, she had learned to understand it is 

advisable to give students choice and use encouragement to stop student 

misbehaviours, rather than use a heavy punishment and reward system. Yet, to her 

surprise, she found her second placement school relied heavily on reward system. 

Though feeling bewildered because her earlier learning did not translate into 

practice, she realised she needed to adapt her teaching style to the school’s practice, 

she said, “At the moment you actually need a reward and punishment system, 

otherwise there is no incentive for people to do good, and unfortunately there is no 

consequence for students who do badly”. Although this could be potentially aligned 

to theme two: classroom management, it is more relevant to theme one: seeing 

teaching differently, because her views about managing student behaviours did not 
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change. Instead, she extended her understanding about the need to adjust her 

teaching style, in particular classroom management strategies, to the teaching 

environment of the school. Sophia said in interview 3, “I would prefer to use 

encouragement than the reward system but being in a school that uses a reward 

system, the students actually need incentives to learn”. Thus Sophia’s views of 

teaching changed in the sense that she came to understand best practices were not 

universally applicable to all teaching situations.  

William’s comments in interview 2 about respecting other teachers teaching’ styles 

also evidenced learning a new frame of reference. William acknowledged in the 

interviews that initially he tended to be “quite opinionated” and sometimes he would 

have doubts about other teachers’ ways of teaching. Yet by interview 2, he had 

learned to respect other teachers, especially teachers who have been teaching for 

twenty or thirty years. He said, “I’ve come to realise that teachers have different 

methods of teaching, and you do need to respect those because it is a teaching 

community…you can’t really just say ‘You are not teaching properly’, so I am 

coming to terms with that and trying to be more diplomatic about that”.  

In interview 3 John made comments about how his attitude towards teaching 

had changed. These comments reflect the emergence of a new frame of reference. 

John indicated the variety of things he had to learn, and what he was able do in 

teaching was much more than he expected. He said, “I thought it would be the same 

level over the whole year, but it’s grown because of the different things I am 

learning, different techniques and different ways to do different things…I think that 

constant choice and the ability to change yourself according to your class is always 

encouraging”. In addition to John’s change of attitude towards teaching in general, 

John had a new frame of reference about the role of curriculum in teaching. His prior 

assumption was rather naïve, he said: “I didn’t really think curriculum is that far 

ingrained into the outcomes of what the student need to learn. I just thought it was 

more the teachers sort of pick what you will be doing for the year, or the school 

would pick what you will be doing for the year, and you link to the curriculum then. I 

didn’t think it was curriculum based, and you can use curriculum straight out… I 

didn’t have that in my mind when I started this”.  

John’s changed philosophy about teaching literacy reflected a transformation 

of habit of minds. He was placed in a school where there was a literacy block and 
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students’ learning was streamed. John was assigned to the low-level stream and his 

ideas about literacy teaching were disrupted. He said, “I kind of had in my head that 

the students need to get a full grasp of all the literacy strengths, like comprehension, 

all that sort of stuff, so, that was my idea of what the students need to know. But 

going to [name of school] and seeing the levels of the students in the classroom, I 

realised they wouldn’t be at the level to learn that stuff yet so that you couldn’t teach 

it”. John started to be critical with his prior assumption, saying, “Even though that’s 

what you wanted to do within your philosophy, and that’s like your philosophy of 

teaching literacy, you can’t do it because they won’t learn”. To further reinforce his 

new understandings, John looked for new options for teaching literacy and had some 

success implementing them. He said, “I had a lot more work to do because I had to 

sort of make up my own priorities within literacy …make up a different approach to 

how I would teach it and I would get them at the level I wanted to get them at…”. He 

further commented, “It worked out well. I kind of got to a little routine of how they 

actually learned and how they took everything on”. John’s ability to in adjust his 

teaching philosophy to accommodate the levels of students in literacy gave some 

positive perspectives. He said, “It would positively inform my teaching, just because 

of the state of the students at [name of school], that’s a huge learning curve within 

itself…I am happy to have had those experiences”. 

Sarah is another Resident who had transformed her points of views about 

teaching, starting with being caught in a disorienting dilemma about what should be 

taught and how students should be taught in school. She said, “In my head at the 

beginning I always thought I’d like to teach more geography and more cooperative 

learning. Since doing it [the practicum], it’s just like you don’t have time for 

anything but literacy and maths, and everything else is just gets pushed around”. 

Sarah was “a little shocked”. Sarah’s own schooling experiences appear to have 

been caused this dilemma. She said, “A lot of my beliefs come from how I was raised 

in my primary school, we did a lot of geography, we did Latin and French and all 

these different things… now at school it has moved so far away from that…it feels 

more like a business, everything just kind of crammed in, and the kids just have to 

learn it”. For Sarah this approach to teaching in school was based on curriculum 

requirements instead of on motivating students to learn and catering for the needs of 

students. She said, “It is not about fun anymore, it’s more about just assessing them, 
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do that and get it covered… instead of spending time really [on the students]. So I 

guess that changed a lot. I thought it would be more about… instead of just pushing 

them on or ‘ Oh you haven’t got this content, but you are going to year three 

anyway’. I thought it would more ‘You need to spend more time doing this’. It should 

focus more on the kids, whereas I feel like in reality it is more focused on the adults” 

Confronted by such realities, Sarah did not just conform but she adapted to the 

situation. This was evident in her comments that she tried to incorporate geography 

into one of her literacy lessons in which students had to connect a text they read to 

things happening in the world.  

Sarah’s views were further challenged when she noticed each of her mentor 

teacher only focused on one learning area, either maths or literacy, without showing 

much interest in other learning activities at all like sports. This again was a puzzling 

situation for Sarah because she believed students should be exposed to broader 

learning activities. Yet the data demonstrates that Sarah turned it into a meaningful 

learning experience, which shaped her views of practice. She said, “I’ll try and make 

sure even if I am maybe not interested in something, that it is still incorporated, 

because the kids need it, rather than just thinking ‘I just wanna do this and focus on 

that’. I hope I will be more open to looking at different things and trying different 

things to see what sort of works I guess, and just be confident going with that”.  

To sum up, Sarah’s transformation of point of views took the form of 

developing deeper insights about teaching. She indicated greater awareness of 

adjusting her teaching to the real classroom context, and reinforced her view that 

teaching should not be focused on her own or any other teachers’ preference but 

rather on the learning needs of the students.  

5.3.2.2 Theme two: seeing classroom management differently 

The second theme that emerged from the data, as presented in Table 5.3, is 

that residents’ views about classroom management had undergone some changes as a 

result of the TRP. 
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Table 5.3: Categorisation of Learning Experience — Theme Two 

Aspects of 
learning 

Descriptive quote Informative Transformative 

Classroom 
management 

From the beginning of the year I didn’t 
realise how much behaviour stuff you 
have to sort of know, whereas now I 
understand how much you need and 
how important it is. (Sarah, interview 
3) 

Learning new 
frame of 
reference 

 

 ...the behaviour management sides of 
things blow me away… (John, 
interview 3) 

Learning new 
frames of 
reference 

 

Strict approach 
to disciplining  

They were a little bit scared to break 
the rules, which actually worked in the 
teacher's favour. (Grace, interview 2) 

Learning new 
frames of 
reference 

  

Classroom 
management 

When I looked at controlling a 
classroom before, I never thought any 
of those worked, but I haven’t drawn a 
defined line of where I stood. (Stella 
interview 2) 

Learning new 
frames of 
reference 

  

Dealing with 
extreme 
student 
behaviours 

I really realised that I needed to change 
my attitude to how I view them, which 
then correspond to how to interact and 
deal with their burst of behaviours. 
(Stella, interview 4) 

  Transforming 
habits of minds 

 

Four of the 12 residents interviewed indicated changes in their views about 

classroom management, but the impact of their learning experiences on their views 

varied considerably. Three residents experienced informative learning, and one 

experienced both informative and transformative learning. In interview 3 Sarah and 

John indicated that they had realised that classroom management was much more 

important than expected. This was evidence of informative learning through the 

development of a new frame of reference about classroom management. For 

example, Sarah explained in interview 3 that through her observations about how 

students responded differently to those teachers who used, or did not use, behaviour 

management strategies, she had come to appreciate there was a lot to learn about 

classroom management. She said, “From the beginning of the year I didn’t realise 

how much behaviour stuff you have to sort of know, whereas now I understand how 

much you need and how important it is.” Similarly, Grace acquired a new frame of 

reference about the benefit of having a strict approach to classroom management. At 

the very beginning of her first school placement, Grace felt the teacher she worked 
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with was too strict with the students, saying “they are just babies”. Yet in interview 

2, Grace had come to realise that being strict with the students was not necessarily a 

bad idea, saying, “They were a little bit scared to break the rules, which actually 

worked in the teacher’s favour”. This was a new insight for Grace as it was different 

from her prior assumptions shaped by her “motherly and nurturing nature”. For 

Stella, classroom management was a major area of learning. She acquired a new 

frame of reference about adopting a stance in managing the classroom, and achieved 

a transformation of her habit of mind related to dealing with extreme student 

behaviour. Stella had “eye opening” experiences with classroom management in 

general. Stella’s prior perceptions were more focused on the two ends of the 

continuum, one being very strict, and the other allowing student too much choice. 

She said in interview 2, “When I looked at controlling a classroom before. I never 

thought any of those worked, but I had not drawn a defined line of where I stood”. 

Through observing her mentor teacher, Stella’s prior presuppositions were contested 

because she realised there were ways to achieve a balance in her approach to 

managing the classroom. She said, “By watching my mentor, I learned a lot from the 

way that how she handles it. She is sort of in the middle. The way she’s defined it, I 

now realise, yes, that’s the way I agreed with”. This was an informative learning 

experience for Stella, because she made an addition to her existing frame of 

reference. Stella’s transformative learning was evidenced in her advanced 

understanding about handling problematic student behaviours. Stella’s 

transformative learning started with having an encounter with a particular child, 

which she recalled in interview 4 “didn’t end well”. The encounter triggered Stella to 

reassess her beliefs about mischievous students and look for new options for dealing 

with them. Reflecting on what she thought would have worked better, and on 

observing three to four different teachers interacting with students, Stella said, “They 

are children and children have problem. Underneath all their problems they are 

beautiful persons and they want to learn. With everything else going on they are just 

acting out”. Stella also started to explore other options for dealing with students. She 

said, “I realised that I needed to change my attitude to how I view them, which then 

corresponds to how to interact and deal with their burst of behaviours”. Stella 

implemented her new plan by changing her strategy completely in her teaching and it 

was effective. She said, “Instead of constantly turning to this one child and saying ‘ 

look, stop it, and get on task’. As soon as you spoke like that to her, that was it. It 
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was on. She definitely becomes disruptive on purpose to get underneath your skin. So 

how I addressed this student would be more on a one to one, so I’ll finish what I am 

doing, and then I’ll go, ‘You need to get on with what you are doing, and stop 

distracting the others’. It is the difference in tone that made a world of difference. If 

you keep picking her out in front of anyone, then that fed her, because she was 

getting the attention. There were three other students in the class who would then 

start to laugh with her”. From the successful trial of her new role, Stella had built 

competence and self-confidence in dealing with extreme student behaviours. She 

said, “It was good. It made me more relaxed around the students. Whereas before I 

was on edge that they were going to do something and I don’t know how to respond. 

This way it makes me a bit more relaxed. I still wasn’t completely relaxed around 

them, because they could explode at any moment and they could take everyone with 

them, but it allowed me to understand a bit more”. Stella’s learning process was 

considered as a transformation of her habit of mind because it provided her with a 

new principle to interpreting student behaviours. As she said, “I think at the start of 

the year, I would have reacted to the behaviour, whereas now I got to react to the 

child and their circumstance.” It was transformative also because her practice was 

dictated by her new perspective, she said, “It has given me some insights of how to 

handle students like this and seeing both ways of how it can go, it helps me to make 

that decision in the class when it counts so it doesn’t become disruptive”.  

5.3.2.3 Theme three: seeing students differently 

The third theme about change of views, which emerged from the data 

presented in Table 5.4, was that residents tended to see students differently as a 

result of their experience during the TRP.  
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Table 5.4: Categorisation of Learning Experience — Theme Three 

Aspects of 
learning 

Descriptive quote Informative Transformative 

Student 
relationship 

The more I kind of invested positive 
energy into the kids the more they are 
willing to give back. (Ben, interview 2) 

Elaborating 
existing 
frame of 
reference 

  

Diversity of 
student 
intellectual 
levels 

The concept of variety within the 
classroom was way off; I didn’t think it 
was that big. (John, interview 4) 

Learning 
new frame of 
reference 

 

Understanding 
of students 

I’ve learned to value everyone’s 
personal differences. (William, 
interview 2) 

 Transformation 
of point of view 

 

The data indicate that some residents experienced a changed view in their 

knowledge of students. Their comments demonstrate both informative and 

transformative learning. For example, Ben in his comments reported that his 

personal values regarding students were more affirmed as a result of his experiences. 

He said, “I’ve always thought that if you treat people well they will treat you well. 

The more I kind of invested positive energy into the kids the more they were willing 

to give back. My values of what teaching needs to be based on and what teaching 

needs to be about have been affirmed”. Ben’s understanding about drawing a 

positive response from students to his teaching was consolidated because he gained 

verification through his teaching practice. It was not a departure from his previous 

perceptions, but an expanded affirmation. Thus, his learning experience was an 

elaboration of his existing frame of reference.  

On the other hand, John’s comment in interview 4 about the wide range of 

student intellectual levels was an indication of acquiring a new frame of reference. 

John’s expectation about the diversity of students learning abilities was challenged 

by his experiences of being in the classroom and seeing how students performed in 

their learning. He said, “The concept of variety [of intellectual level] within the 

classroom was way off [my expectation] I didn’t think it was that big”. This 

realisation derived from the immediate context of classroom teaching and learning, 

added a new frame of reference about students. 
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William’s comments made in interview 3 also demonstrate a resident’s 

transformative understanding of students. Whereas William used to have very 

limited knowledge of children, his experience during the TRP expanded his ideas 

substantially and eventually his point of view about students was transformed. 

However, only limited reflection of the transformation was evident. Thinking back to 

the beginning of the TRP, William said, “I was really quite unfamiliar with how kids 

function. I now realise kids actually have a lot to share, not just teaching them, you 

can also learn a lot from them. I’ve learned to value everyone’s personal differences. 

Everyone is unique and everyone has their own strength and weakness”. William’s 

self-reflective process of his new perspective was evident in his comments. He said, 

“It is all about them really isn’t it? You’ve gotta support them, you’ve gotta 

understand them. To work with them, you need to create opportunities”. Being 

conscious of the difference of students, William was more focused on the individual 

learning, rather than just having eyes fixed on his own teaching. He said, “I had no 

idea at the beginning…at the beginning I was just overwhelmed with trying to 

understand how things work, didn’t have enough time to think of this…because you 

are aware of expectation and you are aware of outcomes. Now… I see more 

opportunities to engage students, using different techniques and styles”. William’s 

experiences in the TRP had transformed the way he saw students, which in turn 

informed his approach to teaching.  

5.3.2.4 Theme four: seeing the teaching profession differently 

The fourth theme about change of views emerging from the data presented in 

Table 5.4 was that residents had developed different perspective towards the 

teaching profession. 
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Table 5.5: Categorisation of Learning Experience — Theme Four 

Aspects of 
learning 

Descriptive quote Informative Transformative 

Professionalism Teachers really need to be aware of 
what they are modelling all the time. 
(Grace, interview 3) 

Elaborating 
existing frame 
of reference 

 

Teaching as an 
enjoyable 
profession 

I was still very sceptical when I 
started…but I’ve really learned you 
can have a lot of fun. (Ben, interview 
3) 

Learning new 
frame of 
reference  

 

Respect for 
professional 
boundaries 

You've got professional boundaries 
you just don’t cross over, you respect 
everybody's style. (Grace, interview 
2) 

Learning new 
frame of 
reference 

 

Accountability 
of teachers 

I didn’t realise until I started teaching 
that there is a definite swing for 
teachers to become more accountable 
and being more responsible for their 
roles as big as it is… (Grace, 
interview 3) 

Learning new 
frame of 
reference 

  

 

Grace’s data provides evidence of a shift in her perspective about the 

teaching profession. As a mature-age career changer, Grace tended to be rather 

attentive to teaching as a profession. Her learning experiences about the teaching 

profession comprised an elaboration of her existing frame of reference, and the 

development of a new frame of reference, which was that teachers were held 

accountable for they what they did. She said, “I didn’t realise until I started teaching 

that there is a definite swing for teachers to become more accountable and being 

more responsible for their roles”. This reflects Grace’s new understanding about the 

teaching profession. She said: “My thought was I would see more people like that 

[treating teaching just like a job] than people genuinely wanting to help the kids. I 

really haven’t seen that. I have definitely seen more people wanting to be there for 

the children – truly professional teachers”. Another frame of reference that Grace 

acquired was that professional boundaries should be respected. In interview 2 Grace 

mentioned an incident when she disagreed with her mentor teacher regarding a 

student with attention deficit issues in the classroom. She struggled to find 

justification for her mentor teacher’s decision not to put her at the front but she 

managed to cope with the situation and develop a new perspective. She said, 

“Everyone in teaching supports everybody else, so you’ve got professional 
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boundaries you just don’t cross over, and you respect everybody’s style”. Grace also 

elaborated on her previous views about the teaching professionalism, saying she 

strongly believed teachers were role models and there should be no place for any 

actions that might have a negative influence on students. For example, in interview 3 

she disclosed her conflicting dilemma between her personal belief and the alcohol-

related jokes and the sarcastic humour about students she encountered at the 

placement school. She tried to settle her uneasiness by talking to the course 

coordinator at university, but the matter was not resolved properly and ended in an 

unexpected manner. Although Grace felt discouraged, she did not discard any of her 

previously held ideas and appeared to come to terms with the fact that changing 

these aspects of teacher behaviour was beyond her ability. Thus, while other teachers 

did not uphold the personal standards she did in their professional interactions, she 

accepted that it was not appropriate to make judgements of them. However, she 

believed that she could influence others more generally by setting an example. She 

said, “I am really conscious of being a good role model with everything…I set a 

fairly high standard with that (of being role model) and I will meet that. I think that 

if I am in the right school, by meeting those standards that you do influence 

others…”. It was evident that Grace’s perspective of, and attitude toward, 

professionalism had been gradually deepened from a level of denial to 

acknowledgement and a strategic response.  

Ben was another resident who experienced an informative change of idea 

about the teaching profession. He said, “I now have more appreciation for the 

amount of enjoyment and the creativity you can get out of the teaching profession. I 

was still very sceptical when I started… but I’ve really learned you can have a lot of 

fun”. This learning experience allowed Ben a new frame of reference for teaching 

though difficult it could be interesting and enjoyable.  

5.3.2.5 Others: seeing oneself differently  

Beyond the four themes outlined previously, Cathy’s data revealed 

experiences that helped her to see herself differently. Cathy’s growth of her inner-

self indicated a transformation of her habit of minds. She started the TRP without 

much confidence and was doubtful of her ability, despite many years of work 

experience in schools. By the fourth interview, her comments provided a clear 

indication of a transformed way of seeing herself. She said, “I got stronger. I would 
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ask a lot of questions I should have asked at the beginning and I didn’t. Whereas 

towards the end I asked them…I wasn’t confident to ask… If I had asked her in first 

term, I feel it would have you been ‘You should know that’, whereas now I am like ‘ I 

should know that, but I don’t know it. That’s ok not to know it”. In the interview 

Cathy recounted turning to her mentor teacher for technical terms for teaching 

volume, shapes and faces for one of her lessons. This was an affirmative experience 

that enabled her to be more honest and open with herself. Her confidence in herself 

had greatly improved. She said, “If I had had that lesson in first semester, I would 

have just not bothered, I would have just done what I could. Now I’ve got the 

confidence that I need to know”. For some residents this did not seem to be a 

significant matter, but in Cathy’s case it was a breakthrough in appreciating herself 

as a teacher and a confidence boost to her personal life. As she said, “I can (now) say 

no to my children”. Cathy’s changed self-perception was indicative of transformative 

learning because she had revised her habit of mind by reinterpreting her sense of self 

in relation to teaching (Cranton, 1994). The researcher considers her experience as a 

significant transformation of self. 

5.3.3 Summary  

The resident interview data supported the findings of the open-ended 

questions in the survey, reflecting that considerable changes had taken place in the 

residents’ mindsets about teaching and learning. Whereas the majority of the 

changes reported indicated a process of informative learning, transformative learning 

was also evident. The results show residents experienced informative and 

transformative learning in the areas of: finding out what teaching is like; and 

developing a deeper understanding of students, classroom management, and the 

teaching profession. This learning is consistent with learning across all three 

domains of Professional Knowledge (PK), Professional Practice (PP) and 

Professional Engagement (PE), included in the WACTO Professional Standards. 

These results are consistent with quantified interview data presented in Chapter 

Four. The data derived from the survey and interview confirms that residents 

learning comprised both informative and transformative learning experiences across 

all the professional learning domains for teaching. The occurrence of both 

informative and transformative learning in the TRP indicates the capacity of this 

approach in initial teacher preparation to enable residents to achieve the acquisition 
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of knowledge and skills for teaching, as well as to develop a deeper personal and 

professional understanding about students, learning, and teaching and the 

professional lives of teachers.  

5.4 Case Studies 

While perspective transformation is considered to be governed by social and 

cultural norms, it is operationalised at a personal level and likely to be context 

bound. To help understand these factors at the individual level, the researcher 

constructed two case studies to demonstrate the complex interplay between the 

programmatic and personal circumstances in the potential transformation of 

residents’ thinking about learning and teaching. The case studies also help to 

highlight how residents’ prior perceptions are transformed by their experience in the 

residency mode of study.  

The two case studies were built from the data generated with Emma and Jack, 

which primarily were derived from the four interviews they had participated in. 

These two were selected because they presented contrasting learning experiences 

afforded by the TRP. They were both inspired by teaching and aspired to be good 

teachers. Emma was a mature career-changer to teaching with work experience in 

professional training. She demonstrated a tendency to be a reflective learner. Jack, 

on the other hand, was a young and inexperienced graduate from sport science. The 

two residents had very different personal attributes prior to the program, and 

manifested distinctive responses to the complex learning situations in the course, and 

achieved very different learning outcomes.  

Each of the selected case studies represents an interpretation of the interview 

data. For both, a brief review of the year-long learning experience during the TRP is 

presented. This review is focused on the development of their professional 

knowledge and skills for teaching, and the challenges and barriers to learning that 

each reported about their experiences in various stages of the TRP. The review also 

includes an account of their engagement in the professional teaching community. 

After the review, some critical incidents of their learning are analysed to identify 

evidence that is consistent with the stages of transformative learning proposed by 

Mezirow (1991).  
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5.4.1 Emma’s story 

Table 5.6: Profile of Case Study Participant 1 

Profile of Emma 

Age at time of participation 40 

Gender Female 

Marriage status Married 

Education background Art and nursing 

Teaching experience  Nursing educator, interactive guide at art gallery 

 

Emma had a background in art and nursing before entering the program. 

Commencing in 2007, she studied English and fine arts at university and was 

awarded a BA Hons Degree in 2010. Between 2004 and 2007, she was working for a 

local medical institution as a senior nurse. Emma had no formal school teaching 

experience but had been a professional educator within her capacity as a nurse. She 

had also been a volunteer in a state art gallery for over 3 years, where she worked as 

an interactive guide for school groups of all ages, and visitors from other countries to 

Australia. In 1997, she was a professional educator for a Commonwealth Asthma 3+ 

support grogram, for which she provided asthma education to health professionals, 

carers, individuals and students. In 2002, when she was a course coordinator and 

provided practice support for another medical institution, she was also involved in 

the provision of education and clinical support to practice nurses through education 

forums and mentoring. Compared to other residents who had had past experiences in 

classroom teaching in a formal school context, Emma is categorised as a mature 

career changer aged between 41 to 50 years with limited teaching experiences in the 

adult sector. Emma enrolled in the TRP because she thought the course was very 

practical. She particularly liked the idea that this program would provide opportunity 

for her to be part of the school community while learning to teach because she was 

trained as a nurse in a similar way 20 years ago. 

5.4.1.1 Review of Emma’s year-long learning  

Entering the TRP - January 

Before Emma started the TRP in January 2011, she had two main fears: 

behaviour management and maths. Previous negative experiences with maths as a 

child in school caused Emma to be frightened by the prospect of teaching maths. 
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Nevertheless, Emma was optimistic that she would be able to turn her less-desired 

personal experience with maths into a positive thing by reflecting upon those 

experiences to make sure she didn’t repeat them with her future students. Emma 

therefore, showed signs of being a reflective learner when she entered the TRP. 

Classroom management was Emma’s other concern; however, she believed she 

would be “able to see things in practice, see what works and what doesn’t work”.  

Emma appeared to be predisposed to teaching approaches that were aligned 

with constructivist collaborative learning pedagogy. For example, she visualised 

herself teaching in a way that enabled the children to learn through experience and 

exploration. She wanted to work with children in small groups using collaborative 

activities. When discussing her philosophy, she explained, “I think the reason I came 

into the course wanting to do constructivist cooperative learning is because 

whenever I go to the UK, I always buy the teaching magazines and have a look. That 

was very much what was being written about, and how the lesson was being 

planned. That kind of sounds interesting because that’s how I learn. I learn by doing 

and by exploring and stuff. And simply being lectured at, doesn't always for me 

produce a good result. So that was kind of where my thinking was at. That was sort 

of like pre-starting the course”.  

School placement 1 – February to June 

By the time Emma finished her first four-week block practicum at the end of 

School Placement one, her perspectives of teaching seemed to be have broadened 

substantially. She had deepened her understanding of the multifaceted roles 

associated with being a teacher. She also developed a much firmer stance than she 

originally envisioned for herself in her interaction with students. She was also 

surprised about how much time students spend at school outside of the classroom, 

particularly to attend various events in Catholic schools.  

Emma also expressed confidence with her skills for teaching. When asked 

how confident she was about lesson planning, she said, “I feel fairly confident 

because now I know where everything is”. However, the balance between the 

Australian curriculum and the Western Australian curriculum posed a difficulty for 

her. Over the course of the first semester Emma grew to be more confident in 

handling whole-class teaching. She felt there was room for improvement and 
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commented that she was still learning to: cater for different stages of learning; cope 

with different styles of learning; map different learning areas to the curriculum, and 

master behaviour management issues. She felt that she needed to address many 

aspects of teaching all at the same time, stating, “at the moment I feel a little bit like 

a puppet, and I am sort of being pulled in all these different directions, but I am 

starting to take control of the puppeteer, rather than him controlling me so much. It 

is just trying to balance everything”. This suggests that at this stage Emma had 

developed a good understanding of breadth of skills involved in handling whole 

class teaching.  

However, during this period Emma was concerned about some of the 

classroom practices adopted by her mentor teacher’s use of an extrinsic reward 

system for student behaviours. This ran counter to the advice provided in her 

university studies. Emma also struggled with her own approach to classroom 

management. Although she had expected that classroom management would be an 

issue for her, she was initially overwhelmed by the magnitude of the problem. 

Fortunately this improved during the block practicum. Assessment was another 

challenge that she encountered, commenting, “Assessment is probably the biggest 

thing, now I am starting to get my head around that…it is still developing, but it is a 

long way yet to go”. She hoped that as she got more on top of classroom 

management, she would have more time to get around the classroom and provide 

students with formative feedback. In addition to these issues, Emma continued to 

feel intimidated by maths teaching. She was troubled by her lack of vocabulary when 

teaching maths above year 4.  

The interview with Emma at the mid-year stage of the TRP revealed that 

although Emma had started the program with a strong constructivist disposition, she 

found it difficult to enact in practice. She was limited by her capacity to put her 

beliefs into practice and her approach was in conflict with the actual practices 

adopted in the school. Thus Emma experienced a disorienting dilemma as her 

pedagogical beliefs about being a constructivist teacher were in conflict with her 

capability and the context in which she was teaching. 

Emma developed a strong sense of belonging to both placement school 

communities. She found the first placement school, to be “incredibly welcoming” 

and “embracing”. At this stage Emma also started to see herself as part of the 
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teaching profession. She explained that sometimes she found that she automatically 

referred to herself as being part of the teaching profession when she talked with 

others. Emma attributed her growing sense of belonging to the teaching profession to 

the constant immersion in a school and being surrounded by teachers.  

Emma coped quite well with the heavy workload of university course work 

and school placement requirements quite well during the first semester. At the end of 

the first placement, she was pleased with how things had unfolded, saying, “The 

guidance that university is giving us, they couldn't do anything more…I don’t have 

an issue”. Emma’s achievements in this regard set her apart from most of her peers 

who found the demanding workload of the course to be very challenging. Her 

previous experience with the high level workload associated with her honours year 

studies appeared to have provided her with good study skills. The other thing that 

seemed to help Emma to cope were her realistic expectation of that she would have 

had to work hard.  

1st half of school placement 2 – July to September 

Moving onto her second placement in a new school, Emma continued to 

deepen her knowledge as a teacher, yet she experienced numerous challenges which 

shook her belief in herself considerably, At this juncture, she said, “I genuinely have 

questions whether I can do it being in [name of the second placement school]”. 

The new school gave Emma markedly different learning experiences because 

there were more problematic students and within her own class there were both year 

one and year two students. Emma struggled initially, especially in adapting to the 

new school and getting to know the students, but she had also reported making 

fruitful achievements under difficult circumstances. For example, she learned how to 

differentiate a lesson to suit the varying needs of the students in the class, and had a 

better understanding of children. In addition, she had become more confident with 

following the guidelines of the curriculum to plan for teaching and handling whole 

class teaching. 

However, classroom management persisted as a big concern for Emma due to 

the problematic nature of the children’s behaviours in class and at once stage her 

confidence became so negatively impacted that she nearly withdrew from the 

program. Assessment was yet another issue. She felt “reasonably ok with” some 
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aspects, but she found it hard “creating valid assessment for the students, that assess 

them all on the same thing, but assess them in different ways because of their 

different levels”. Emma made it clear to the researcher that at this stage assessment 

was probably her biggest challenge because of the diversity of children’s abilities. 

Furthermore, Emma felt insufficiently supported by her mentor teacher. There was 

little duty other than teaching (DOT) time available for her to have conversations 

with her mentor teacher. Even when there was DOT, the mentor teacher was quite 

occupied with dealing with problematic student behaviours. She also found it 

difficult to work with the mentor teacher because she had a very different style of 

planning lesson from hers. 

Emma didn’t feel so much a part of the community as in the first placement 

school despite saying overall the school was welcoming. To cope with the 

misbehaviours of the children, the staff worked in a very cohesive way in the second 

placement school, so “it’s hard to break into”. However, Emma’s sense of 

belonging to the teaching profession persisted. At this stage what stood out the most 

about Emma’s learning was that she realised the present conditions in the classroom 

meant she had to compromise with some of her goals to implement collaborative 

learning.  

2nd half of school placement 2 – October to November 

The second half of school placement two was mainly devoted to the final 

block practicum, which had further advanced Emma’s knowledge about 

differentiating students and catering for their individual needs. She believed these 

experiences had helped her to achieve a much more sophisticated understanding of 

the continuum of learning and teaching. She realised every child could learn if they 

were given opportunities and support, and teaching should be differentiated to suit 

individual needs. She had also come to terms with how to pitch her lessons 

appropriately by not cramming in too much content knowledge, but attaching more 

importance on delivery.  

The final practicum also enabled her to develop new strategies for 

encouraging good behaviour and to achieve “a more balanced view” of classroom 

management. During this period, Emma also got to see how art could be integrated 
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into teaching to enhance students’ learning and how a cohesive whole-school 

approach could benefit teaching and learning in a profound way. 

When summing up the final block practicum Emma said, “The whole 

practicum block was a positive learning experience, because it allowed me to be a 

reflective practitioner”. She also acknowledged the five-week block practicum 

helped in consolidating what she had been learning at the university through putting 

it into practice. Emma indicated that working as an independent classroom teacher 

gave her continuity allowed her to be reflective. Whenever she found something not 

working in class, she was able to talk to her mentor teacher and to try something 

different the next day.  

During this period, Emma made further improvement in lesson planning, 

whole class teaching and assessment. She indicated she was able to plan for teaching 

more appropriately following the guidelines of the curriculum, and her confidence 

level in this “was eight out of ten”. For handling whole class teaching, Emma was 

more confident than before, but it would be “probably a 6.5 out of 10”, as she 

explained, “I feel reasonably confident in my ability to work with the whole class, I 

still need to gain more confidence in differentiating.” She also became aware that 

students’ reactions to her teaching were related to the characteristics of the class and 

the conditions of a particular session. She said, “The reason it is 6.5 is that I am just 

realistic that it’s hard work, there is work involved in it, I suppose because I am also 

thinking, my first job is going to be relief teaching. That is going to be the big thing, 

and just having an understanding of all the different things.” As for assessment, 

Emma certainly felt more confident than she was at the beginning of the year, and 

more confident using a variety of different assessment tools. She said, “I have a 

better knowledge base of what is required in assessment, but I am not that confident, 

and I think until I get my own class, and I have to actually start collating 

information for portfolios and reports, that isn’t going to develop, because it is a 

matter of collecting the right information, and I suppose using the right assessment 

tool for the right year group”. 

Completing the TRP-December 

On completing the course, Emma felt ready to take responsibility for her 

class as a regular teacher. She was positive from a professional point of view 
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because she knew as provisionally registered teacher “There is still a degree of 

learning and support that happens in the first couple of years”. Focusing on the 

school students’, she was also positive, saying, “I have sufficient knowledge to be 

able to not damage them”. What she meant here was that she believed she had 

sufficient knowledge, for example in classroom management, pedagogy and content 

knowledge to be able to function as a teacher. As for catering for parents, she felt 

quite confident being able to form a relationship with them, but she was also aware 

that the parents were an unknown entity because each parent may have different 

expectations of her as a teacher.  

The impression Emma left on the researcher about her readiness to teach was 

predominantly positive, whereas Emma felt that she needed to do more work on 

some areas. It seemed that the more advanced Emma’s understanding of certain 

matters of teaching, the more she learned about the practice of teaching, the more 

realistic she became. She said, “the more I learn, the more I don’t know”. The 

researcher believed this was an indication of Emma’s deep learning. 

5.4.1.2 Categorisation of Emma’s learning experiences  

It is evident from Emma’s year-long account that the TRP had enabled her to 

grow from a novice in teaching to being a career-ready professional. Emma’s 

experience during the TRP had reflected a dynamic and multidimensional process of 

learning to teach across all the domains of learning required of professional teachers. 

She had developed deep knowledge about students and the curriculum, and made 

substantial improvements in her teaching practice and being engaged as a 

professional in the teaching community. What follows is an in-depth analysis of 

Emma’s learning incidents to determine whether they were informative or 

transformative, with reference to the stages of Mezirow’s theory. To conclude the 

case, the researcher will summarise Emma’s major learning incidents in light of the 

transformative learning process. 

Informative learning experiences  

What follows is a description of learning incidents derived from Emma’s 

year-long story, chosen for their significance in reflecting changes of view relating in 

certain aspects of teaching. They are categorised as informative learning experiences 
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because these learning episodes involved elaboration of her frame of reference or a 

new frame of reference.  

1. “You wear multiple hats throughout the day.” 

At the beginning of the year, Emma’s perception of the role of a teacher was 

centred on teaching strategies in the classroom rather than other integral aspects a 

teacher’s job. In the interview she talked about three different roles that a teacher 

has. One was her wish to find out the interests of the students in the class and to 

incorporate these into her lessons plan, or if unable to do to include student interest 

in extracurricular activities. She believed this would help students to feel a sense of 

belonging to the school and that this would enhance their learning. The second was 

was being aware of different learning styles and teaching with creativity. The third 

was being aware of current affairs and the benefits of incorporating them into 

teaching. On completion of her first placement, Emma realised that there was so 

much more to the role of a teacher. She said, “You wear multiple hats throughout the 

day. You’re not just the teacher, you’re the social worker, the nurse, the friend…”. 

The researcher assumes these newly-developed understandings were predominately 

the result of Emma’s experiences in the school. Emma didn’t comment on how her 

perspectives had changed from her earlier perceptions, nor did she mention engaging 

in rational discourse. For these reasons, the researcher proposed that, Emma’s 

learning of the new role of a teacher was informative learning, adding new ideas to 

her existing frame of reference. 

2. “Curriculum is a boat.” 

Another learning experience categorised as informative for Emma involved 

her new understanding about the relevance of school events in the Catholic system. 

She raised the issue in interview 2 when she was talking about the impact of her 

experience during the TRP. Emma thought a lot was happening in the schoo  – 

perhaps too much – and the extent of how much time, but the extent of how much 

time for learning and teaching was taken up by religious and other extracurricular 

events was beyond her expectation. She said, “When I came into it, I knew it was a 

very multifaceted job, I think what has surprised me most is just how much it tries to 

cram into the day, and what gets tossed out.” To convey this concern, Emma 

invoked a metaphor “The curriculum is a boat: the more things are being chucked 
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into the boat, something has to come out, otherwise the boat is going to sink. And the 

things that are getting chucked out are the things that I think are important like 

literacy”. The researcher did not classify Emma’s observation as transformative, 

because her prior frame of reference had shaped her expectation about the breadth of 

activities in school, “I knew they were there, but not to the full extent of how much 

impact it had on what you are supposed to be teaching”. Thus Emma’s realisation of 

the effect of religious events on learning activities was not a transformation of frame 

of reference but an expansion of the range or intensity of the structure of 

assumptions or an elaboration of an existing frame of reference.  

3. “I am a complete witch sometimes.” 

The third informative learning experience reported by Emma was how she 

thought about herself as a teacher. In the first interview Emma said, “I see myself 

being a kind teacher, approachable and fair”. But by the end of her first school 

placement experience, she perceived herself to be a much stricter teacher than she 

thought she would be initially, stating, “I think I am a complete witch sometimes. 

When I started this I thought I can be a teacher who is, not soft, but kind and calm, 

but you have to be firm”. At this time Emma also reported the first full-time four-

week block practicum had advanced her understanding of student behaviour. During 

the practicum she learned to be more flexible and adaptable in responding to student 

behaviours, saying “I was able to see how their behaviours fluctuate throughout the 

week, and how I have to change my behaviours to match theirs or to get on top of 

their behaviours”. In this case Emma’s frame of reference did not change 

fundamentally; again it was extended. Her prevailing perspective about being a kind 

teacher was not negated but strengthened. Her new experiences had resolved 

inconsistencies within her older belief system. Emma’s experiences in this respect 

therefore evidenced significant learning of a new frame of reference.  

4. “…positive power of art…” 

When talking about positive learning experiences in interview 4, Emma 

mentioned being involved in the school art exhibition and musical, in which she had 

the opportunities to see an art specialist teacher in action. Emma said, “Seeing how 

engaged the students got with the artistic sides of things, and how proud the children 

were in being able to do things, and seeing they were showing their parents art 
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works” was “the biggest eye opener”. Although she had read about the benefits of art 

in teaching, she hadn’t actually seen it until that point, and her previous idea of how 

it could be done was rather vague. To Emma these fresh experiences were 

enlightening and also professionally empowering. She commented, “Up until then, 

I’ve only ever seen art as a teacher getting one of the art books. This is what we are 

going to do. You cut this shape, and you stick that shape here. No, no, no you have to 

use the colour I’ve given you, not free expression type of stuff”. She realised when art 

was taught in a way that allowed free expression, students with poor oral and motor 

skills could be brought to the same level as the average students. A confined and 

prescribed way of teaching students art was what she had experienced before. This is 

not considered a transformative learning experience for Emma, because there was no 

evidence of her reflection upon prior assumptions about art and participation in 

rational discourse to achieve consensus of understanding. Instead, her learning was 

informative because she had acquired a new frame of reference about the positive 

impact of art or other subjects in teaching literacy. For example, she elaborated, 

“…probably not so much a change or a realisation, but I've realised how little 

emphasis is placed on art…it has made me realise that art is something I do want to 

do…it could be so easily introduced in so many other areas…you can use painting 

as a story starter in literacy…there are ways of doing it…that probably has been a 

big learning thing for me…you can use art, you can use science, you can use history, 

you can use geography, you can use all these other subjects as your themes, which 

has to be literacy focused as well. You can tie so much together, which I haven't 

seen. It’s been sort of varied in that, but it certainly is something I would like to try”. 

5. “They really do want to learn.” 

As mentioned above, there was evidence Emma had developed deep 

knowledge about students. In interview 3 when talking about positive learning 

experiences, she said “I think I probably came more to realise kids want to do the 

right thing by you. Most children want to please you, at [name of school] It was a bit 

clearer that [some of] these kids come from the most horrible backgrounds, yet they 

really do want to learn and to do the what is right, the vast majority of them”. 

Clearly, the experiences of working in the second placement school where there was 

a diversity of student backgrounds had helped Emma to gain a better understanding 

of children. As she learned to deal with different learning abilities in the final block 
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practicum, her perception that every child can learn was reinforced. She said, “I 

knew before, all children had the ability to learn, but this last practicum has actually 

reinforced that, giving me the ability to actually see how giving students the right 

support that they can learn”. Reflecting back on what she had done wrong in the 

first practicum, Emma indicated she felt confident she could deal with a similar 

situation in the future. She said that in the first placement there were two students 

whose work should be differentiated. One needed his learning tasks to be reduced in 

quantity and simplified in content and the other needed his tasks to be extended. At 

the time she didn’t know how to manage this situation because there was no 

modelling from the mentor teacher, whereas now she felt she could handle it much 

better.  

Realising the fundamental desire of all students to learn, regardless of their 

backgrounds, and understanding that students were able to learn when given 

opportunities and support as long as the learning environment is differentiated to suit 

them was not a transformative learning experience for Emma. Emma already knew 

that children could learn; she just added confirming experiences to her meaning 

perspectives. So her experiences were considered as learning through elaborating an 

existing frame of reference.  

6. “…cohesive whole school approach…” 

The last informative learning experience drawn from the data was Emma 

finding the benefits of a cohesive school community while dealing with behaviour 

management issues and special education needs. She described the cohesive whole-

school approach she had seen, not just in curriculum and but also in behaviour 

management, really made a difference in the second placement school. What she 

observed there was that all the staff worked as a cohesive team led by the principal. 

Academic planning was done as a whole-school approach and an administrative staff 

support structure was in place to help the classroom teacher deal with behaviour 

problems if necessary. These experiences had made Emma realise the importance of 

having a cohesive staff and having a principal with strong leadership skills. This was 

a new frame of reference Emma had acquired, which is informative instead of 

transformative because it didn’t involve a critical examination of prior perspectives.  
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Transformative learning experiences  

The following four learning incidents are proposed as transformative 

elements of learning during Emma’s year-long experience during the TRP. 

1. “I feel like I am bribing them.” 

In one negative critical incident documented in interview 2, Emma described 

a conflicting classroom practice, which ran counter to her personal beliefs and advice 

from university. As her experiences reflected the majority of aspects of the 

transformative learning process Mezirow (1991) delineates through his theory, they 

are considered a significant transformation of point of views.  

From the university Emma had learned to reward positive student behaviour 

with intrinsic rewards so that the students appreciated the value of doing the right 

thing, but in reality she experienced the opposite. She said, “[I] get to the real world 

finding those children just won’t do that, they have to have an extrinsic reward...my 

mentor teacher for term two has brought in a money system…I struggled with it 

because it doesn’t sit comfortably with me, to me it feels like bribery…” [Emma 

experienced stage 1 disorienting dilemma: self-examination with feelings of guilt or 

shame]. Realising that there was a clash between reality and her personal beliefs and 

values, and that what she had learned in university did not translate to practice was a 

disorienting dilemma to Emma, which also triggered her to critically assess 

assumptions. She said, “Even if uni [university] had said to me ‘The money system is 

brilliant, use it, and the kids love it.’ It still wouldn’t have sat with me…even though 

they provide loads of evidence, I still wouldn’t feel comfortable using it, as it still 

resonates as bribery to me”. In addition to reflections on experiences, Emma was 

also critically reflective of her own assumptions. She indicated as much as she would 

love to use intrinsic rewards, if the conditions for implementing intrinsic rewards 

were not present then she would have to come up with something else [Emma 

experienced stage 2 Critical Reflection: critical assessment of assumptions]. 

Eventually she started to think about other options, she said, “[I] try to find an 

extrinsic reward system that sits with me”. She also sought professional help, “I’ve 

spoken with Jan the site coordinator, and we’ve come up with another system so I 

have my own system outside of that. I now give them a raffle ticket. If they behave 

well, at the end of the day I draw out of the box, then they can just pick a pencil, 
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rubber or something. It is still an extrinsic reward but it doesn’t feel quite so much 

like bribery as the money system does” [Emma experienced stage 3 Rational 

Discourse: Planning course of action, acquiring knowledge and skills for 

implementing one’s plan, trying out new roles and relationships]. It is evident that 

Emma had gone through phases of critical reflection and rational discourse with 

other professionals, which are central to transformative learning. Subsequently, 

Emma mentioned integrating a new system of reward into her teaching and said, “It 

took me two terms to get my head around this whole rewarding thing” [Emma 

experienced stage 4 Action: New perspectives, Reintegration]. Though 

professionally confusing and potentially disabling at the start, Emma’s point of view 

was successfully transformed. 

The process of Emma experiencing struggles and confusions in relation to the 

reward system and later on managing to find an appropriate reward system that 

matched her individual philosophy suited the actual needs of teaching resonate a la 

Mezirow (1996), who believed that transformative learning was “the process of 

using a prior interpretation to construe a new or revised interpretation of the 

meaning of one’s experiences in order to guide future action” (p.162). Emma’s 

learning was transformative insofar as she understood the meaning of her 

experiences and thought for herself rather than acting upon the belief and judgment 

of others. Through critical reflection and rational discourse to validate her new 

understanding, she arrived at a more inclusive and discriminating set of meaning 

schemes.  

2. “…pitching it too high…” 

Learning to cater for different student needs was another transformative 

learning experience for Emma. As a novice, Emma was very conscious about student 

learning and her eyes were fixed on the curriculum. During the first placement 

Emma taught lessons in which where she felt she was not getting across to the 

students, which triggered her to think about what went wrong. To critically assess 

her own ideas and actions, she said, “I was asking them to do stuff that was beyond 

them [their abilities] and speaking to them using words that they don’t really 

understand…I was probably putting too much in the lesson initially and pitching it 

too high for them” [Emma experienced stage 1 disorienting dilemma: self-

examination with feelings of fear, examine one’s own practice]. She then made an 
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effort to rectify her mistakes, saying, “So now I don’t put as much in the lesson. I 

don’t worry if I don’t get them all finished, because they all get finished the next day. 

I’ve lowered the level I was pitching at” [Emma experienced stage 2 Critical 

Reflection: exploration of options for new roles, relationships and actions]. This 

suggests Emma at this stage had started thinking about adapting teaching to the 

actual needs of the class. Moving on to the second placement, Emma further 

deepened her understandings about meeting students’ learning needs through 

working with a new class where there was a split of year-one and year-two students 

and a wide range of learning abilities. Although it was necessary to pitch the lesson 

to the appropriate level for the year group, she realised it was equally important to 

differentiate the lesson to cater for the individual needs of students. In the last five-

week block practicum, Emma seemed to have elevated her understanding to a higher 

level. She said, “I have learned a lot more about differentiating for different 

students. It wasn’t really until I was fulltime that I was getting into the swing…I 

really got to understand what they [the students] could or could not do and how to 

differentiate”. At this stage Emma was experiencing a shift of perspective. She said, 

“I kind of have it in my head, if I was differentiating something, I had to almost have 

a different lesson plan for each of them. Whereas, my mentor teacher helped me to 

realise that it could sometimes be you expect everybody else to write the numbers, 

but for that child you have to have a sticker with a number on it. He can recognise 

them but he can’t write them. It is the same lesson plan, but it is how you deliver, not 

what you deliver. I think got a bit more understanding of that in that final 

practicum”. To seek justifications for her prior assumptions, it is apparent from 

these comments Emma did resort to discussion with her mentor teacher. Through 

rational discourses, Emma challenged her established and habitual patterns of 

expectation, resolved distortions, and reached a consensual judgment [Emma 

experienced stage 2 Rational Discourse: Planning course of action, acquiring 

knowledge and skills for implementing one’s plan, trying out new roles and 

relationships, building competence in new roles and relationships, and stage 4 

Action: New perspectives, empowerment and integration]. 

Emma’s understandings about the need to cater for students and how to 

achieve that, evolved as she progressed during the TRP, suggesting a transformative 

learning experience. She went through some disorienting experiences of not being 
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able to get her teaching across to students, and struggling with a large range of 

learning abilities in the classroom. She became critically reflective of her 

perspectives and assumptions, and developed a greater awareness of pitching lessons 

at the appropriate learning levels and catering for the individual needs of all children 

in the class. She was also able to explore how to do that by having conversations 

with her mentor teacher and finding out plausible and workable solutions. Along the 

way, Emma’s frame of reference about what to teach and how to cater for diversity 

was contested and ultimately transformed because she said, “What has changed is 

what I thought I was able to do in the classroom, more curriculum based stuff…[I] 

have to be very mindful about not to put too much into lessons. When I started off, I 

was more concerned about teaching than them actually learning something, so I kind 

of crammed a lot into it. But I now know, if I want them to learn, to put less in and 

reinforce a lot. So I suppose the thing that has changed is, I now have a much better 

understanding of what you have to teach, the content knowledge”. 

3. “I no long make his ears bleed” 

It was a big learning curve for Emma to learn to understand fully the 

importance of classroom management in teaching and how her confidence was 

affected when dealing with problematic student behaviours. At the commencement 

of the TRP, classroom management was one of Emma’s biggest concerns. She said, 

“It is just daunting to think that there are 30 plus children in the classroom, and you 

got to be constantly putting out bush fires”. She was reasonably realistic that 

classroom management was very important and she expected that it would be a 

struggle for her. Nonetheless in her first school placement, Emma’s perspective 

shifted, she said, “I knew that behaviour and classroom management was a big 

thing, but I didn’t realise just how big it was. My appreciation of getting that sorted 

changed since I started”. Emma recalled that on a Wednesday of her second week of 

the four-week block practicum, she had “the worst time” in the classroom because 

she felt that she was “screeching over the top of” the students and she wasn’t 

controlling them as well as she should do [Emma experienced stage 1 disorienting 

dilemma: self-examination with feeling of guilt, question one’s own practice]. This 

was a critical event that triggered Emma to assess her own approach in managing the 

class, and she went to the other processionals around her for help. She said, “The 

mentor teacher, site coordinator and the supervisor had been really helpful with tips, 
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in that last week it just improved tenfold”. Successfully finishing her first school 

placement, Emma felt that she had gotten past her initial fears about classroom 

management. However, when Emma started her second placement her confidence 

level plunged substantially. She said, “I felt quite confident then. When I come down 

to [name of second school placement], then I had everything shot to pieces” [Emma 

experienced stage 1 disorienting dilemma again: self-examination with feeling of 

shock]. It seemed that Emma was experiencing another disorienting dilemma that 

prompted her to revaluate what she had learned in the previous placement and 

critically assess her old assumptions underlying her interpretations about student 

behaviours as new evidence presented itself. Her critical reflections rendered her 

greater awareness of the institutional context of learning experiences. She said, “I 

went from the first class where 28 students, whom most were wilfully obedient, to the 

second class where 20 students actually had special education needs, and individual 

behaviour management plans and all that sort of stuff. So [I] went from feeling, 

‘yeah, I can manage this’ to ‘Oh god, I don't even know where to start’’’ [Emma 

experienced stage 2 critical reflection: critical assessment of assumptions]. She 

admitted the challenges of managing the second class affected her confidence 

massively and she came very close to pulling out of the program. It was quite a 

challenge for Emma to go from a classroom with only a few behaviour issues and a 

very supportive environment to the second where “behaviour is a big thing” and 

“being on her own almost” as the site coordinator was often occupied with behaviour 

issues. Emma said, “Everything I learnt from [name of the first placement school] 

doesn’t work for this particular group of kids. I can’t implement new stuff; I have to 

go by what’s been put in place…these kids down at [name the second placement 

school], even if you go through the traffic lights system, and send them off to the 

buddy classroom, it makes no difference at all…it is really hard…there is a handful 

of students, it doesn’t matter what you are doing, nothing seems to make any 

difference. It is frustrating and it is hard not to go home at the end of the day and 

only think about those five kids who have been giving you grief all day. You tend to 

forget about the 15 who have actually been great”. 

Although behaviour management issues in the classroom continued to 

challenge Emma as she progressed further into the final block practicum, she 

remained critically reflective of her experiences. She stated, “…because of the fact 
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that my class was unusual…that it wasn’t a special education class but it did have a 

lot of special education needs. It was positive because it gave me that experience but 

also negative because it meant, I was focusing so much more on behaviour rather 

than teaching”. Emma also recognised this frustrating feeling was shared by other 

teachers, she said “I actually spoke to a couple of the teachers, not my mentor 

teacher, there are other teachers, you know they say the same things, sometimes they 

went home and they would say what have I actually taught today, it’s been all about 

behaviour” [Emma experienced stage 2 Critical Reflection: critically aware of one’s 

assumptions, recognise one’s discontent, and the process are shared by others]. It 

appeared Emma went through phases of exploring new options, and planning for a 

course of action, acquiring knowledge for the plan. She realised “…the key to 

discipline in the class is to get to know the children” and she wanted to achieve this. 

However, she felt “it was very difficult for me to get to know these children”. She 

explained it was partly because there was not enough time for her to bond with the 

children because some of the university professional development workshops 

happened to fall on the two distributed days, so she was absent from her placement 

school. She said, “I was still struggling to build up relationships with the children in 

the five-week block practicum”. She explained the other reason was there were a lot 

of children who found it difficult to bond with new people. Nevertheless, 

challenging as it was, half way through the five-week block practicum Emma did 

start to get connected with most of the children, and she also felt more confident 

with what she was doing, saying, “At least by the end of it, I no longer make his ears 

bleed, because he wasn’t stuffing tissues paper in his ear when I spoke, which is 

good”.  

Completing the course, Emma no longer felt intimidated by classroom 

management, and she had much more faith in her knowledge and ability in this 

regard [Emma experienced stage 3 Rational Discourse: Planning course of action, 

acquiring knowledge and skills for implementing one’s plan, trying out new roles 

and relationships, building competence in new roles and relationships]. 

When commenting on the biggest change she saw in herself, Emma said, 

“Another big one would be my confidence to manage the classroom”. She was 

confident with her ability to understand better how to deal with student behaviour 

problems, and she had accumulated some good strategies for that, she said, “I do feel 
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that I have a little tool-kit of different strategies that I can pull out and try, but the 

tool-kit isn’t just…I haven’t just walked along the supermarket shelves and gone, 

‘yeah, that looks good’…I want to have that in my bag because it provides students 

with choice. It is positive reinforcement…that is why it was in my tool bag and along 

with that I have several other things. For those occasions, when you pull one out and 

it doesn’t work. That’s not the only thing you’ve got. You are not suddenly going, 

‘Now what do I do, that does not work. I am stuck’. I've now got several others, 

which I didn’t have at the beginning of the year”.  

To Emma, the tool-kit wasn’t just a random accumulation of tools, but a 

selected array of strategies that she developed along the way based on her meaning 

perspective about classroom management. The decisions to have these strategies and 

the decisions about what and when to use them were informed and evidence-based. 

She said, “It is just not a matter of randomly selecting one and hoping it will work”. 

She indicated she was confident that she would react appropriately even if it were a 

wrong choice, saying, “I now feel more confident that if one thing doesn’t work, I’ve 

got something else that I can try, but it still matches my philosophy and my style of 

teaching” [Emma experienced stage 4 Action: New perspectives, empowerment and 

autonomy]. 

It is evident that Emma’s learning about classroom management was a 

transformative experience, because she went through the majority of the phases 

delineated by Mezirow that are important for transformation to occur. Emma’s point 

of view about student behaviours, particularly the way she saw herself in classroom 

management, was transformed as a result of a series of dilemmas and reflections. 

4.“Explicit teaching is chalk and talk.” 

In interview 2, when talking about struggling with ideas or values about 

teaching, Emma mentioned an issue regarding the delivery of lessons and styles of 

teaching. It appeared there was a tension between her constructivist pedagogical 

beliefs and reality of teaching. She said, “I really wanted to do a lot of group work 

and I wanted to do collaborative learning…the kind of learning through experience 

and discovery. Having been in the classroom I now realised while it all sounds very 

good on paper, it doesn’t necessarily always translate to practicality” [Emma 

experienced stage 1 Disorienting Dilemma: disorienting dilemma, question one’s 
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own beliefs]. She felt disappointed about not being able to teach in way that the 

children could learn through exploration and collaboration. The experience 

contradicted her own previously accepted presupposition, and it was a “disorienting 

dilemma” for Emma that began the process of transformation of pedagogical belief. 

Instead of being discouraged from using group work and collaborative 

learning, Emma began to critically reflect upon why her presuppositions had come to 

constrain the way she perceived teaching. She realised she would not be able to 

implement collaborative learning if the students didn’t have the social skills for it. 

Emma positively faced her feeling and started to explore new options for validating 

her pedagogical beliefs. She said, “That is probably a bit of a disappointment to me 

in that I couldn’t do as much as I wanted. But then I also know that if I had my own 

class, and I had them for a whole year, then I would need to start from day one 

teaching them those cooperative skills, then do the collaborative learning. So it is 

not completely…I haven’t kind of gone, ‘Oh God, that didn’t work. I am never gonna 

do it again’. But I've gone ‘Oh, that didn’t work, and it didn’t work because they 

don’t have the skills. So I won’t try it again.’ You need to go a step back and teach 

them the skills” [Emma experienced stage 2 Critical Reflection: Critically assess 

one’s own assumptions, explore options for new roles, relationships and actions]. 

Other than having critical reflection, Emma was also engaged in conversation 

with other professionals. She said, “Most of the time, I have been able to work 

through them…and rationally think about them, but the main thing I did was to talk 

to someone.” She stated further, “When I wasn’t sure of how to put the lesson 

together, I spoke with my mentor teacher, asked her advice on how to do the lesson. 

And then we talked about it afterwards.” Emma explained it was not easy for her to 

do that initially, “…coz [because] I am not used to telling people if I am feeling a bit 

stressed or anything. So I had to sort of learn how to do that, massive learning 

experiences actually” [Emma experienced stage 3 Rational Discourse: Planning 

course of action, acquiring knowledge and skills for implementing one’s plan, trying 

out new roles and relationships]. 

By the end of the first school placement, Emma had undergone a shift in 

point of view that students’ social skills were prerequisites for implementing 

collaborative learning. Moving onto the second placement, while Emma still felt 

quite strongly about implementing constructivism, she had gained greater insights as 
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a result of teaching science. She realised that it required a long and consistent 

process to establish collaborative learning, saying, “You can’t go into a unit blind 

and do collaborative work. Collaborative practice has to start from day one of the 

term, and it has to infiltrate everything you are doing”. Emma underwent yet another 

significant change of point of view regarding her constructivist pedagogical beliefs, 

showing a shift away from seeing the benefits of doing collaborative teaching per sec 

to having the awareness of the time factor involved in the implementation of 

collaborative teaching in addition to student social skills. This is evidenced further 

by her comment, she said, “It is fantastic you’ve got a class for a whole year, you 

can start them off in term one doing community circles, and little things like that and 

get them thinking about the skills they need, and maybe in term two actually do some 

of it [collaborative learning]”. Emma also explained, “If I was doing relief work, I 

wouldn’t attempt it, wouldn’t go anywhere near it” [Emma experienced stage 4 

Action: New perspectives, reintegration into one’s life on the basis of conditions 

dictated by one’s new perspective]. Being more realistic about balancing her own 

pedagogical preference with the actuality of her teaching is an indication of Emma’s 

transformed point of view.  

Emma suggested that it was predominantly through personal reflection that 

she was able to reformulate her assumptions about collaborative learning, and such a 

shift would inform her future teaching. She said “In the short term…if I do want to 

do something that involves some work in groups, then I am gonna have to spend time 

beforehand teaching them the skills first. In the long term…if I am doing relief work, 

it is not the sort of thing you do unless you’ve got your own class” [Emma 

experienced stage 4 Action: New perspectives, reintegration into one’s life on the 

basis of conditions dictated by one’s new perspective]. This clearly indicates Emma 

was committed to acting upon her new perspectives.  

The change of perception about explicit teaching provided further evidence 

for Emma’s transformative learning of pedagogical beliefs. By the time she finished 

her final block practicum, Emma had experienced a complete change of frame of 

reference. She realised that it is not so much about what to teach, it is more about 

how to teach it, saying, “At the beginning I probably worried a lot about delivering 

an amazingly exciting lesson. Now I know if you not delivering the lesson in a 

particular way, they are not gonna learn anything, and so now, I know that I need to 
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focus on explicit teaching”. This was a significant transformation of Emma’s habit of 

mind about her pedagogical belief, because in her prior assumptions she believed 

that explicit teaching resonated an instructivist approach to teaching, the opposite of 

the constructivist collaborative teaching she envisioned. 

As mentioned previously, Emma came into the course wanting to do 

constructivist collaborative learning, and this persisted in the first semester. She 

indicated that speaking to other residents who were doing direct instruction had 

reinforced her decision, “Speaking to people like James and Mary and Cathy who 

are up at [name of school], I think they do spelling mastery up there, which is the 

direct instruction spelling program. And listening to that and thinking, ‘Oh no, that 

is just so not what I want to be doing’. I do not want to stand in front of the class 

with a script as the kids sit there, and have no choice. And just, you know, answer 

it”. 

The trigger event for this transformation was teaching with a spelling journal, 

which was a strategy, the education department put forward for teaching spelling. 

“After a couple of weeks, it wasn’t working…how could I do it better? I looked at 

First Steps, spoke to my mentor teacher, and tried something different. By the end of 

the five weeks, I realised that it still wasn’t working, that’s when I realised I had to 

simply do explicit teaching of the spelling rules. That is the only way they are going 

to learn it” [Emma experienced stage 1 Disorienting Dilemma: Disorienting 

dilemma, question one’s own practice]. This had prompted Emma to examine her 

approach and critically assess her assumptions about explicit teaching. As she said, 

“I think when I started, the word of explicit teaching and direct instruction, to me 

meant teacher-led and it was teacher-focused instruction with no choice of stuff like 

that, that was how I envisioned it. Whereas now, I realise that it is not that at all. 

Just because the words say explicit or direct instruction, and because it is teacher-

led, it does not mean it is not student-focused and that there is no element of choice 

in there” [Emma experienced stage 2 Critical Reflection: Critically assess one’s own 

assumptions]. 

Emma then tried to acquire knowledge and skills for planning and 

implementing explicit instruction into her teaching, and made provisions for trying 

this new method. She said, “I try to implement a bit more of the direct instruction 

and explicit stuff in Maths for instance, just trying to play with what worked and 
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what didn’t work and that sort of thing. I think it set me off on a search of the 

Internet to try to find more information so that I became more aware of how I 

wanted to do things differently. It actually worked very well when I tried it with the 

kids in maths, and it did help with the behaviour, and so I tried to keep that sort of 

going in those particular sections”. The section Emma was referring to here was 

some morning routines when she tried doing direct and explicit instruction with the 

students’ learning times on the clock. She said, “So we put the big clocks on the 

whiteboard, and got them to come up and change the times. So doing that sort of 

direct instruction there. This is nine o’clock. What time is it? It is nine o’clock. If we 

move the clock by half an hour, what do we get? Get them to come up and do that 

sort of thing. Keeping the pace fast did work for them as well” [Emma experienced 

stage 3 Rational Discourse: Planning course of action, acquiring knowledge and 

skills for implementing one’s plan, trying out new roles and relationships]. 

While trying out explicit instruction, Emma also had to renegotiate her 

understandings. She said, “That [doing direct instruction for teaching time on clock] 

also shows me how I need to, how important it is doing explicit instruction, that you 

as a practitioner really know your stuff and know where you are going. Maths is a bit 

of a weakness of mine, it is not my strong point. My mentor teacher was the maths 

specialist at the school. Watching her teach really makes me realise the vocabulary 

for questioning, forces me to question in that way…so I now know the importance of 

that style of teaching, the pedagogy, and I now also then need to get the vocabulary 

in my head for the subjects to be able to then deliver them. The delivery method is 

one thing, the content knowledge is the another”. 

When asked how she felt about her new role in explicit teaching, Emma said, 

“I felt good and felt positive. It also made me realise I could have done things quite 

differently before”. She also indicated in her final practicum it made her more 

relaxed, because she had more confidence with a range of strategies to try. This 

suggests Emma had reached the stage of building competence and self-confidence in 

new roles and relationships [Emma experienced stage 3 Rational Discourse: 

Building competence and self-confidence in new roles and relationships]. 

There was also evidence showing Emma was ready to act upon her new 

meaning perspective about explicit teaching. Answering whether the shift of 

understanding would inform her future teaching, Emma said, “I think so, as I already 


