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ABSTRACT

The purpose of this study was to examine the process of learning to teach,
which is the focus and objective of the one year Diploma of Teaching (Secondary),
and to assess whether education in theory can make a difference in graduate

teacher competence.

Questionnaires and semi structured interviews were used to ascertain the
perceptions of student and beginning teachers on how well theory and practice are
integrated in the Diploma programme. The study would indicate that student
teachers appear to see little relevance of theory to classroom practice. The
study also suggests that student teachers believe that the majority of learning
occurs in classrooms during the practical teaching experience and consider that

the mastery of management is the most crucial factor of teaching.

The research also sought to establish to what extent students bring
established beliefs with them to University and the extent to which their
perceptions of what constitutes an effective teacher. It was apparent that
student teachers had, at least in the beginning, established opinions based on
their own experiences as school students, about what constitutes an effective
teacher. These student teachers also claim that associate teachers varied hugely
in their ability to support and give feedback to student teachers in the classroom,
and indicated that it was difficult for the college tutors to bridge the gap

between theory and practice.

The findings of the study will suggest fundamental changes need to be
made to the organisational structure of teacher education in order to meet the

needs of the modern teacher with modern classrooms.
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1.0 INTRODUCTION

This study explores the effectiveness of the structure and delivery of the
training and education provided for graduate student teachers, whose perceptions
will be gathered after one year of study and practice. The study will assess the
extent to which they have become effective beginning teachers, teachers who are
aware of the interface between theory and practice; who can integrate theory and
practice; who understand the knowledge and skills required to apply good
pedagogical teaching strategies appropriately, and who understand the rationale
for critical thinking and critical action (Programme Aims, Paper number 136.431 p.

2).

Having been involved in teacher education for over twenty years it seemed
to the researcher that in spite of much knowledge and many skills, beginning
teachers were not as confident in the classroom as they might be after three or
four years of preparation. Research of the one year programme will hopefully give
the students a voice and provide an opportunity to consider that there may be a

more effective way to establish the content and process of the programme.

Brouwer and Korthagen (2005) claim that the experience of the student
teachers' own schooling has a big influence on their beliefs and values, and that
this experience should be taken into consideration if pre-service training for
teacher education is to be effective. In particular, theory and practice need to

be well integrated in teacher education.

The school culture is formative and has the effect of influencing the
beginning teacher and preventing them from acting in a way that does not 'fit'. It
can be difficult, if not impossible, for a beginning teacher to significantly change
established and well entrenched practice in schools. This socialization in schools

can generate a 'washout' during teaching experience and the images of beginning
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teachers are often shattered when faced with reality in the classroom. This
'‘washout' is described by Korthagen & Kessels (1999) as a diluting of beliefs and
values when student and beginning teachers are surrounded by the particular
culture of the school. This culture may well not be aligned with their own values
and beliefs about teaching. This dilemma often causes beginning teachers to
struggle for control and management of the class and so go into 'survival mode'.
Many student teachers do not feel well prepared by lecturers in teacher
education so take notice of teachers in schools who are successfully teaching
pupils in the classroom. Hatton & Smith (1995) drew the same conclusion from

their research four years earlier than Korthagen & Kessels (1999)

The research study carried out at Konstanz University in Germany as cited
in Brouwer & Korthagen (2005) that the most successful programmes in teacher
education were ones with an integrative approach in which student teachers
practical experiences are closely linked to theoretical input. This combination
tends to empower the beginning teacher and is more likely to lead to the

development of innovative and independently reflective teacher competence.

Ben-Peretz (1995) noted that transparent teacher education would help to
communicate a cohesive view of knowledge, and Wideen et al (1998) believe we
need to take a closer look at the learning process involved during the time
teachers are practicing to develop their competence and expand their professional

skills.

Integration of theory and practice refers to arranging competence
acquisition as a gradual process which provides a step for the next stage of the
process of becoming a competent beginning teacher. Integration also means
coordinating the acquisition of theoretical knowledge whilst developing teaching
skills and adopting learning as an enquiry and reflection into one's own actions. In
other words relevant incidents which are real experiences may better equip the

student or beginning teacher to be a more reflective teacher than tutoring the



student teacher in theory which may be disconnected from the student teacher’s
actual practice. Ben-Peretz (1995) claims that, in order to prepare beginning
teachers for future classrooms, there needs to be a deliberate decision to
improve teacher education, and action needs to be taken to integrate theory and

practice. Will it then be possible to call it a praxis?



2.0 LITERATURE REVIEW

2.1 Review of relevant literature introduction

The intention of this chapter is to review literature that explores the
interface between theory and practice in a one year Graduate Diploma Teaching

(Secondary) programme, hereafter referred to as the GradDipTchg(Sec).

Reference is made to the material supplied to students in the
GradDipTchg(Sec) which is used to code the interview transcripts and the
questionnaires. An attempt is made to explore to what extent students of the
Diploma programme perceive that the programme meets the stated learning

outcomes, and how well prepared they felt to teach in classrooms.

2.2 Theory and Practice: How might they be defined: how do they

interface and what is their significance to teacher education?

There are a number of definitions of the terms 'theory' and 'practice’ and
not all definitions are agreed upon by academics. There are differing opinions as
to the extent to which practice can be taught within a university culture. There
are also many different opinions as to the extent to which teachers in training are
enabled to apply the theoretical knowledge they acquire in training, to the

classroom.

For the purposes of this research, theory will be described as "a way of
explaining or predicting a phenomenon by applying ideas or concepts to a
framework" (Day, Fernandez, Hague & Moller, 2005, p. 331). Hence theory will be
interpreted as a system of ideas and concepts based on given principles. Teachers

will be assisted to anticipate how this body of knowledge will influence the



outcome of the application of certain beliefs, values and actions and choice of

teaching strategies.

Again, for the purposes of this research, Practice’ will be used as per the
definition in The Readers Digest Oxford English Dictionary (1993, p. 1191) of a
"repeated action or performance in order to gain skill". Theory and practice are

of ten viewed as separate but interconnecting entities.

Korthagen (2000, p. 60) expresses his perception of theories as being
"frameworks, ideas and principles in educational settings.” According to Eraut
(1994) theory can be explained as interpreted meanings in educational settings, of
a balance of concepts, frameworks, ideas and principles. Korthagen (2001)
believes that, particularly in the case of teaching and learning, theories are
informed by practice and practice is informed by theories. They therefore have a

symbiotic relationship.

Korthagen (2000, pp. 23-26; 2002) uses the terms “epistome"” and
“phronesis” knowledge. “Epistome” knowledge is what the teacher in training,
learns in theory and "phronesis” is situational knowledge -based theory which helps
the student to see the relevance of the knowledge of pedagogy, and to respond
accordingly in a more informed way. "Phronesis” is more than just an idea in the
head of the learner, it adds to their knowledge, problem solving abilities and

subsequent actions in the classroom.

Korthagen (2001 p. 24) argues that what is needed here "is not a scientific
understanding (episteme) but practical wisdom (phronesis)”. He explains that
phronesis knowledge describes more concern with "specific concrete cases and
complex or ambiguous situations” rather than scientific theories. He further
claims that practical wisdom or perceptual knowledge, uses rules only as summaries
and guides and he refers to Nussbaum (1986 p. 305) who would prefer that the
wisdom be described as “flexible, ready for surprise, and prepared to seek

resourceful improvisation.”



Some researchers (Day, Fernandez, Hague & Moller, 2005, Russell, 1988)
claim that theory should be taught in the university, and that practice belongs in
the school classroom. On the other hand Kippen, (2003) cites Cowan (1998) who
believes that the discussion of actual and meaningful events is essential and
contributes to deep learning. This knowledge transmission model, he believes, is
the main mode of delivery in universities and declares that it is not in his opinion a
very effective strategy for teaching and learning. Without the opportunities to
ask questions and clearly articulate the connection between theory and practice,
how will the transfer of skills and knowledge occur? However, Ramsden (1998)
claims that the transmission of knowledge is only one part of the learning process
and comments that the process should be a co-operative process between the
student and the teacher. He further claims that the learning should be
considered as learning, in order to assist the student teacher to decipher the
meaning of the relationships and continually see strategies and methods to create
an effective and interactive learning environment in the classroom. Meanwhile,
Korthagen (2000) claims that theory and practice should be integrated and that
the aim of teacher education is to encompass the knowledge of psychology,
sociology and educational research. The content of these disciplines is inevitably

chosen by the teacher educators.

Historically, theories of knowledge were believed to be static and
inflexible. Later the perception of theories changed and generally knowledge
became accepted as being adaptive and responsive (Heylighten, 1993). This
allowed more flexibility for teacher educators to adopt the concepts embedded in
psychology, sociology and educational research to meet the needs of their student
teachers. The change is supported by Lave & Wenger (1991 p. 21) who comment
that "a training programme that consists of instructional settings separated from
the actual performance would tend to split the learner's ability to manage the

learning situation and consequently detract from his ability to perform the skill”.



Teachers need to acquire both knowledge and skills to become effective
teachers and to this end Eraut (1994) quotes Oakeshott (1962) who claims that
technical knowledge in particular is used systematically and explicitly whilst
practical knowledge is used directly and indirectly. But these definitions possibly

deny the close association of both.

Korthagen (2000) stresses that it is difficult to judge the best time to
intfroduce technical knowledge, because the material actually has a limited
influence on how the student teacher teaches until it takes on personal meaning.
Anderson (1982) on the other hand, bases his belief about knowledge and its
acquisition on having two stages of development. He identifies one as the
procedural stage and the other as the declarative stage. The procedural stage is
factual and normally exists as propositions which can be procedural, articulated
and performed whilst learning is taking place. The declarative stage is achieved
when the demonstration of cognitive activities and skills, resembles an automatic
response. This latter stage gradually leads to less conscious thought processing
and allows the brain to release more power to engage in higher order thinking and
deeper learning, which subsequently facilitates the acquisition of knowledge and

further problem solving skills (Anderson 1982).

During the procedural stage, Chi & Glaser (1985) contend that, in order to
enhance learning, it is necessary to provide realistic, relevant and readily available
support from an 'expert’ and allows opportunities for student teachers to develop
specific problem solving skills in a practical way. The role of 'expert' assists the
development of the beginning teacher by providing feedback to enable the learner
to progress through what Fitts (1964, p. 253) describes as the “associative
phase”. These processes do not involve deliberate thinking, and allow the learner
to add new knowledge to existing knowledge, and make spur of the moment rapid
interpretations of the situation and the overall purpose of, and the reason for the

action (Clarke & Jarvis-Sellinger, 2004, Eraut, 1994). Such decisions in time



become largely intuitive, and this may make the role of the Associate teacher a
difficult one since it could be hard for them to give a quick explanation to the
'novice' about what led to the automatic responses and actions of the ‘expert’
(Eraut, 1994). On the other hand, it may be that this would give the expert
teacher more time to give individual challenges and support to their students and

student teachers.

It is important to recognise the problematic nature of knowledge since it is
perceived by some teachers to be a static body of indisputable facts developed in
isolation rather than considering that it is affected by the construction that
occurs in a social context and is affected by relationships rather than simply
perceiving knowledge. Korthagen (2001) also promotes the belief that any general
theory is only helpful if the learner receives coaching in the real situation where
they experience, and have to deal with the problem themselves (Dewey, 1968,
cited in Korthagen, 2000). Meanwhile, Lave and Wenger (1991) promote the
concept that learning is a social practice in which a person plays an active role in
shaping their identity and their relationships by learning the accepted pattern of
behaviour of the other people in their occupation. They adopt the values and
knowledge and generally attempt to fit in with their community. There are many

reasons for a person wishing to conform and belong in this situation.

In summary, there is currently much debate and differences of opinion
about the knowledge base required in teacher preparation. Opinion ranges from
hyper-modernist lists of classroom techniques, to describing teaching as a simple
extension and combination of personally acquired knowledge and beliefs (Pajares &

Bengston, 1995).

Good teachers need deep knowledge and the skills and understandings in
order to put these understandings into practice. (Initial Teacher Education Policy
Review Report, 2004 p. 3). The writers of this report also state that "teacher

quality” is the most “important variable influencing student achievement”. John



Hattie (2002) supported this belief in his address to teacher educators TEFANZ
Conference in Melbourne. He also stated during this presentation that the
teacher has the greatest influence on children's learning than any other single

factor.

Korthagen (2001) describes the developing practice he researched in
Utrecht University in 2000, where he points out the benefits to student teachers
and teacher educators who over time have developed a willingness to adapt. The
programme provides opportunities for frequent commuting between specific and
individual experience and reflection by the student teachers leading to a
development of proficiency to integrate theory and practice. He confirms that
this contributes a great deal to student teachers' growth perception and

subsequently their self-efficacy.

The two theoretical goals Korthagen (2001, p. 13) of fers is how the links of
theory and practice concern the nature of theory relevant to teachers and the
others concerning "the relationship between the teachers' inner processes and

teachers' behaviour."

2.3 What definitions are used to describe an effective teacher, and
what are some of the learning frameworks that constitute effective

teacher education?

Eraut (1994) claims that any framework for promoting learning will need to
consider and take account of an appropriate balance of learning settings, allow
time for study, communication, consultation and reflection. The environment
should also be supportive and led by staff that are willing to take time to give
good feedback. Eraut (1994) cautions that the student teacher must have the
capacity to learn, and be open to the possibility of change in order to develop as a

teacher. This makes it even more crucial that the best applicants are attracted



and selected to teaching and are nurtured during their initial teacher education
for at least their first five years in their career. It would also seem important
that associate teachers are skilled and knowledgeable in order to give good

feedback to student teachers.

Joyce & Shower (1988) take a more craft based approach to learning how
to become a teacher. They advocate that the process is embedded in the theory
or description of a skill or strategy in conjunction with modelling of the skills of
teaching. They further support the research of Eraut (1994) who believes that
practice is more effective in simulated or actual classrooms, provided that the
student teachers receive specific feedback about their performance as soon as
possible. In Aotearoa, New Zealand, the Review of Teacher Education
recommends an induction period for beginning teachers following practicum and
teaching experience in order for them to learn to teach in contexts and to

consider, select and apply theory.

When considering teaching and learning, it is also important to discuss what
a large number of researchers and organisations have attempted to identify which
characteristics best describe an effective teacher. Tinnings (2004) quotes the
following strategies for effective teaching. He focuses on content knowledge,
management skills, planning for student time on task, keeping students on task,
making tasks meaningful and aligning students' ability as well as providing a warm

and positive environment.

Researchers (Darling-Hammond, 2000; Goodland, 1993; Hattie, 1990) have
much to say about the preparation and definition of what makes an effective, good
or professional teacher. Codd, Clark, and O'Neill (1998) comment extensively
about the dangers of reducing the teacher to a ‘technicist’ or 'capable’ teacher as
defined in the Ministry of Education ERO Report New Zealand Council for
Educational Research (2002). Codd, Clark and O'Neill (1998) all mourn the loss of

the 'professional’ content of the current pre-service programmes. They define
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‘professional’ content as sociology, psychology, ethics and some of the history of

education.

Snook (1998) advocates that a good teacher must first be an ‘educated
person’, and maintains it should be the main aim of teacher educators to model and
instill in student teachers, the love of lifelong learning. Teachers in turn should
pass this on to the children in the classroom, primarily for the benefit of these
students, in order for them to learn how to learn. Snook (1998 p. 147) also points
out that women and men can become proficient doctors, lawyers, accountants,
engineers without being 'educated’, but that "it is the function of teacher
education to produce educated teachers, not just technicians,” who merely learn

the tricks of the trade.

Darling-Hammond (2000) supports the production of a standards based
measure of teacher quality that reflects the growing knowledge about what
effective teachers need to know and are able to demonstrate. The assumption is
made that learning is a process recognized as a relatively permanent change in a

performance or knowledge, most of which is visible.

Stronge (2002) claims that teachers should be able to design programmes
that increase student achievement, and also have the ability to cater for children
from different backgrounds. He considers that effective teachers can identify
the relevance of pedagogical preparation and current knowledge, and be capable of

making strong links between content knowledge and pedagogy.

Another opinion and belief promoted by Danielson (1996), and echoed by
the claims of the Education Review Office (ERO, 2004), is that there is a body of
knowledge and skills that are necessary to be learned, mastered and furthermore
assessed in relation fo teacher competence. Danielson (1996) published a
“Framework for Teaching” to assess teaching and teachers' competence, defining
levels of performance and consequently the skills to be acquired during training in

order for student and beginning teachers to become effective teachers. These

11



have also been identified as standards that student teachers must meet to qualify
for provisional registration. Elbaz(1991) contributed to the debate and claimed
that it was very important that teachers had content knowledge in order to be

effective.

Korthagen (2004, p. 79) cautions of the dangers of reducing teaching to a
list of capabilities and is of the opinion that "a good teacher cannot simply be
described in terms of isolated competencies which can be learned in a number of
training sessions”. Palmer (1998) appears to agree with Korthagen that good
teaching cannot be minimized to technique and states that a good teacher needs a

clear identity and should be a person with integrity.

Although many different researchers have produced lists of the
characteristics of an effective teacher, Hattie (2002) claims that very few have
been based on actual classroom evidence. He believes that expert teachers have a
good understanding of the concepts of pedagogy and are able to target
instructions in a more integrated and coherent way thus making meaning more
understandable for their student teachers. He also comments that not all
experienced teachers are expert teachers. Hattie (2002) supports other
researchers previously referred to (Darling Hammond, 2000; Korthagen 2001) in
that he claims that realistic teacher fraining must begin at the point of the
student teacher's own experiences rather than objective theories from books on
the teaching and learning. His view is based on the belief that the brain makes
connections with what it already knows (constructivism). Coolahan (2002)
discusses the benefits of deep learning and the subsequent gains in long term

memory for all learners.

Korthagen (2001) refers to Liston & Zeichner, (1990) who contend that
student teachers need to have access to knowledge beyond their own immediate
experience of life and schooling, in order to be able to critically reflect on their

own practice. A reliance on the student teachers’' own personal experiences, may
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not allow students to consider research-based ethics, and culturally rich theories
of human development which celebrate diversity and inclusivity, when considering
ways of thinking about children, and a variety of their learning practices.
(Korthagen, 2001). Korthagen (2001) further states that, what is needed is a rich
and varied conceptual repertoire to enable student and beginning teachers to
engage in well informed and varied forms of reflective practices, which empowers

them to make better decisions in lesson content and pedagogy.

Amongst the words used to describe teachers who are seen to be confident
and competent of high quality teaching are 'good,’ ‘effective’, and ‘capable’ some of
which require the beginning teacher to master a set of skills and knowledge.
O'Neill (1998, p. 204), warns about using the “technicist stance of teacher
assessment that relies on individual responsibility and accountability”. He goes on
to describe the complex kind of professional judgment needed in the preparation
of effective classroom practitioners. O'Neill (1998) attempts to persuade the
reader that because teachers are seen as role models, (see also Codd 1998; and
Clark, 1998) ethical material should be an important part of teacher education. It
is therefore imperative that student teachers be encouraged and given
opportunities to examine their beliefs and values early in the programme.
Biddulph & Biddulph (1999) described the study of a number of teachers who
disclosed a fear of mathematics and were adversely affected because these

feelings of fear hindered their learning of and competence with this subject.

Grudnoff & Tuck (2001) cite Loughran, Brown and Doecke (1996) who claim
that learning to teach while training is different from learning to teach while
teaching and express the belief that this accounts for some degree of culture
shock when new teachers are responsible for classes in their first year of

teaching.

The debate about what the beginning teacher needs to possess in terms of

knowledge, skills, and personal characteristics shows no sign of abating. As
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recently as September 2005 the Teacher Registration Board published their
intention to produce a set of standards applying to teachers, which describe what
a teacher "will know, understand and be able to do at the point of graduation”
(Lind, 2005 p. 4). Such an ongoing pursuit of understanding of the relationship
between theory and practice is a healthy endeavour and one that this research
continues. The process is perhaps better described as becoming a teacher rather

than training to teach.

Korthagen (2001 p. 15) contends that the constructivists' view of learning
would indicate that the student teacher "develops his own knowledge in a process
of reflection on practical situations, which creates a concern and a personal need
for learning”, and expresses the opinion that an effective teacher is a
professional teacher who not only implements learning but functions as a

curriculum developer.

2.4 Some considerations regarding teacher education and what are the

issues to be considered in the construction and delivery of programmes?

Gore (2001) contends that we have not investigated the fundamentals of
pedagogy and curriculum in sufficient depth in our educational institutions. In
addition to classroom teaching, teachers undertake many other tasks and have
responsibility for many facets of their students’ lives. Preparing teachers to be
morally responsible is a huge challenge (Goodland, 1990), but a considerable
amount of time is spent by practicing teachers dealing with parents and colleagues
and other professionals as well as caring for and nurturing young people to live

effective and happy lives in this changing world.

Calderhead & Robson, (1991) Carr & Kemmis, (1986) Chen & Ennis, (1996)
and Pajares, (1992) all claim that every incoming student teacher has some

knowledge and beliefs about teaching and learning, which are mostly based on
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their own experience as students in the education system. For example, student
teachers come to tertiary study with images, feelings, needs and behavioural
patterns as a result of their own educational experiences and astute teacher
educators can assist student teachers by making them aware of the relationship
between gestalts and their own learning as children. Hattie (2002) indicates that
this may also cause inner tensions to surface and that this is a good place to start
constructive and meaningful work with a student teacher, as opposed to only book
theory. This researcher believes more needs to be learned about the importance
of this claim and also what efforts are made by teacher educators to
accommodate this belief. This research seeks to contribute towards this

awareness.

Attitudes are developed when a set of beliefs focus on situations and once
interpreted, affect responses to situations. Chen and Ennis (1996) make the point
that attitudes do play a major part in what and how teachers teach. It is
important to consider student teachers' self concept which is the result of their
beliefs and values since they affect their attitudes (Pajares, 1992) which in turn
affect their feelings and also influence the way they teach (Chen & Ennis 1996;
Schempp & Graber, 1992; Zeichner, 1999). According to Giddens (1991, as cited in
Tinnings, 2004) self-identity has to be moulded, altered and sustained in response
to a fast developing and changing society and education, on a global scale. This is
not an easy journey for some student teachers, and may not happen in the short

term.

In connection with this, Wideen, Mayer-Smith & Moon (1998) stressed how
important it was for having student teachers examine their prior beliefs, as an
initial first step in the process of learning to teach successfully. In fact
Korthagen (2004 p. 89) maintains that "if teacher educators want to help student
teachers in their professional development, they must start by trying to

understand the way these students view teaching and learning and how they have
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come to construct these views". According to Korthagen (2001) student teachers
need to analyse their perceptions (their view of reality) about teaching and
learning and in doing so their own understanding becomes more explicit. However,
once beginning teachers enter teacher education they are challenged to filter new
beliefs and values and have to decide what, if anything, they will modify (Francis,
1997).

Korthagen (2001) urged teacher educators to understand that when a
student's equilibrium is disturbed, changing views can meet with much resistance.
Korthagen (2001) advocates that student teachers need to be taken seriously and
that it is important to work with them on the basis of their concerns. In order to

make any kind of movement one's equilibrium has to be disturbed.

To begin to address this question Luckner and Nadler (1992) contribute to
the discussion and define beliefs as a mental and cognitive map that serve as a
guideline to keep people within their comfort zone, and they uphold the view that
beliefs exist to maintain a state of equilibrium. Korthagen (2001) notes that it is
fundamentally uncomfortable changing one's view of the world in a three or four
year programme. It would seem reasonable to presume that it may be even more
difficult for a student teacher to change in the one year programme of secondary

teaching.

Hargreaves (1998a) argues that teaching is a profession in which feelings
and emotions play an essential part, and certain caring people make more effective
teachers. Korthagen (2001) agrees that if a teacher is unaware of their own
feelings and needs, they are unlikely to be aware of the feelings and needs of
their students. Zeichner & Liston (1987) acknowledge the complexities and
realities of becoming a teacher and advocate that student teachers first need to

reflect on their own perceptions in order to be able to adapt during training.

However, there is little agreement in the ways in which student teachers

actually inform and learn from their practices. Studies by Gibbs (2003), and
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Sachs (2003), have focused on the behaviour, attitude and practice of beginning
teachers, and question whether what they think has an influence on what and how

they teach, and how these are interlinked.

The image one holds about the links and proportional balance between
theory and practice, according to Eraut (1994) can significantly influence one's
understanding of the personal learning process. Eraut (1994) refers to a teacher
education course run in Sussex, United Kingdom, which begins with the student
teachers submitting an autobiography. The benefits, according to Eraut (1994)
are that learning to reflect is not limited to the theory component of the course
but can inform the student teacher on the subject content, the ways teachers
both teach and interact and their awareness of feelings, attitudes and personal
goals. This self awareness can contribute greatly to the student teachers' ability

to reflect well.

Brouwer & Korthagen (2005 pp. 153-154) indicate that there is a “gap
between theory and practice which seems to persist across different times and
contexts”, and cite Zeichner & Tabachnick (1981) when they discuss the dominant
role of practice in shaping teacher development during pre-service teaching
education. The 'washed out' effect is often felt by beginning teachers during
practical experiences which exaggerate the actual gap between theory and
practice. The 'wash-out' effects exacerbate the lack of transfer between

teacher education and schools.

Brouwer and Korthagen (2005 p. 155) agree with what Dann, et al (1981)
reports as the “phenomenon of 'reality shock’ or 'practice shock"” and believe that
the ‘idealistic image beginning teachers have is very quickly 'shattered’ when they
realise the realities of teaching. Beginning teachers have to survive the transition
and an adjustment to teaching practices that exist in schools. They develop

these idealistic expectations in teacher education and then experience pressure
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from traditions and values upheld by the school particularly when practical action

in the classroom is required (Brouwer & Korthagen, 2005, p. 155).

2.5 What is the purpose and best method of teacher education?

Arguably, the teacher's role is to teach their students and Hill & Hawk
(2000) define the purpose of compulsory schooling in a democratic society where
the responsibility of teachers is the development of future citizens who are able
to play an active role in society. They further claim that the inclusion of the
study of ethics and moral issues theory meets this requirement, and should

therefore be part of any teacher education programme.

Collins (2004) states that much teacher education is often actually learning
to behave like a teacher, rather than acquiring teacher knowledge and skills.
However, Korthagen (2000) citing Dewey (1968) also promotes the belief that
general theory is only helpful if the learner receives coaching in the real situation
where and when they experience the problem themselves and can identify the

connection,

Teaching and learning are important educational undertakings and Lave &
Wenger (1991) and Daniels (2001) concur that they believe learning is most
effective in collaborative participation which takes place in supportive
environments. In line with this Korthagen (2001) states that what student
teachers value in theory is what proves successful for them in practice. The

successful practice is then learned, validated and repeated.

Eraut (1994) expresses his opinion that most learning relies mainly on
publications in a variety of media, practical experience and from interaction with
people. This learning continues in the workplace and involves the beginning
teacher in a continuous succession of cases, problems, or projects about which

they have to learn. As previously stated, this may not contribute to their
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knowledge unless there is specific critical reflection. What is more, Eraut (1994)
and Feiman-Nemser (1990) believe that significant parts of the learning will take
place in the context of use and that there is little immediate transfer from one
setting to another. In other words, student teachers may not transfer the theory
gained in training, to practice in the classroom. Eraut (1994) also asserts that
being able to reproduce knowledge in writing does not mean a transfer will
automatically happen to the student teachers' actual teaching and this could
influence the effective use of theory. This may be a problem for teacher
education, since many of the assessment tasks are written. It is also a concern
for teacher educators as to how they assess student teachers during their
training. If knowledge is only assessed by the University in the form of essay
writing tasks, this may not be a true check of a student teachers' knowledge or

skills to become an effective teacher.

Learning takes place in a participation framework, and not in an individual's
mind and this manifests itself in situations such as the behaviour expected from
the congregation in a church, or spectators in sports where people learn to behave
like those around them. Student teachers often feel obliged to fit in with the
school culture to experience a sense of belonging (Feiman-Nemser & Buchmann

1989).

Analysing specific incidents that student teachers observe, or in which
they are involved in the classroom, present a very good and meaningful basis for
discussing and developing knowledge of pedagogy and skills of teaching. To
support this view Russell (1988) states that pre-service student teachers fail to
see the implications for themselves, and thinks that much of the theoretical
course work undertaken within the walls of the university is irrelevant once they
begin to teach in the classroom. They identify a schism between theory and

practice.
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Student teachers need to have guidelines according to Brock (1999, p.127)
who agrees with Dewey (1968) that what parents want most is their children to be
cared for " with humanity and sensitivity as developing human beings”. This
presents another dimension of teaching for the student teacher and beginning
teacher. This researcher believes that children do not care what the teacher
knows as long as they know that the teacher cares. It is important to consider
therefore how teacher education might respond to this demand in the most

effective way.

2.6 Some of the historical influences on teachers and teacher

education

Since the implementation of 'Tomorrow's Schools' in 1988 (MOE), parents
have had more say in the way that their children are taught and schools are
managed. Traditional apprentice type practices in the 1960's were thought to be
the best way for pre-service teachers to learn how to teach. Consequently closer
ties were developed between theory and practice by giving time and attention to

pedagogical teaching and supervised practice (Feiman-Nemser, 1990).

College of Education lecturers in Aotearoa New Zealand, frequently model
teaching styles for student teachers, but generally do not verbalise their thought
processes or describe the theories, beliefs and knowledge they hold as they
respond to incidents in their classrooms that might explain the rationale for their
decisions and actions. This makes it difficult for the apprentice to understand
the reason for 'expert’ teacher behaviour especially when it is rapid, automatic
and not obvious to the novice. Unfortunately these teaching moments pass quickly

and the opportunity may be lost to the novice.

Beginning teachers, in attempting to understand and implement the links

between theory and practice, often experience overwhelming feelings of panic and
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simply surviving is a challenge (Cole & Knowles, 1993; Veenman, 1984). This feeling
tends to make the student or beginning teacher determined to control the
students and the classroom environment when they go on teaching experience
during their training. They are placed in an associate teacher's classroom and
assessed on their performance. This frequently means the way they manage the
class of learners is in an environment which they have not created. This is of
concern to Gibbs (2003) since he indicates that too much control can stifle

creativity, in both student and teacher.

In addition to this Gibbs, (2003) and Haigh & Ward (2004) claim that in
practical teaching experiences, many student teachers reported that they were
not being given the freedom to develop their own creative approaches. Nor were
they encouraged or given opportfunities to be innovative or take risks. Curham
(1996) recorded as a result of his research with beginning secondary teachers,
that it was the acquisition of professional confidence, knowledge of the
curriculum, ability to manage the classroom, well prepared resources and an ability
to relate to students that helped student and beginning teachers in their

transition to actually feeling like teachers.

The research at Konstanz University in Germany, cited in Brouwer &
Korthagen (2005) also indicated that the most successful programmes were those
with an integrative approach in teacher education in which student teachers
practical experiences are closely linked to theoretical input in a cyclic system.
The research findings also claim that integrated teaching of this nature tends to
contribute more effectively in developing innovative and independently reflective

teacher competence.

The Konstanz research team focused not only on teacher attitudes but also
on teacher competence in order to explore what were positive characteristics of
teacher education programmes and how they influenced the quality of their

graduates. Brouwer & Korthagen (2005 p. 158) introduced the term “starting
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competence” which they explain describes the future potential of beginning
teachers to be competent enough to create activities to engage students in

problem solving real and meaningful programmes.

In this article Brouwer & Korthagen (2005) advocate that in order to
achieve an integration of theory and practice teacher education would be well
advised to provide cyclical and graduated programmes around four types of
student teacher requirements which become increasingly demanding. The first
step would be an introduction and observation in a practice school, then taking
parts of lessons, then teaching whole lessons, and finally teaching a series of
lessons. It is important to repeat that the process is sequential. During this
process and in the interval between teaching experiences, student teachers should
be given theory and support in critical reflection to minimise the gap, to
consolidate the learning and decide on the next action for the following teaching
experience. For this to work it will be necessary for teacher educators to care
for a small group of no more than fifteen student teachers and closely cooperate

with mentor teachers in schools.

Suffice it to say, much concern has been expressed about the competency
of beginning teachers (Research on Teacher Education in New Zealand, 1993-
2004). What therefore can be learned from the history of teacher education,
and how might theory be linked to practice in an effective and meaningful way for

teachers in the twenty first century?

2.7 Teacher education - historical and political issues and effects

By the end of the nineteenth century, before formal teacher education was
established, teaching knowledge and skills were acquired mainly through practical

experience in school classrooms.
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During the 1960's teachers' traditional legitimacy was undermined (Clarke &
Jarvis-Sellinger, 2004) and public opinion of teachers as professionals, diminished.
Accountability using standardised tests was introduced to assess classroom
students’ improvement in learning, and subsequently, teachers' competence was
judged on whether or not these results improved. This did not help restore the
professional authority of teachers (Clark & Jarvis-Sellinger, 2004). Later in the
twentieth century in Aotearoa, New Zealand, various social and technological
issues created the need for more teachers and other kinds of teacher preparation
(Codd, 1998). As a result of this situation, ‘pressure cooker' programmes were
developed and included the study of curriculum and pedagogy at the expense of

time for 'in school' practice.

In the United Kingdom, post World War Two, higher education institutions
were accused of admitting only middle class white people to teacher training and
efforts were made to encourage diversity in the teaching profession. Teacher
training colleges too were instructed to accept some social responsibility to
actively recruit and nurture a wider variety of talents and gifts when promoting

pre-service teacher programmes (Nolinsk, 1999).

Early in the twentieth century teaching was believed to be a tradition-
bound craft, based on common sense and old tried and tested, mostly unchallenged
practices. =~ The training was viewed as the theory component and the
apprenticeship under an 'expert’ master teacher, viewed as the practice. One of
the consequences of being encouraged to observe and learn, is that student
teachers tend to copy the behaviour of the College lecturer and or the master

teacher, in an effort to be as effective (Korthagen & Kessels, 1999).

Collins (2004) notes that, during the 1960's, when teachers were in short
supply, politicians were eager to adopt the short course teacher training to fill the
much needed teacher vacancies. Ramsey (2000, as cited in Collins 2004)

commented that teachers themselves were prepared to have schools take
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responsibility for teacher training under an apprenticeship type scheme. More
recently, the pendulum swung the other way, and University programmes, within an
academic research environment were established, and replaced some of the actual
classroom experiences of teaching. In support of this initiative, Shulman (1987)
believes that teaching is a profession that can be taught outside the school
environment, so considers that University is an appropriate situation for teacher

education to learn relevant theories.

During the nineteen sixties and seventies in Aotearoa New Zealand,
university programmes were established in an effort to secure some status for
the profession. To defend this move, opinion was strong from some quarters that
it was possible and desirable for teachers to be able to apply the so called 'paint
by numbers’ structure set of guidelines of teaching and learning to classroom
situations (Tom 1997). As a direct result of this action the classroom with all its

realities was perceived as less important than the academic research environment.

The input of classroom teachers may well have been thought of as less
valuable than the contribution made by the academics. Naturally this has
alienated some teachers. It is generally considered by many practicing teachers,
particularly by some of the more experienced Associate Teachers, that the
practice in the 'real world' has been replaced by the thinking of the University,
and as such is detached from classroom reality. The theory taught by university
lecturers, some of whom have had little or no teaching experience, was perceived
by a number of beginning and experienced teachers, as sterile and ineffective in
the classroom. This may be because the classroom environment is not sterile,
static or totally predictable, and the application of a set of inflexible rules is

seldom the best option (Hoban, 2004).
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2.8 Current opinions on teacher education and desirable outcomes

Korthagen (2000) states that teacher education is still in a state of
confusion and needs to resolve some major issues. Here, in Aotearoa New
Zealand, much pressure has been put on the Ministry of Education to provide more
school based programmes, and some parents and politicians are dissatisfied with
teacher education ‘per se’. A number of powerful groups including the Business
Round Table, and teachers themselves, believe traditional programmes were not
making a success of preparing teachers for future teaching and the realities of
the classroom (Kippen, 2003). Haigh & Ward, (2004) advocate that it is important
for future teachers to be able to facilitate the students' ability to be involved in
higher order thinking, practice problem solving strategies and learn to believe
that knowledge is dynamic. An unfortunate outcome of this policy is that, student
teachers often find themselves at least for the first few months of teaching, in a
situation where they are totally involved with management and subsequently have

no time to engage in effective decision making.

More recently, programmes have valued, and focused, on educating student
teachers to be critical thinkers and to prepare their students to be good citizens,
rather than 'top them up’ with large amounts of content or subject knowledge
(Korthagen, 2004). Likewise, University Graduate Diploma programmes provide a
range of teaching and management strategies. The student teacher is then
required to choose from them quickly when faced with actual situations as they
occur in the classroom (Korthagen, 2004). The demographic picture of New
Zealand's population is changing and cultural differences need to be recognised
and valued, particularly when non-dominant social groups are the ones without a

great deal of power (Gore 2001).

Kane (2005) comments that some schools may accommodate as many as

fifty different nationalities and she stresses the need for teachers to be
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competent in teaching a number of different strategies in practice to cope with

the increasing diversity.

Gore (2001) attempts to persuade teacher educators to be prepared to
take account of a student teacher’s background in order to avoid presenting a
fragmented curriculum and ensure that theory and practice congeal in a

meaningful and supportive way.

The Ministry of Education, in consultation with Te Puni Kokiri and the New
Zealand Teachers Council (2004) discussed the need for a framework that
provides incentives for teacher educators to extend the programme to meet the
reality of contemporary classrooms. It is important for teachers to be equipped
with the ability to understand students' backgrounds; their family and cultural
influences rather than make excuses for what students may not be learning. It is
claimed that teacher education programmes identify the important

characteristics they can develop to help the students learn better.

In a draft for consultation article, (Te Kokori, 2005) comments were
expressed on an audit released in 2001 about concerns that there were still more
than an acceptable number of student teachers graduating from teacher
education facilities who were not well prepared to work effectively with Maori
students who were in mainstream settings. The criticism was also levelled at
teacher education and the fact that teacher education is not adequately

addressing the issue of an increasingly diverse population.

Darling-Hammond (2000) points out the value of drawing on multicultural
research traditions including psychology, socio-cultural and linguistic research in
education in order to provide student teachers with the opportunity to develop
this knowledge. She also urges teacher educators to strategise the knowledge

base and curriculum about practice and theory.
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Smith & Zeichner (2003) believe that student teachers and teacher
educators often have difficulty in transferring the methods learned in theory into
their classrooms. They claim that opportunities for student teachers to teach,
observe and reflect on quality teaching are vital components of teacher education
and an integral part of initial training. They also considered that an appropriate
system is needed to provide all student teachers with a practicum that reflects
the breadth and diversity of the teaching environment in which they will teach; an

experience that will reflect best practice.

As already stated, Korthagen (2001) claims that teachers need more
useable tools, and a broader education which includes psychology, sociology and
history, in order to be effective. He indicates that discussions on whether
programmes should start with theory or practice are dangerous and unlikely to
resolve the debate and that the real question is how to integrate them and
develop the relationship between teacher cognition and teacher behaviour.
Wideen et al (1998) claim that there needs to be a network of relationships
between theory and practice and that student teachers need the support of
experienced mentor teachers to help them develop and enhance their learning.
Korthagen (2004) cites Vygotsky's six types of effective intervention and
recommends teachers and teacher educators model them. These, he claims, are
modelling, contingency management, giving feedback, instructing, questioning and
cognitive structuring. Again he stresses the importance of the experience taking
place in a productive, supportive and safe environment. It is also very important
that student teachers or beginning teachers receive good corrective, specific and

rewarding feedback.

Zeichner & Liston, (1987) claim that the learning environment is sometimes
not considered in the process of transmitting knowledge. He asks teacher
educators to consider the whole person and the theory of situated learning.

Daniels (2001, p. 24) describes the beliefs in situated learning as "a way of being
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in the social world, not a way of coming to know about it", and she stresses the
importance of the relationship between cognitive understanding and actual
experience. Lave & Wenger (1991 p. 13) concur with Danielson (1996) and claim
that “learning is located squarely in the processes of co-participation”. In other
words the skills are better learned in the social context actively engaged in

teaching in the classroom.

As more of the actual education of student teachers is being undertaken
by schools, Korthagen (2004) raises some questions about the quality of
programmes and believes that it can only be satisfactorily answered if we achieve
through discourse a mutually acceptable definition of "what makes a good

teacher?”

The Headmaster of Auckland Grammar, John Morris, Education Forum
Chairman commented in a media release from the Education Forum on 8 April 2006
that "wide reforms were necessary to improve teacher quality” in his report to the
Members of Parliament. He informed the meeting that people with "great energy,
great toughness of fibres and high intellectual ability” were needed as teachers.
He also described and promoted the 'School Centred Initial Teacher Training'
scheme currently trialling in the United Kingdom, the United States of America
and Europe, where "teacher trainees" gained qualifications whilst working in

schools.

2.9 Teacher education research findings

In view of the number of research findings, this researcher holds the view
that a selection of responses to situations as they arise in the classroom may be
made intuitively by the associate teacher. The student teacher may not
understand the intentions, values and beliefs underlying the incident, nor consider

the diversity of pupils in the classroom. This limits the responses of the student
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teachers to what they have observed and heard from a supervising or master
teacher instead of critically analysing the situation and making a decision based on

their own understanding.

Clarke & Lampert (1986) put forward the claim that they believed it took
on average five years to become an effective teacher who could respond to

complex situations for themselves without so much conscious deliberation.

Collins (2004, p. 230) acknowledges that teaching is a ‘highly orchestrated
performance’ and identifies the need to improve school and university
partnerships in order to maximize learning opportunities. Collins (2004) claims
that the teaching profession needs university status, but stresses that there is a
need for social interaction between all involved parties, and the importance of
developing the students’ ability to use reflective critical practice. Only then, he

believes, will change and improvement happen.

The learner’s ability to understand the lecturer's performance depends on
the 'apprentice’ engaging in the performance in congruent ways. Lave & Wenger
(1991) question the idea that verbal explanation (which may be the natural style of
a university lecturer) is an effective mode of instruction and for student
teachers, believes that modelling and demonstrating are more effective.
Korthagen (2001) also claims that teacher educators prescribe what they believe
students should know and that it has a limited effect on how student teachers
teach. This could be due to a number of already discussed issues, and the fact
that student teachers may feel no ownership of the activity and may not relate to
the prescribed material. Snook (2005, p. 1) claims that it is the responsibility of
the teacher educator to develop the "minds and hearts” of young people by
contributing to their powers of traditional human thought in the sciences,

humanities and arts.

Snook (2005 p. 1) further states his conviction that teachers face a new

type of student that he describes as "children of the market". These children, he
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believes, are highly susceptible to believing that their sole role in life is that of a
consumer, and they have subsequently become materialistic, inactive, do not eat
well and are besotted with television and video games. This makes the teacher's
role much more demanding, since they are competing with this kind of student

expectation in the classroom.

2.10 Integration of Theory and Practice

To add to the demands on teachers, diversity was once defined by Poskitt
(2004) as gender, race, and the disadvantaged, but is currently interpreted as
meaning any different special group of students. This therefore means that
because all children contribute their own diversity, this increases the actual
number of children considered as having special needs (Poskitt, 2004). This
increase places additional pressure on a beginning teacher and makes integrating

theory and practice more stressful, often causing a feeling of barely surviving.

As previously mentioned, teachers frequently experience 'wash out' during
their first two years of teaching, and adopt a survival mode which becomes
modified by the culture of the school (Korthagen, 2000). One of the major
problems Korthagen (2001) believes is the socialization of school culture. Many
student teachers become submerged into the culture of the school, and struggle
with the day to day management of the classroom. Trying to work out how theory
can be integrated into practice seems impossible. He strongly advocates that
student teachers would benefit from learning to be reflective so that they may
process and evaluate their own practice. He further recommends that it is
important to support the students learning about; how to become aware of their
learning needs; how to gain useful and meaningful personal experiences; how to
reflect on this experience; and then to decide on a course of action to improve the

situation.
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Korthagen (2001, p. 49) develops the critical reflection model concept by
identifying "five stages of practical learning, firstly, the action; looking back on
that action; awareness of all essential aspects; creating alternative methods of
action and finally trialling that action." The cyclic effects of this have been very
effective, and facilitated growth competence. Korthagen (2001) points out that
critical reflection is not simply thinking later about an incident but a critical form
of teaching. He expresses the need for teachers to be aware of their thinking
patterns and examine their strategies openly and honestly when evaluating their

own behaviour.

Korthagen (2001) goes on to emphasize the need for teachers to be aware
of the observable and specific teaching skills that are assumed to be related to
becoming an effective teacher. Reflection of personal meaning and relevance is
"the means by which experiences are ftranslated into dynamic knowledge"
(Korthagen, 2001, p. 103). Wideen et al (1998) records that the traditional
teacher education, where the university provided the theory, methods and skills
and the schools provided the setting in which that knowledge was practised but
where little communication existed between the two institutions, teacher
integration was difficult. Teacher education was often a collection of modules or
independent courses in which theory is presented without making connections

between courses or with practice.

Gore (2001) claims that it is important that teacher educators both teach
and model good classroom practice. Gore (2001) further recommends that the
way forward for student teachers is to help them to understand that the nature
of knowledge is a body of facts that is socially constructed and problematic. Gore
(2001) warns that teacher educators are inclined to advocate one, or a
combination, of the following; a strong content knowledge model; an apprenticeship
model; a programme of critical consciousness; or emphasise the philosophy that

children are unique and come from diverse social circumstances.
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The process of learning to teach is not a simple issue because of the
personal learning histories and the student teachers' pre-conceptions and beliefs
regarding teaching and learning. As stated earlier, student teachers' learning also
depends on the opportunities afforded during their teacher education and their
practical experiences during the preparation period. It is well known that not all
student teachers have the same teaching experiences; some are better in some

areas than others for various reasons.

Teachers must learn to grow and abandon some of their pre-conceptions;
learn to focus on the learning process for their students in the classroom;
transmit content knowledge, and learn to accept the leadership role especially in
the classroom. They must be able to manage a positive classroom environment and
be able to reflect on their own teaching and be responsible for seeking
professional development (Day, Fernandez, Hague and Moller, 2005). Calderhead
& Shorrocks (1997) record their views that learning to teach is a complex task and
believe that learning to facilitate this learning is more important than coming up

with a list of competencies.

Stronge (2002) refers to studies that found fully prepared teachers with
background knowledge can more easily recognise the individual needs of children
and are able to adapt their teaching to provide diverse opportunities for all
children to achieve. He advocates that a direct link should be made between
content knowledge and pedagogy (Stronge, 2002). In the opinion of Stronge
(2002) teachers have attained their expertise through real life classroom
experiences and time. He further claims that the process should be that of
becoming an effective teacher rather than learning to teach and that this process

takes from five to eight years.

Teacher education programmes should reflect best practice in schools, and
the practicum should be an opportunity for student teachers to develop creative

and thoughtful approaches with the support and guidance of a mentor teacher
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(Haigh & Ward, 2004). They also reject the view that teaching experience is an
opportunity for student teachers to apply the theories they have been taught in
colleges of education. Haigh & Ward (2004) claim that each teaching experience
should be an opportunity for student teachers to take a critical and reflective
look at their own developing philosophies and practice, rather than merely
practising any of the many strategies of teaching. Watson (2005) suggested that
individual students teaching experience was very much affected by the style of

leadership adopted in schools, as well as the role played by the associate teacher.

How can the individual student teacher be assisted to become "reflective
professionals and learn how to connect theory and practice”? What should the
best teacher education programme look like? How do Colleges of Education
Graduate Diploma of Teaching (Secondary) programmes appear to be meeting the

needs of its current student teachers?

It is the intention of this research to explore the perceptions of the
students in the one year Graduate Diploma of Teaching (Secondary), and thus to
gauge the extent to which the University teacher education programme equips

student teachers to become effective teachers.
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3.0 RESEARCH DESIGN AND METHODOLOGY

3.1 Brief outline of the study

This research study addresses the interface between theory and practice
and explores how students of the Graduate Diploma Teaching (Secondary),
hereafter called the GradDipTchg(Sec) at a New Zealand College of Education,
perceive the effectiveness of the programme, and how well it actually prepared

them to teach in today's and tomorrow's classrooms.

This research study is a combination of qualitative and quantitative
methodology, and thus adopts a 'bi-focal’ approach to data collection implemented
through interviews and questionnaires. The triangulation is achieved through the

inclusion of a thorough literature review.

According to Bell (1996) triangulation is a process that allows data to be
gathered from more than two sources so that data may be analysed in order to
compare and balance the findings to ensure as much integrity and fairness as
possible. Triangulation is also used to establish the existence of certain themes
which may run through all three means of gathering data in the case of this

research.

Grounded theory was considered to be the most appropriate method for
the interviews, and the interviewer was well aware of the importance of having no
preconceived ideas about the sort of data that would be provided by the
interviewees (Glaser & Strauss 1967, Strauss & Corbin 1990). It was important to
code the answers to the questions after each of the three interviews in order to
adjust the questions for the next set of interviews. It is likely that this will

result in other themes emerging during the interviews.
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Another good reason to use grounded research as one of the first methods
of data collection was to "begin with the data and use them to develop a theory”
(Leedy & Ormrod, 1974, p. 154). This was particularly important since the
researcher had been lecturing for many years in this field, and had felt it
necessary to enter the research study with ‘'new eyes' and not attempt to pre-

empt the themes.

Mills, (2000) also recommend Grounded Theory as the research method for
analyzing these case studies at this stage of the study, and indicates that this
method of research begins with the research situation. The task of the
researcher is to understand what is happening and explore how the players manage
their roles. The process was to include observation of body language, warm up
type of conversation and semi structured question interview. Key ideas would be
collected (note taking) and subsequently comparison and contrast would be made
between the interviews. The results of these comparisons would be recorded and
categories identified using what Lofland (1996), as cited in Berg (2001 p. 133)
calls 'Ethnographic content analysis, by coding the properties of the emerging

themes and sub-themes.

According to Altrichter & Posch (1989, p. 8) it is recommend that when
using grounded theory methodology the researcher should assume that “the
theory is concealed in the data” to be discovered. Unlike most qualitative
research, grounded theory, is not hypothesis-testing type of research. This
methodology was also considered to be appropriate for the situation, since it
would allow the interviewer to prompt, clarify and probe the answers of the

student teachers (Grudnoff & Tuck, 2001).

Bouma (1984, p.64) expresses in strong terms that “interview schedules
and questionnaires are devices for measuring variables”, and related to one of the
variable being studied. Recording the coding also allows the researcher to go back

over the material several times. It became apparent that different themes
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emerged after two of the three interviews in all three cases. However, although
the third uncovered some new data it was not possible to organise any other

interviews to pursue these further with these three volunteers.

This overall data collection was conducted in two stages. The first stage
was to follow the journeys of three graduate students who were part of the
GradDipTch(Sec) programme in 2004 by interviewing each of them when they
returned to College after their teaching experiences. These student teachers
were also asked to keep a diary which would not be viewed by the researcher but
was designed to assist the participants to collate their perceptions as they
occurred and to recall their thoughts at the time. The second stage was to send
out questionnaires in the middle of September 2005, to all the internal year group

students from this same 2004 cohort.

The research design facilitates the exploration of the connection of theory
and practice as perceived by students of the one year programme of the
GradDipTchg(Sec) both during and after the year of study 2004. This delayed
longitudinal study would allow the participants of the 2004 year group to reflect
on the questions about the effectiveness of the programme, as perceived by them,

having taught in their own classrooms for almost one year during 2005.

The interviews would track the ongoing perceptions and responses of the
three student teachers during the year of study, and the questionnaires would
provide a reflective response after almost a year of teaching. Consequently a

form of longitudinal study would be achieved.

The first questions were prepared for the first interviews and all three
student teachers were asked mostly the same questions. The transcripts were

coded into themes, and the themes that emerged were as follows:

E How adamant all three were about the kind of teacher they wanted

to be.
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» All had been influenced by the qualities of a previous teacher.
* They held very different views on what makes an effective teacher.
* The importance of good relationships with staff and students.

Concern about what they wanted more of was class management

strategies.

The second interviews required the student teachers to consider their own

teacher effectiveness and revealed that:

i The student teachers were aware of the range of associate

teachers and school discipline systems.

How some associate teachers were too busy to be able to be very

helpful mentors.

" How it was always necessary to continue to keep the classroom
environment as it was created by the associate teacher and allowed

little opportunity to be creative.

% What little relevance they felt the work in the College of Education

had to the real classroom.

The third interviews were predominantly dedicated to the student teachers using
Critical reflection as described by Korthagen, (2000) to assess their competency

and their own ability to teach in an effective way.

3.2 Ethical Issues

The ethical issues for this study included the need for anonymity of the
participants particularly during the interview phase when the three student

teachers were still in the programme. This is important because, confidentiality
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was a consideration for both groups of student teachers; the interviewees and
those who returned the questionnaire, the teacher educators and associate
teachers and the institution which gave permission for this study to be conducted.
It was vital that the ethical commitment to confidentiality complied with the
“ethical stance for educational institutions involving Human Participants” (DuBois,
2002, p. 2). To avoid conflict of interest the researcher was not required to
teach any of the pre-service teachers and would ensure that people's identity was
protected. Since participants to the research would be asked to comment on
various aspects of the programme and institution, it is possible that this may make
them hold back on their comments or on the other hand make highly positives
comments to avoid any repercussions and consequences. In the interests of
affording anonymity and mitigation against this, the ethical practice of the
researcher was critical in ensuring that risk to the wellbeing of the participants
be minimised and a strategy set up in the event of there being a problem. It was
imperative that advice be sought from within the College of Education in the event

of there being any cultural implications.

An application for ethical approval was prepared and presented to the
Ethics Committee of the University. Permission was granted for the study to be
implemented, and the Director of the one year programme agreed for the
Graduate class of 2004 to be addressed in the hope of motivating three students
to participate in the study. Written information was left with those who
expressed an interest in being involved and subsequently three student teachers
volunteered to suppof‘f the study. Guidelines for the study were explained,
including the student teachers' rights. Contracts stating the conditions of
participating in the study were duly signed by the three volunteers. These
student teachers were also asked to keep a diary of concerns, successes and any
other relevant information. This diary was to be a tool for the student teacher,

and as already stated, not to be viewed by the researcher.
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Three participants were regarded as a safe number since it was considered
feasible for the study to continue with two participants, but a third would ensure
that it was possible for the study to continue should one leave the programme
part way through the year. Interviews were used because it “represents a direct
attempt by the researcher to obtain reliable and valid measures in the form of
verbal responses” (Kahn & Cannell, 1957, pp. 526-595) from more than one student

teacher.

Other advantages include the interview situation allows the interviewer to
be flexible and allows for observation of body language, and respond accordingly.
It is also possible to clarify an answer, reframe a question or to ask for further
information. Added to which it is useful to collect personal information about
attitudes, perceptions and beliefs and inconsistencies can be checked (Kahn &

Cannell, 1957).

3.3 The interviews: Process and rationale

Data in the form of transcribed semi-structured interviews was gathered
during 2004 from the three volunteer student teachers who were currently
studying for this Diploma. Furthermore, data was gathered, as soon as possible
after students returned to the College following Teaching Experience on each of
the three occasions. The three teaching experiences were organized for early in
the year, around the middle of the year and towards the end of the year. A semi-
structured interview process was used and each interview lasted approximately
one hour. Notes were made during the interviews including any significant body
language. All other interviews were carried out in a seldom used, two-roomed
building on the campus at the University where there would be no interruptions.
Interviewees agreed to the interview conditions and were assured of

confidentiality and informed that they could switch the tape recorder off at any

39



time, and have anything deleted from the transcripts. Transcripts were typed up
and shared with the participants to ensure that the transcript was a true and
correct record of their feelings and comments, and that any and all identifying

information would be deleted.

According to Drever (1995) this semi-structured format is effective in
that, when properly conducted, it encourages and allows the interviewee to talk,
yet allows the interviewer to move the student teacher on and keep them on the
subject. Maintaining eye contact, timing and tone of voice were important, and
the manner should be friendly and business like. The interviewer is encouraged
not to dominate or lead the student teacher. It is recommended by Drever (1995)
that the interviewer keeps the major research question in mind and prepares

several appropriate questions. {See appendix (i)}

This semi structured type of interview outline allows for prompting and
clarification when the interviewee seems to want to go on, or to check if they have
finished answering that particular question, and give some general direction to the
interview. Probing is a very useful way of inviting different answers to the

question.

Typical phrases are "Go on, tell me more about .." to something they have
already said when the interviewer is unsure about the answer or comment, in

addition to checking information.

Drever (1995) claims that the environment for interviews should be relaxed
and the interviews should be conducted in a neutral friendly place, away from
disturbances. The first question should allow the interviewee to be comfortable
and talk at length. Leading questions should be avoided and not limit the choice of

the interviewee by statements like "Do you prefer this or that?”

Drever (1995) warns that the interviewee should be asked if they know the

subject in question before they are asked what they think about it. Questions on
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the schedule should be derived from the research but not the exact question and
should be kept simple. The researcher seeks to obtain sound information and

understanding of this local context.

These are procedures to help provide some standardization and rigor to
this process. These procedures were designed not to be followed dogmatically,
but rather to be used creatively and flexibly as the researcher deemed

appropriate.

The recorded interviews were transcribed and the transcripts were duly

coded using the themes that emerged. {See appendix (iii)}

When devising the questions for the interviews, it was considered
important by the researcher, as a result of the literature reviewed, to ascertain
the student teachers' beliefs about teaching and learning, upon entering the
College, and their perception of what an effective teacher should be able to do
and know. This would provide a base line to establish what potential teachers
bring with them as prior knowledge, beliefs and attitudes. It was also important
to establish whether they could identify the links between theory and practice
and whether or not they felt the programme prepared them to teach in 'real
classrooms. The research would be enhanced if it could be established how the
three student teachers perceived an effective teacher, and what qualities they
valued in teachers from their own school days. Questions were designed to
ascertain what the student teachers find helpful in preparation for teaching in

the 'real’ classroom situation. {See appendix (i)}

The literature review had given the researcher some insight into the
opinions expressed by a number of other researchers and their publications. Asa
consequence, critical reflection, pedagogy and the balance of time spent in
University and classrooms were debated, and subsequently included in the

questions.
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The researcher also sought to explore the concerns of these three student
teachers, which in turn would contribute to devising the content of the
questionnaire to inform stage two of the study. The interviews were transcribed
and the researcher coded and collated interview coding units from the transcripts
(Berg, 2001). The researcher coded themes and sub-themes that emerged from

the transcripts and those will be identified in the results section of this research.

3.4 The reflective diary

The interviewees' reflective diary was intended at the beginning of the
study to be multi-faceted and encourage the student teachers to develop
reflection-in-action strategies concerning the nature of theory relevant to
teachers’ behaviour (Korthagen 2000). It was also desirable for the student
teacher to be aware of the associate teacher's behaviour and the relationship
between the teacher's thought processes and actual behaviour, and to record
teachers' thinking and decision making in regard to planning and teaching (Bolin,

1989, Clark & Peterson, 1986, Zeichner & Liston, 1987.)

Another purpose was to establish the student teachers' perceptions, the
responses to their thinking and feeling about actual teaching incidents that had

happened to them, and where they had concerns or difficulties, and successes.

Student teachers cannot be prepared for every type of situation they will
encounter, so it is important to help them develop the skills and open-ness to play
an active role in reflecting and learning from their own experiences. This takes

practice and experience (Korthagen, 2002).

Smyth (1991) believes that teachers need to be able to critically reflect,
and agrees with Korthagen (2000) that it is more than simply looking back but
rather a collaborative approach to working in schools, by teachers committed to

improving their teaching for the benefit of all students.
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These diaries, it is anticipated, may add another dimension to student
teachers' learning experiences, and although these diaries will not be seen by the
researcher, will provide the study with some valuable insights into the student
teacher's perception of the links between theory and practice. The diaries would
also assist the three participants to remember incidents especially if they were

involved in them.

3.5 Some background about the student teachers who were

interviewed

Three men volunteered and agreed to participate in the research project.
Person One, Dan (not his real name) had been trained in the army as a Physical
Training Instructor, and had risen to officer status. Dan felt confident in his
knowledge of anatomy and physiology and had strong feelings about the role of the
teacher and frequently mentioned discipline during his interviews. He expressed a
belief in his ability to teach high school students and demonstrated strong self

confidence.

The second, Neil (not his real name) had two PhD qualifications in chemistry
from Asia and had lectured in an Asian University. Neil had decided that he
wanted to teach in a secondary school in Aotearoa, New Zealand and felt very
experienced and capable of teaching. He was concerned to develop a productive
and positive learning environment and establish a good working relationship with
the students. Neil had been strongly influenced by a chemistry teacher who had
captured his interest with her passion for chemistry. He was dramatically
affected by a female chemistry high school teacher because she was very
knowledgeable and made learning fun. Neil placed a high value on learning, and
was troubled by the high school students’ apparent lack of willingness to listen and

take advantage of his knowledge and teaching.
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The third volunteer, Alan (not his real name) was a younger man who had
left school, achieved a UCOL degree and immediately enrolled in the Diploma
programme. He too was qualified in the area of physical education. Alan was
eager to witness his Christianity and spoke at length about his own experiences at
high school. He explained that he had not been very successful earlier on in
school, but through perseverance had studied and qualified to be eligible to enrol
in the 6GradDipTchg(Sec) course. He described being very affected by a

particular teacher who had cared about her students and encouraged him at a

crucial time in his life.

All three men were there primarily to obtain a qualification to legitimize
their teaching in a New Zealand school. Alan was motivated to prove to himself
and to significant others that he would be successful in achieving this

qualification.

3.6 Limitations of the interview process

It is believed that the interviews might have yielded more useful data if
the coding criteria used in the questionnaires, had been considered before the
interviews were conducted. The interview questions did not cover some of the
Learning Outcomes of the topics, in particular the “educational technology,
current educational issues, gifted and talented and diversity” (A University
College of Education 249.151, p. 3). The three interviewees did not raise these
particular issues in any of their responses. However, at that stage in the study,
case studies were being compiled and grounded theory methodology was being

followed.

The research questions would obviously have had an effect on this outcome,

but student teachers were asked open-ended questions in the interviews regarding
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their observation and concerns. Grounded theory would have involved going back

to the three interviewees but none were available.

3.7 Coding process of the interviews and rationale

In order to heighten the correlation between interviews and responses, the
transcripts were coded using the numbered topics identified in the questionnaire,
and the total number of code units recorded for each interviewee. The total
coded unifs for each inferviewee were then summated and grouped under each of
the 'Learning Outcomes’ criteria. All the coding units from the transcripts were
then added together giving the total number of coding units across every
interview transcript and for each question. It was then possible to identify the
way each person rated each Learning Outcome as it was recorded. Each of the
final totals was allocated a percentage of the total coding unit. {See appendix
(i)}

According to Minichella, Aroni, Timewell & Alexander (1995) coding builds
rather than tests theory and provides researchers with analytical tools for
handling masses of raw data. The coding also helps to maintain integrity and
consistency when comparing one set of data with another. The process also
assists analysts to consider alternative meaning of phenomena and allows
systematical and creative systems to develop simultaneously. Coding is helpful in
identifying and relating concepts that are the building blocks of theory and
enables students to understand the purpose of procedures rather than memorize

techniques for themselves (Minichella, Aroni, Timewell, Alexander, 1995).
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3.8 Questionnaires: process and rationale

Towards the end of 2005, questionnaires were sent to all fifty internal
students from the 2004 year group, the same year group as the interviewees. The
questionnaire questions were derived from the Goals and Learning Outcomes from
the two Integrated Teaching Studies course outlines 136.431 and 136.432. The
questions chosen for the questionnaire aimed to establish to what degree the
student teachers perceived that the programme had provided opportunities to
meet the Learning Outcomes and subsequently how well prepared these students

teachers felt to teach in the classroom.

This meant that these newly qualified teachers had been teaching for
almost a year and would have had the time to reflect on their year at this College
of Education and the relevance and the effectiveness of their teacher education

programme.

The questionnaires were posted with stamped addressed envelopes for
return and since they were anonymous it was not obvious who had returned the
completed questionnaires and who had not. Consequently, the researcher could

not tell whether or not the three interviewees had participated.

It was felt by the researcher that these questionnaires would yield a good
balance of data by way of a comparison between the perceptions and opinions of
the three interviewees as current students, and the student teachers from the
same cohort, who had been teaching in schools for slightly less than one year.
Data was collected from the 14 returned questionnaires. According to (Porter,
2004 p. 5) surveys are “one of the most important tools in the institutional

toolbox",

According to Dey (1997) this 28% return response, though small,

constitutes an acceptable response number when compared to the National Rates
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of National ACE/CIRP student survey table as it is represented in Dey's (1997)

article.

As previously indicated the list of questions for the questionnaire as they
appear in the outline for the GradDipTchg(Sec) programme outlines 136.431 and
136.432 Integrated Studies were numbered and this became the basis of the
coding scale. The course outlines were studied and notes were made of the course
content in papers 136.431 and 136.432 including the theorists which were defined,
and how the modules were described. The learning outcomes were taken from
nts and were fhe basis of fthe questions included in the
questionnaire. It was anticipated that this would minimize the risk of being

influenced by the findings from the interview transcripts.

A coding tool was developed using these numbered topics as the coding
strategy to analyze both the questionnaire and subsequently was also applied to
the interview data. It became apparent that this tool could be used to create a
similar analysis of the data and later possibly used as a comparison. {See appendix
(iii)}

The use of interviews and questionnaires allows the true meaning of what it
is to be an effective teacher (Stronge, 2002) and, whether or not the student
teachers' beliefs and perceptions of teaching changed during the course of a year
in the College of Education. Their responses from the questionnaire should
indicate what opportunities these student teachers perceive they were given to
learn the knowledge and skills for managing and teaching and how well the
integration of theory and practice was modelled in the year of the programme by
lecturing staff at the College of Education. Both of these methods will provide
data to contribute to the awareness of the importance of what Korthagen (2001)
describes as the necessity of integrating theory and practice during pre-service

education. It will also give those who teach in the GradDipTchg(Sec) the
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opportunity to receive feedback on various aspects of the programme and the way

it is taught.

It was considered that the interviews and questionnaires would provide
different kinds of data, but data that would work well together and in fact
compliment each other. It was believed that the interviews would provide greater
depth and narrower information and the questionnaire would provide wider yet
shallower information. The two together would give a more complete picture. The
questionnaire also served to fill in some of the gaps in the data that emerged at

the end of the 2004 vear interview transcrip

The questionnaire was an economical way of acquiring more data from the
same cohort of student teachers who had classroom practice for almost a year
and had some time to reflect on the content of the GradDipTchg(Sec). It was
also a consideration that there would be some standardisation by using a common
set of questions which would contribute to the research (Bressler & Kephart,

1956).

3.9 Limitations of the questionnaire

The questionnaire was sent to all fifty of the 2004 cohort of internal
student teachers. It was sent to the schools where they were believed to be
teaching but it is not possible to tell how many of the envelopes reached the right
person. The end of term when the teachers were very busy and tired is not the
best time to receive a questionnaire. Porter (2004) claims that it has become
increasingly difficult to make contact with potential participants, and that since
the 1960's the trend has been for the rate of responses to lessen. The response
rate dropped from 60% and to 21% in the late 1980's. Another limitation (Groves
1989) as cited in Porter (2004) is the fact that the non-response is usually not

random and in turn may bias the survey results. Any conclusions drawn from the
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data may therefore be a little unreliable. It is also anticipated that it may be
that those with strong feelings would respond and therefore the responses might

not be truly representative of the feelings of the whole cohort.

Some of the letters were refurned, "no longer at this address.” Those
envelopes that were returned unopened were re-posted to the home address on
the College record, in the hope that the response level could be raised. Two
recipients of the re-posted questionnaire rang the researcher and both expressed
an opinion on the programme and their first teaching year. Only one of these
orwarded ineir compiefed questionnaire later, and

requested that the comments be considered though they could not be included in

the statistics, because of time factors.

It was noted during the coding process of the questionnaires that the
number four at the top of the Likert scale had a negative implication rather than a
positive. This scale did not apply to all questions, and few beginning teachers
actually selected this number when it was an option. It is also acknowledged that

this is a small sample number to make any radical claims.

3.10 Coding the questionnaires

The responses from the questionnaires were coded using the Goals and
Learning Outcomes from the outlines of the Two Integrated teaching studies

papers.

The research was based on how the student teachers perceived the theory
that was taught in Colleges of Education and its relevancy to the reality of
classroom practice. It was also a measure of how well the student teachers

perceived that the Learning Outcomes stated in the course outlines had been met.
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For the questionnaire, each of the Goals and Learning Outcomes were
allocated a code number and using a rating of zero to four and comments were
invited and also allocated a code which was subsequently applied to the
transcripts, as were the frequency of similar comments where appropriate.  The
majority of the coded questions were asked in terms of what opportunities were
experienced in the intended learning outcomes. Zero represented 'no
opportunities’, one represented 'insufficient opportunities’ two represented
adequate opportunities, three represented ‘ample opportunities’ and four ‘too

much opportunity’.

Several additional questions were included in the questionnaire regarding
type of school and the decile rating, teaching subjects and teaching position, part
time, full time etc. Participants were also asked to indicate when they left High
School. This additional data was collected to pursue the possibility of making
other observations about patterns in the coding and so the research had the
potential to develop into a longitudinal study following the careers of Dan, Neil and
Alan. It may also be that the age of the participants influenced some of the
responses, or that the lower or higher decile schools played a significant part in

the experiences of the beginning teachers.
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4.0 RESULTS AND ANALYSIS

4.1 Interview results and analysis

The themes and sub-themes that emerged from the grounded research
analysis were concerns relating fo classroom management and behavioural
management of adolescents and the feeling that this topic would have been better
taken earlier on in the programme. (appendix ii) The classroom was identified as
the best leairning environment, and the students thought lecturers often taught
theory with little practical linking. Student teachers reported that they found
lecturers did not appear to have time for discussion during lectures, and they
would have appreciated the opportunity to engage in this, particularly immediately
after spending time in the classroom. They described what they perceived as an
apparent lack of interaction between the University and schools. They referred
to associate teachers as being very busy; often too busy to be able to act as

mentors. All three felt not enough attention or time was given o NCEA.

Mention should be made of the fact that, when the questionnaire coding
pattern was applied to the interview transcripts, eight of the thirty two topics
made up almost 50% of the total number of topics in all the interview transcripts.
They were in order of highest to lowest percentage order of the fifty percent;

C.10. Classroom Management; B.2. Adolescence; C.9. Teaching strategies;

A.l. Theory; D.3.Teacher Preparation; C.14. NCEA; C.15. Equity; and D.5.

Relationships with the students they teach.

The interviewer identifies that these topics, when taken in context from
the transcripts, were of the most concern to the student teachers. When
discussing the opportunities for learning about adolescents during their course of
study, most of the concerns under this topic were regarding the management of

this age level in the classroom and what types of punishment/discipline was
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appropriate and acceptable to issue and implement. It was clear from the
comments of all three interviewees that though the outcome was about
adolescents and their issues, and their development, most of the comments were

about how to motivate them, keep them on task and under control.

The question regarding classroom management (C.10: What opportunities
did you have to learn about classroom management?) attracted forty responses
and made up 6.47% of the total number of coding units overall in the interviews.
It would appear from responses that preparation to be a beginning teacher and
The question reiating o the theoreticai base were ciosely iinked. For instance

interviewees stated...

"When you begin teaching full time, you realize how a 12 month course

could never fully prepare you for the realities of teaching”.

"The most valuable lessons learnt during my training were in practical
teaching experience sections. The time constraints of the course mean that
teaching theory is briefly touched upon, but valuable lessons are learnt by actually

being exposed to a myriad of adolescent attitudes”.

"Classroom management should be vamped up. It should be the first book
in the bible. I think it should maybe something that future students could make

sure it keeps being poured into their heads”

The question regarding skill acquisition coded (C.8: What opportunities did
you have to learn sufficient knowledge, skills, processes and teaching strategies to
develop a sustainable and positive learning environment?) accounted for 6.37% of

the total and a selection of the comments follow:
"..but they don't actually teach that at College".

"I have developed my own strategies, my own skills. I consult my teachers

here so in many ways, I know them’.
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The next question explored students’ perceptions of the efficacy of the
theory delivery they received (A.1: Did the GradDipTchg(Sec) programme provide
an adequate theoretical base for the realities of teaching?) was the next ranked
contribution.  Frequently, respondents made comments about theory being

projected as a separate entity from practice, and this is summed up in these

comments ...

“unless you do it practically you don't see it being applied”

"Actually I don't feel that I learnt that much.. they seem to cram it in.”
"I still didn’t have a thorough understanding of what to teach each day.."
"Theory is only theory until you put it into practice".

"without any experience you cannot teach theory”.

"We should be practical but the theory goes out the doorway as soon as

you get into a school because you have to adapt to the situation”.

The next theme explored teacher preparation (D.3: How prepared did you

feel to be a beginning teacher?) and drew 6.02% of the total and the following

selected and representative comments ...

"Really, I think the stuff they're teaching us now, we won't really get to
grips with until a couple of years teaching, by then you can look back and start to
do the reflection and try this method and that method, but when youre a new

teacher there's only one method and that's called survival’.

‘when we got back to University, we had heaps of questions, but we

weren't allowed to ask”.

"Some of the assignments were more useful than others, some just grab my

heart and there's more passion .....we talked about it and I really learnt a lot”.

"The way lecturers teach is how they want us to teach”...They are

breeding us to be just like them”.
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Concerning readiness for NCEA applications (C.14. What opportunities did
you have to become familiar with NCEA?) 5.687% of the responses were attributed

to this topic. Typical comments were...

"We talked about NCEA. It was all assessment week. How to assess the

NCEA lecture? We weren't allowed to ask questions or debate in class”.

"Yes I got resources from the teacher, but I don't really get resources with an

outline of the year or anything (for NCEA) like that.”

"I know it (New Zealand Framework) is important but wish I had had more
practice (in NCEA marking, feedback) in a supportive environment. Now I feel

over my head and unable to effectively mark".

Concerning equity issues (C.15. Did the course offer opportunities to learn

about equity issues?) this made up 5.68% of the total number. Comments were...

"Oh yes. If you felt friction from your peers, if you feel racial

discrimination from your teachers, you wouldn't like it.”
"I really learnt a lot about the Olympics and racism issues”.

"But all teachers can do is to try their best to respect the student and

treat them fair.”

The last category D.5. was asking the participants to what degree they felt
they had to develop relationships in schools with the students? And this scored

5.15 %. Some comments were...

"You know you're on there for three weeks. You only just built up a rapport

by the time you have to leave.”

"You've got to earn respect. You can demand loyalty, but you can’t demand

respect.”

"Very close to the students (the teacher). Very friendly atmosphere in the

classroom.”
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"But after a few weeks I built up a rapport with a few of them”.
"T've learnt how close to get to students.”

The results of these interviews would appear to indicate that these
student teachers generally were prepared to discuss and reflect upon the
classroom and student management, but only to a lesser extent comment on
teaching strategies, theory, teacher preparation, NCEA, equity and the student
teacher’s relationship with the students taught. (These made up just under half
of the coded themes and sub-themes, which had been identified in the original

grounded theory analysis).

The overriding impression from the interviewees was that not only was
theory separated from the practical but this disconnection did not adequately

prepare the students to effectively manage a classroom of children, or teach.

4.2 Questionnaire results and analysis

The information directly from the questionnaire was analysed, formatted
and several types of information displayed as bar graphs. (See figures 1 - 13)
Appendix (iv) The median and mode, frequency of 'no reply’, and individual ratings
per question were shown along with the percentage of responses. The majority of
topics were fairly evenly distributed as percentages greater and lesser than the
neutral mark. There appeared to be no extreme responses. However, a number
of the responses appeared to be skewed, and those with an uneven bias towards

the positive or negative were noted and highlighted.

The number of respondents who judged that they had experienced less
than adequate opportunity to feel competent when teaching, included strategies
for their first teaching subject and the way the course was aimed at teaching for

future classrooms.
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Those with a higher than neutral score were the development of
adolescents; the first teaching subject; an adequate theoretical base; how
prepared they felt as beginning teachers; the feedback received from their
associate teachers; and time spent in classrooms. Their comments from the
participants of the questionnaires were abbreviated and paraphrased and are

recorded in the grid Q.2 in the supplementary materials.

The following categories in the questionnaire produced negatively skewed

outcomes, and can be viewed in the named figure; B.1. Figure 1: educational

for teaching practicai skiiis; C.5. Figure 3:

critiquing curriculum documents; C.7. Figure 4: planning to meet the needs of
individual students; C.12. Figure 5 learning about special needs; and C.13. Figure 6

teaching the gifted and talented.

Those questions to which the respondents commented that they were
provided with adequate or positively skewed opportunities were in the following

categories...
A.11 Theological base (Figure 7);
A.2.1 Practical base (Figure 8);
A.3.1 confident within the New Zealand curriculum (Figure 9);
B.3  Adolescence development (Figure 10);

B4 reflection on professional responsibilities for student guidance and

support systems (Figure 11);
C.6  reflecting on current educational issues (Figure 12);
D.1  teaching in an actual classroom (Figure 13);

D.2 receive feedback from associate teacher;
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E.2  Questioned the beginning teachers’ familiarity with the way the high

school's department functions and question;

E5 requested the participants to evaluate how they measured

themselves as beginning teachers.

In addition to selecting a number on the Likert scale, the participants were
invited to make written comments about any of the subjects in each section of the
questionnaire. All the questions in Sections A, B and C were questions regarding
the Goals and Learning Outcomes from the programme Study Guides. The
questions in Section A addressed the theoretical base; the provision of adequate
practical knowledge of the New Zealand Curriculum Framework, to what extent
the GradDipTchg(Sec) Programme had helped them to be effective as a beginning
teacher; and how they perceived they had been given opportunities to acquire a
wide knowledge of student diversity. Most of the students wrote some comment
in addition to indicating the figure on the Likert scale. The comments are

categorised under each of the Sections in the questionnaire and in three divisions.

These divisions are identified as:
Category 1. Students were critical of the programme;
Category 2. Students were neither negative or positive of the programme and

Category 3. Students perceived value in the programme
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Section A

Comments regarding the Theory component of the programme:

Category 1.

"It seemed to be too focussed on principles that we won't ever refer back to. No

real relevance to actual classroom teaching”.

"There was far too much theory and time spent covering content and situations we
are unlikely to encounter..things that were interesting but of no practical impact. For
instance, our unit on ICT spent ages covering background and theories of information

technology, but no time at all demonstrating how to use a data projector”.

Category 2.

"When you begin teaching full time, you realise how a 12 month course could not

prepare you for the realities of teaching”.

"It is useful to have an introduction to the various theories and try them on

placement. You obviously grow familiar and comfortable with certain theories”.

Category 3.
“The theory was taught in so many ways it was impossible not to learn”.

"The reality which can not be trained for is nothing like classroom placements ever

were. If assessed as excellent, reality in the classroom is adeguate”.

"I felt the theory of learning, cognition theory and teaching theory was well
covered in the course. They made me aware of importance of presenting material to

students in a variety of ways".
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Comments regarding the practical component of the programme:
Category 1.

"The most valuable lessons learnt during my training were in practice teaching
experience...valuable lessons are learnt by actually being exposed to a myriad of adolescent

attitudes”

"Associate teachers varied in their willingness to share experiences, run teaching
rosters. I had a minimum of 3 teachers at each school on TE. It was a juggling act to find
time for useful conversation.. My schools were all similar, high decile rating, co-ed. A

culture shock' when I began teaching at a single sex, large roll school.”

"It never becomes yours even for one lesson. Nowhere are you able to express

this, so you sit, time passes and your placement ends”.

"Three weeks teaching experience does allow you to experiment with strategies
and develop your own skills however, the workload of lesson prep and assignments doesn't

allow for us much application as would be desirable.”

"The pressure of assignments during teaching experience means that lesson

preparation and post mortem’ analysis is not as thorough as you would like”.

Category 2.

The course could not contain more practical due to its length. The practical was
not adequate for teaching as it only gave a small insight into the responsibilities needed to

be an effective teacher.”

"Only on the job training is realistic, but five weeks practice would have been all I

would have been happy with"
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Category 3.

Three hour lectures, group work then assignments, all this to help you in the

classroom”

“The course was balanced well, with enough theory and practical. However, nothing

beats the real thing.”

"Emphasis was placed on classroom management but I feel that this is the crucial

part of teaching. No control, no teaching!

Section B5

This section asked questions on educational technology; development and
issues of adolescents; to be able to analyse a range of professional responsibilities
for a school's guidance and support systems; and confidence in teaching in the New

Zealand Curriculum Framework.

Category 1.

"I requested repeatedly for a placement at ....before the course began..to no avail.
I feel this hindered my ability to experience ‘a wide knowledge of student diversity..three

placements were all similar sized, co-ed urban schools”

"Most of what we learned was interesting, but there was often little emphasis on
applying it practically in situations. The most useless was the ICT unit, it was boring and

irrelevant. Everything else at least was interesting.”

Category 2.

"Pretty confident with my learning outcomes.

60



“Ability of teacher differs from school to school, different opportunities offered

different results achieved.”

"I feel the course can only offer a brief over-view of most areas as the course is
required to cover so much material over a short period. This can be compensated by the

life-skills (maturity) and exposure of the people doing the course.”

Category 3. - There were no positive responses in this category which would

indicate that the participants contributed no additional comments.

Section C

This section dealt with a number of issues and asked the participants to
comment from their own experiences on the needs of diverse students, their
ability to use a variety of strategies to teach practical skills; first and second
teaching subjects; to critique curriculum documents; reflect on current
educational issues; planning tfo meet the needs of individual students; sufficient
knowledge and skills to teach, processes and strategies to maintain a sustainable
and positive leaving environment; to learn about classroom and future classrooms
and classroom management; to teach special needs and the gifted and talented; to
be able to manage NCEA teaching; equity issues and socio-economic issues. Below

is a selection of the comments:

Category 1.
‘Lots of attention paid to diversity issues, etc for political correctness,

I suspect. Too little (time) spent on classroom management beginning teachers’

number one issues."”

"The worst lecture I was ever present at during tertiary studies or the grad

course was NCEA assessment - a shambles of presentation.
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An excellent lecture of gifted and talented, special needs, but reality a mile away

from lecture.”
Category 2.

"Although the course covered all areas listed above to an appropriate level, due to
the length of the course these could not be covered in more depth. Again this could be

compensated by using the students’ life-skills and experiences.

The frequency of comments in each category were measured and it would
seem that of the total forty two comments, eleven were classified as Category 1

and viewed by the beginning teachers as being a negative part of the programme.

Thirteen comments were perceived as Category 2 by the researcher to be

neutral and eleven were seen as Category 3 and ranked as positive opinions.

4.3 Questionnaire analysis

It is important to consider that those beginning teachers who responded to
the questionnaire probably had strong feelings about the course either positively
or negatively, as can be evidenced by the written comments. A high number of
written comments were somewhat negative, and did not always closely relate to
the Likert scale number that was selected and indicated. However, students
expressed some dissatisfaction with the timing and content in the area of
classroom management and the fact that they found the theory disjointed and not
closely linked to the practical. This would corroborate Korthagen (2002), who
believes teacher education, should be aiming to model the integration of theory
and practice, during the programme taught by teacher educators. The
questionnaire responses indicated that the practical classroom learning was more

highly rated than the lecture type presentation of theory and there was little
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opportunity to engage in discussion. Time constraints appeared to mean lecturers
more often that not communicated information by lecturing the whole group. This
resulted in several comments about there being no actual relevance to the
classroom. One student expressed some annoyance that the ICT module was
delivered as a mixture of theories but no practical application for the classroom
"How to use a data projector”. Disappointment was also expressed at the lack of

time to build up a productive relationship with the school students.

Strong comments were also made about the number of tasks, and
assignments the student teachers had to work on during their teaching

experience. It was generally felt that the programme was over-assessed.

The comments revealed some strong feelings about the wide variety of
associate teachers with whom they were required to work. Further comment was
also made about how little time these mentors had to answer questions and help
the beginning teachers with planning to meet the needs of the children in their
classes. NCEA was considered by most beginning teachers as being very
inadequately covered and both group of students expressed a lack of competence

and confidence in their ability to teach and assess the results.
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5.0 DISCUSSION AND CONCLUSION

This study sought to explore the process of learning to teach as it is
delivered in the one year Diploma of Teaching (Secondary) programme.
Particular information was sought in the way the programme of theory and
practice was integrated, and how the experience was perceived by student
teachers of the 2004 year group, both during and after the programme was
completed. In addition the research questioned how competent and effective
these student teachers felt they were to teach in today's classrooms and to what

extent their beliefs and values were affected by the programme.

The research findings throughout this study have revealed that although
there were few very negative responses to the questions posed at the interviews
or those included in the questionnaire, there was strong evidence of a perceived
gap between theory and practice. The vast majority of Student teachers from
both the interviews and questionnaire research placed greater value on the
practical, and they also believed that their beliefs and values were not explored at
the beginning of the programme or considered throughout the programme. Closely
related to beliefs and values, the participants reported that not all their very
different learning needs had been catered for. Some student teachers stated
that their individual ability to develop the skills and knowledge to learn how to
teach were not taken into consideration in the programme. In fact no prior

learning appeared to have been taken into account.

Other issues of concern to the student teachers were occasionally very
strongly reported. These were the lack of preparation for dealing with diversity
among the students they were to teach. It was also apparent that there was a
lack of support from some associate teachers and there were many comments

about strong feelings of survival in the classroom for a number of reasons. The
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researcher also noted that the participants' views of what makes a good and
effective teacher influenced the kind of teacher these student teachers sought
to emulate. There was disappointment at the standard of the information and
delivery regarding NCEA. The research also revealed that the students felt
stressed by the number of assignments they were given during teaching
experience. During lectures at College there appeared to be little or no time to
discuss any issues about teaching strategies they had tried, or critical incidents
they had experienced during their practice time in schools. Some of the student
teachers were also confused about how to critically reflect on their own practice.
Recommendations from this research will need to be considered by teacher
education providers if tomorrow's teachers are to meet the needs of today's and
tomorrow's schools. When each of these concerns is identified in a cluster some
alarm is sounded and they need to be addressed. Each of these critical comments

will now be considered in turn in the following section of this study.

Responses to both the interview questions and the questionnaires generally
indicated that the student teachers found it difficult to relate the theory they
were offered as part of the teacher education programme, and that the theory
taught had little relevance in the actual classroom. Many of the comments from
beginning teachers indicated that the links between theory and practice in the
programme were tenuous and that they had found the practical experience the
most meaningful part of the programme. Their recommendations may well allow
the student teachers’ voices who took part in this research to change, to develop
and improve both the content and delivery of teacher education programmes at

Colleges of Education in the future.

The question remains an issue about how best to integrate, or at least
relate theory and practice in different ways? The researcher believes more
longitudinal research needs to be done to find the best way for individual student

teachers to become effective teachers; teachers who can both care for and

65



educate their students and inspire a lifelong love of learning. Korthagen &
Brouwer (2005, p. 159) promote the method of implementing a programme that
develops interplay between theory and practice.  They stress the need for
“gradual increase in complexity" of student activities over the year of learning;
the interaction and cooperation between the triad of the student teacher, the
associate teachers and the university's visiting lecturer; and alternating the

teaching experience episodes with the college based periods.

The aforementioned researchers, Brouwer & Korthagen (2005 p. 213) state
that the "most prominent in the interplay' between theory and practice was “the
gradual increase in complexity of student teachers activities, the cooperation
among student triads, cooperating teachers and university supervisors, and the
alternation of student teaching and college-based periods”. It can be argued that
Brouwer & Korthagen (2005) were advocating that student teachers be provided

with scaffolding on which to build competency and confidence.

This study reveals a major concern that the transfer of knowledge in the
form of theory taught by a process of transmission is not fully effective and is
not necessarily linked to the actual happenings in the classroom. Whilst the
research has discussed the technical skills and discrete knowledge required for
effective teaching, Doyle (1990, p. 14) on the other hand, insists that the
classroom processes are knowable and learnable and can also be “codified and
systematised” for practical use. Doyle further claims that personal meanings and
beliefs about teaching can be used to describe teaching as a combination of

teaching practices, content knowledge, curriculum delivery and performance.

Many teacher education programmes are made up of a number of separate
courses or papers where theory is presented to the student teachers with little
or no connection to practice, and possibly no connection to other papers or
modules (Tom, 1997). This appeared to be the impression of some of the student

and beginning teachers in this research, and therefore worthy of consideration
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and focus for teacher educators, and those in positions responsible for designing
the one year teacher education programmes for graduates. It should also be
noted that the responses may have been written by students still in the system,
who considered themselves to be vulnerable. However, many of the results from
Brouwer & Korthagen's (2005) research would seem to have revealed similar

dissatisfaction.

To this end these researchers, Brouwer & Korthagen (2005, p. 162) believe
that teachers should be able to go "beyond the transmitting of knowledge using a
text book and should have a command of the knowledge structures that
characterise the scientific disciplines that underpin their subject as well as the
capacity to select, structure and present learning content in forms learnable by
their specific groups of students." The student teachers in this study appeared
to feel that the majority of the knowledge for most of the material, pedagogy and
information, was imparted in lecture mode and used the transmission process.
Integrating theory and practice would be more effective if university lecturers
‘practiced what they teach’. It would be of great benefit to students if lecturers
used different approaches to teaching, as they advocate in their lectures, and

therefore meet the needs of the diverse learners amongst the student teachers.

It is indicated by this study that little attempt was made to establish a
great deal about the beliefs, values and attitudes of student teachers. It would
also appear that more attention could be paid to the prior learning level of
knowledge and skills that student teachers in this programme already possessed
on entry. This study confirmed that the values, beliefs and experiences of the
incoming student teachers were well established and had great impact on the way
they perceived the knowledge, skills, characteristics and behaviour of an effective
teacher. In this research consideration was given to how the students' beliefs
were affected by their individual educational experiences. ~Whilst it was not

overtly questioned in the questionnaire it was indicated by one student teacher,
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with a developmental psychology background, that the associate teacher's

knowledge was "o/d fashioned and outdated".

It was obvious from the questionnaire and interviews that, giving incoming
student teachers an opportunity to talk about and reflect on their own past
experiences and beliefs may have given the teacher educators a good starting
point in building a relationship and presented some indication of individual needs.
To do so is to have the university teacher educators model the good teaching
practice it expects its students to do in schools, particularly in terms of learner-

centeredness.

The Oxford Internship model conducted in the United Kingdom, by
McIntyre & Hagger (1992) provides an example of an interesting programme which
begins by starting with, and building on, the student teachers' beliefs. It
continues with a spiral of alternating University study with practical teaching in
schools. The programme moves from introduction and observation in the school,
teaching partial lessons, teaching whole lessons, and teaching a series of lessons.
This allows the theory to be more closely linked with practice, and relevance to
the individual student teacher, to cater for gradual and appropriate increases in
complexity. Whereas, as previously stated, having had the practical experiences,
student teachers benefit greatly from discussion of an incident or incidents and
an opportunity to interpret these in relation to the theory studied in the course

work.

Previous reference has been made in this research study of the attitudes
and values that student teachers bring to the University. Brouwer & Korthagen
(2005) make it quite clear that, having been allocated a group of students and
having built a relationship with them, it was recommended that the student
teachers be given an opportunity to make their needs explicit and to be able to
discuss and negotiate their expectations of the institution with the teacher

educators. Some of the student teachers reported that this did not happen.
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Having had the practical experiences, student teachers benefit greatly upon their
return to the University from discussion of the incident or incidents and
interpreting these in relation to the theory involved in the course work. During
this cyclic process, feedback would be given to the student teacher whom, it is
believed, would encourage the development of integrating practical experience

with theoretical understanding.

Very few questions were actually asked in this study about diversity.
Those who did comment indicated that, although teacher educators recommended
it, diversity was not modelled in class and that the minority groups were not
questioned. Student teachers claimed that they had no knowledge of teaching
Maori, Korean , Chinese or any other ethnic students and that the "course did not
offer enough opportunity to gain wide knowledge through practical experience”.
The researcher understands the particular student teacher was referring to the
lack of teaching experience in Kohanga Reo centres and schools. One wonders how
competent and confident and well prepared student teachers feel to teach in a
multi-cultural school, Kohanga Reo, or Kura Kapapa Maori schools and centres. It

would seem that this would be a worthwhile topic for an additional research study.

This study revealed that some of the participants felt they had not
experienced a very wide variety of schools, either in decile rating or diversity of
culture. They subsequently believed that they had been given information about
the "socio-cultural’ aspect of teaching and learning but very little about authentic
practice and understanding. One participant was disturbed at making several
requests for experience in a variety of schools which were evidently not organised
for them. Brouwer & Korthagen (2005 p. 154) affirm that in their opinion the
philosophy that underpins teacher education should be "socio-culturally authentic
learning experiences situated in diverse cultural and social contexts”. These two
researchers express a need fo value a bicultural perspective which, in Aotearoag,

New Zealand, validates both Maori and European knowledge and pedagogies, and
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address the question about how the student or beginning teachers’ competence to

teach other cultures could best be developed over time.

This research demonstrates very clearly that those who responded to the
questionnaire had felt abandoned by the University and expressed feelings of
merely “surviving” in the first year. Both groups of participants described
associate teachers as being very varied in their supervision. Many felt that
associate teachers had been too busy to be of much help and did not offer
adequate support both during teaching experience and in the first year of
teaching. It is possible however, that those who had been placed with less than

supportive associates were those who chose to respond to the questionnaire.

The relationship between the student teacher, associate teacher and the
university visiting lecturer was an important reference point as to the outcomes
of the teaching practical experience practice. The researcher wonders how many
associate or mentor teachers are aware of this intervention and support
structure. This question could also be asked of those involved in teacher

education.

Although student teachers often expressed a great desire to have their
own classes, they also made it clear that they quickly became isolated and
socialized by the school culture. In other words they adopt the usual code of
behaviour of that particular school culture in order to survive at least the first
year. This is what has previously been described as “wash out” or "transition
shock”. It was evident that the beginning teachers who responded to the
questionnaire experienced very real feelings of simply needing to "survive”. The
younger teacher is possibly more vulnerable and more susceptible to being
influenced by the general environment than the more mature beginning teacher.
Some beginning teachers reported a need for more input in the form of mentoring

during both teaching experience and at least the first year of teaching.
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The results from the research, more recently undertaken by Brouwer and
Korthagen (2005, p. 155), seem to confirm the 'washed out' effect on beginning
teachers and describe it as 'reality shock' or 'practice shock' and believe that this
occurs when the struggle for control causes frustration. Beginning teachers
describe experiencing a rift between idealistic notions that are nurtured during
teacher education, and the pressure from schools to utilise traditional patterns of
behaviour. It is also very difficult for one person to have very much influence in
established practices in the classroom, especially beginning teachers. This period
of adjustment suggests that a longitudinal study into the extent to which
students' perceive, after another year of teaching, whether or not the programme
adequately prepares teachers. It may be that when survival becomes less of an
issue in their second year, beginning teachers may be able to identify the links
between theory and practice. This would yield useful data for further longitudinal

research.

A number of research findings have already been expressed in this study
regarding the definition of an effective teacher and the transcripts revealed that
the three student teachers who were interviewed, had a clear memory of a
teacher who had had the most influence on them as school students, so were
subsequently confident in articulating the qualities they valued in a teacher. For
example "She was just really cool and caring and from then on I decided I wanted
to be a PE Teacher”. They all had a clear idea of how an effective teacher looked,

sounded and behaved.

Each of these student teachers responded differently to the material,
ideas and concepts contained within the GradDipTchg(Sec) programme. Dan had
firm beliefs about discipline and did not change his belief that students needed
immediate discipline for misbehaviour and used physical activity as a means of
punishment ‘they understood.’ Dannf's use of direct teaching strategies, his

desire to control the students and his choice of press-ups and running as
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immediate punishment options indicated this choice of teaching and management
were still his preference. He reported during his last interview that his associate
teacher informed him that "I was still teaching them like soldiers’, but that he

still found his strategies to be successful.

Neil had expressed a very high value on learning during his first interview
and although he became a little disillusioned, he stayed firm in his belief. The
third participant, Alan who had ideas about changing the world acknowledged that
he could not. He developed more confidence and became more open-minded. In
view of his teaching experience Alan lost his desire to be a 'missionary’ and

commented that:
"I realized I could not be superman and save the world'

The three interviews also revealed that some student teachers felt the
programme took little account of their own incoming beliefs, and the teacher
education programme certainly did not start by establishing what these student
teachers possessed in the way of knowledge and skills to determine what they

needed to do to become effective as a teacher,

By recommending a cyclic programme of teaching practice and a college
based preparation and reflection stage, Brouwer & Korthagen (2005) believe that
teachers starting competence will be developed more effectively. They also
describe in their study how students were posted in groups of four for support,
individual learning processes and feedback, and that this proved to be very
productive. They described a competent teacher as one who could stimulate
pupils' activity during lessons, use problem solving strategies and achieve by
authentic experiences and materials, to nurture co-operative learning. A number
of the responses from this study stated that on many teaching experience blocks
it was often a matter of keeping to the same pattern and established environment
created by the associate teacher. It was obviously difficult for some associate

teachers to release their classes to the student teacher and step back, and
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because frequently these releases were for such a short time, this compromised

the student teachers’ ability to develop their personal growth or be very creative.

NCEA was a topic of concern to a few of the students. One student
teacher thought that the NCEA assessment was "the worst lecture I was ever
present at...a shambles of presentation’’. The responses to this particular question
were evenly balanced by the beginning teachers, who perceived the NCEA
coverage to be either ‘inadequate’ or 'adequate’ with few 'ample opportunities’
recorded. It was evident that those students who were interviewed felt insecure

and in need of more support.

Many of the comments from the interview transcripts and the
questionnaires expressed a desire for student teachers to be engaged in
discussion upon their return to the University, and were disappointed to be faced
with more lectures. This was particularly important to them when they returned
from a block of teaching experience, and they felt the need to discuss real
incidents that they had experienced and which were meaningful to them
personally. This would confirm again that the student teachers were disappointed
not to be able to discuss with their university lecturers matters of concern, or
allowed to share and discuss other incidents experienced by their fellow student

teachers at least during class time.

An unsolicited factor that emerged from the research was the fact that
student teachers recalled that they felt the pressure of having to do assignments
and tasks during teaching experience. Two respondents of the questionnaire

commented that:

"15 weeks practical experience does allow you to experiment with strategies and
develop your own skills, however the workload of lesson preparation and course

assignments doesn’t allow you as much application as would be desirable”and ...

"The pressure of assignments during teaching practice means that lesson

preparation and post mortem’ analysis is not as thorough as you would like. Experiences
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that occur during teaching experience become benchmarks for experiences early in your
career and are most valuable. Failures in TE (dealing with behaviour) are hard learned and

help you focus on more effective strategies”.

However, it is evident that these student teachers when under pressure
adopted survival strategies and clearly identify the need for more and repeated
authentic practice in real situations during the course of the one year programme.
They would have appreciated more support in the form of modelling, coaching,
scaffolding in the classroom and a gradual withdrawing of expert feedback to
develop their own teaching strategies (Gore 2001). It would be important for
associate teachers and teacher educators to provide expert feedback as soon as
possible. If left entirely alone, as were some of the student teachers, they have

only their own knowledge and skills to draw upon.

Comments were frequent from all participants about the need for
knowledge and skills to be able to facilitate self reflection. Some student
teachers also appeared not to understand for themselves, the reasons behind
decisions and actions underpinning a number of teacher behaviours during teaching
experience. These observations would suggest that the work of Korthagen (2002)
be taken into consideration and that teacher education should be aiming to model
the integration of theory and practice during the programme. It would be of
great benefit for associate teachers and lecturers to voice some of their thought
processes whilst making decisions 'on the run' during teaching. A number of
respondents expressed that the associate teacher was often too busy to be of

much help during teaching experience and in the first year of teaching.

The Education Review Office (2004) research into the 'Quality of Year 2
beginning teachers' investigated the extent to which the beginning teachers
possessed knowledge and skills for effective teaching and for the quality of
guidance and support they received from the schools. The research concluded

that, whilst the majority of Year 2 beginning teachers demonstrated good
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practice, there was cause for concern for the teaching of a significant minority,

about the quality of their teaching, and about the school support they receive.

This claim that student teachers found the scaffolding very effective was
born out in this study by the vast majority of the participants who identified the
lack of conscious linking of university learning and theory material and the all too
infrequent opportunities fo discuss actual practical experience with the teacher
educators. This lack of discussion is contrary to the supposed ideal teacher
education processes as expressed by Brouwer & Korthagen (2005 p. 156) when he
claims the evidence clearly shows that “integrative approaches in teacher
education” strengthen the links between theory and practice and have a highly

positive effect on "innovative teaching competence.”

Brouwer & Korthagen (2005) addressed the extent to which teacher
education has an influence over the outcome and profile of teachers, and
discussed the characteristics of a programme that will develop competence in
teachers. Their study made the following observations: that it was their belief
that teacher educators may not display the best examples of teaching and
learning and there was a lack of practical relevance or the transition to real life

classrooms or early childhood centres.

Furthermore, teachers should have “"a command of the knowledge
structures characteristic of the scientific disciplines underlying their school
subject as well as the capacity to select structure and present teaching content in
forms learnable by the specific groups of the pupils they teach” (Shulman cited in
Brouwer & Korthagen 2005 p. 163).

Although student teachers were encouraged to reflect on their teaching,
management, and the students’ learning, they reported that they were given no
structure to implement this. This study would seem to indicate there are some

lessons to learn from research of this nature.
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6.0 RECOMMENDATIONS

The study revealed that some of the student and beginning teachers did
perceive a gap between theory and practice and at this stage in their careers felt
the most effective learning took place in the school classroom whilst on placement.
However, it was very clear that they felt the benefit of good associate teachers,
who provided sufficient feedback to allow them to grow. It would make sense to
have teacher educators encouraged to integrate theory and practice in their

teaching in universities, and to speak aloud some of their thought processes.

Korthagen (2002) describes his concerns about the knowledge transmission
applied in education and confirms that something is wrong when our current
programmes do not appear to provide good examples of effective teaching, or
result in beginning teacher competence. He uses the analogy of a novice skipper
on board a ship. The educators, with the experience of negotiating the waters
give advice and a few broad tips, and then encourage the novice to take the boat
out by themselves. The novice will probably have had the opportunity to first
participate in some observation of the expert. This system is often described as

being practice based, and probably creates the gap between theory and practice.

Korthagen (2002) goes on to describe a different approach. He suggests
that the expert look for a small safer waterway with less traffic, but one that
will, in the judgement of the expert, still challenge the novice. Guided by this
expert, the novice tries to navigate and manage the ship with room to make small
experiments. Now and then the expert comes on board to discuss the questions,
problems and concerns that the novice has actually experienced.  Hence, the
novice reflects on their own experiences and under the guidance of the expert

discovers and reinvents the best approaches to navigate the ship and take care of
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all those on board. After weekly visits of discussion and support the novice will be

able to manage to steer the ship safely on her or his own.

This metaphorical narrative is an excellent illustration of how Korthagen
feels teacher education programmes should be developed in order to serve the
student and beginning teacher well. According to Brouwer & Korthagen (2005
p.158) the aim of teacher education is to develop in beginning teachers a “starting
competence”; teachers who can "stimulate pupil activity, problem-based learning

and adapt to change”.

With regard to the student teachers entry into the university, if we want
our teachers to value diversity in their students then the university system needs
to value diversity amongst the student teachers in the training process. Cultural,
ethnicity, gender, personal experience, previous learning, learning preferences,
beliefs, feelings, self concept are amongst the individual needs to be taken into
account. This can be done by a project set on a topic of the student teacher’s
choice including some information about their values and beliefs. The
recommendation the researcher would make would be a 'mandala’ or a short
autobiography. This would then also allow teacher educators to have some insight
into, and take account of the prior learning of the incoming students. It would be
good modelling. Teacher educators would then be valuing the process of learning
with the content of learning. This would be the practical experience of theory

and practice joined in Praxis.

The reality is that the demographics of the population of Aotearoa New
Zealand is changing and there will be more people from different countries and
cultures being educated in our education system. Inclusive education strongly
advocates for all children, some of whom will have physical and/or mental
difficulties being integrated in regular classrooms. It is therefore important that
we give student teachers knowledge, skills and support to be, and feel competent

and confident when teaching such a diversity of children.
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It would be valuable for student teachers to be exposed to a number of
teaching strategies and assessment criteria for the way the university checks for
understanding, and that they have opportunities to discuss some of these with
teacher educators and associate teachers. It is helpful to establish what kind of
teacher is valued as an effective teacher and this could be done if the
expectations were transparent and agreed upon between student teacher,

associate teacher and college educator.

Almost all student teachers believed that class management has to be
developed before any teaching can take place, and almost all participants in this
research suggested that they found this to be pivotal to being a successful
teacher. The management topic would be more appropriately placed before the
school culture module of the paper outline, and at the beginning of the programme.
More organised and specific lessons from an expert in NCEA would have been
more satisfactory as would reducing the number of tasks imposed on teaching

experience.

This research shared the belief that the school and tertiary partnerships
should be closer, and other responses from the beginning teachers indicated that,
when student teachers graduated with the Graduate Diploma and were employed
as beginning teachers, they were left to 'get on with it'. There were several
comments which seemed to surprise the student teachers that many experienced
teachers who supervised these teaching experience episodes appeared not to
prepare or use formal lesson plans. The study revealed that there was also a
difference in the ability and willingness of associate teachers to mentor, support

and give feedback to the student teacher placed in their classes.

This is in line with Korthagen (2004) who claims that mentor teachers
would help student and beginning teachers if they created an environment that

provides and implements what Korthagen defines as the six stages of intervention.
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These are modelling; contingency management; giving feedback; instructing;

questioning and cognitive constructing.

However, the concerning news is that Aotearoa New Zealand has one of the
world's widest gaps between our highest and lowest achievers. Teachers need to
be able to provide progressively challenging opportunities for students and an

opportunity to become confident and successful learners (Fancy, MOE 2004).

Grudnoff & Tuck (2005 p. 13) maintain there are a number of factors that
contribute to the demands of beginning teachers, many of them related to the
culture of the school, and the inexperience of prioritising tasks. These
researchers indicate that the first few weeks of teaching are critical and that a
good relationship between the mentor teacher and the novice teacher is
paramount in helping the novice who may otherwise suffer from stress which they

name "practice shock"” or "task overload”.

Evans, Lomax & Morgan (2000) in keeping with Korthagen (2000) stress the
benefits and value of a partnership involving all members of the triad; the
beginning teacher, the associate teacher, and the teacher educator. These
researchers like other researchers mentioned earlier, claim that a trust and
openness needs to be the basis of any triad of this nature, and requires sustaining
and nurturing. The research indicates that it is important for teacher educators,
experienced teachers and schools to work together collegially to achieve the best
outcome for all parties, but especially our student and beginning teachers.
Teacher educators need to explore the idea of integration within teacher
education programmes without compromising the content knowledge required to be

an effective teacher.

In the light of this study, if the lines of communication between the
student teacher, the associate teacher and the university lecturer were more
open, a sense of trust and respect could be developed, and this would improve the

opportunity for the student teacher to develop a more productive link between
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theory and practice. The researcher informally spoke with a number of associate
teachers during a recent teaching experience and these teachers generally
expressed willingness, even enthusiasm for receiving some guidance from teacher
educators, before, during and after teaching experience. It would seem desirable
for there to be some other benefit to experienced teachers for being associate
teachers or mentors, by being supported to continue their ongoing learning to
advanced degrees or further education studies. It would also be beneficial for
practicing teachers to spend time in Colleges of Education working with pre-
service student teachers. Teacher educators may also be required to spend some

time back in the classroom for short periods.

This study suggests that there is not an effective ‘one size fits all
approach to teacher education and that provision has to be made to accommodate
as many learning styles as one might provide for school students and that some
work has to be done to improve inclusive education for all students in Aotearog,

New Zealand.

At this crossroads in time, teacher education is much in the public eye as a
result of pressure coming from many quarters, including parents, Boards of
Trustees, politicians, educational reformists and the media. The debate about the
characteristics of effective teachers and teacher education, and teacher status
add to the issue, and it would seem very important that empirical evidence drive

the changes in the content and processes of teacher education.

The researcher would recommend that this Graduate Diploma of Teaching
(Secondary) programme and delivery be reviewed in the way it is taught and
structured and that teacher educators be encouraged to maintain good
communication links with schools. One practical action may be to develop the
partnership by involving the associate teachers more in the assessment of
teaching experience for them to be acknowledged as equally valuable and

respected members of the triad.
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It may well be true that it is not possible to integrate theory and practice
and cater for the individual student in a classroom. It may well be that school
teachers are required to teach a whole class in a school and that in fact student
teachers are actually being taught to teach in today's real classroom. If this is
true then it would be unwise to stop asking the questions about integration of
theory and practice and seek to understand how the discussion can be continued.
As Korthagen (2005, p. 213) declares "Teacher education can make a difference in

regard to the kind of teacher competence graduates develop.”

The researcher would agree very strongly with Hamachek (1978) that when
creating programmes for teacher education we must offer the best that we are

able because
‘Consciously we teach what we know, and

Unconsciously we teach who we are'.
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Appendix (i)

A sample of the questions from the three semi-structured interviews:

First Interviews:

Tell me something about yourself. (allow them to relax and talk)

What qualities do you think makes a good/effective teacher?

What qualities do you have to be a good/effective teacher?

How would you describe your own school experience?

Can you describe a good/effective teacher who taught you at school?
Can you recall a teacher you found difficult to relate to and learn
from?

What do you believe teachers have to do?

Can you describe what the teacher can do to help children learn?

How do you learn?

Describe a time when you had done well at school? Who contributed?
What do you want to learn from this programme?

How do you feel about the programme so far?

Why did you come to this College?

How did your first teaching experience go?

Looking for a starting point to establish the hopes and expectations of
teacher preparation at this College to help the student teacher and

the researcher to evaluate their growth and development

Second Interviews:

Tell me about your last (second) teaching experience?
Respond to answers................Clarify, probe, challenge

How, what, why, when, who? Etc.
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= Describe a critical incident and discuss responses (ALACT. Korthagen)

Third Interviews:

*  Check on their third and last teaching experience:
=  Ask questions about the teaching experience:

»=  Ask for reflection on any critical incident

=  Associate teacher

»=  Visiting lecturer

=  Environment

=  Behavioural system

= Cultural issues

=  Critical incident analysis

*=  College programme positive and negative
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Appendix (ii)

The themes that emerged from the recorded interviews:

The major themes revealed as a result of the grounded theory research
analysis were
e  control or the environment and management of the students
(behaviour)
e  The diversity of associate teachers
e  The lack of connection between theory and practice
e Experience is the best teacher
e  The need to simply survive
e Imbalance of the programme
(School culture too early - management too late)
e Insufficient time spent on NCEA
e  Lack of discussion opportunities

e No account taken of prior knowledge
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Appendix (ii) continued
Total Coding units from Interviews

Code number and topic ~ No coding units % of total units

Al Theory 35 6.02%
A.2 Practical 17 3.00%
A.3 Teaching NZ Curr. 15 2.58%
A4 Diversity 3 0.52%
B.1 Ed Tech 0 0.00%
B.2 Adolescence 53 9.12%
B.3  Ad Issues 24 4.13%
B4 Guidance school 14 2.41%
C.1 Diverse learners 1 0.17%
C.2 Practical skills 11 4.13%
C.3 Ist Teaching Sub 19 3.27%
C4 2™ Teaching Sub 10 2.41%
C.5 Critique curr. 8 1.38%
C.6  Current Ed Issues 0 0.00%
C.7  Planning Ind needs 7 1.20%
C.8 Pos Ing environt, 22 3.79%
C.9 Teaching strategies 37 6.37%
C.10 Classroom Management. 61 10.50%
C.11 Future classrooms 7 1.20%
C.12 Special needs 7 1.20%
C.13 Gifted and talented 0 0.00%
C.14 NCEA Assessment 33 5.68%
C.15 Equity 22 5.68%



C.16

D.1
D.2
D.3
D.4
D.5
D.6

Other information on the coding

E.l
E.2
E3
E.4
ES
E.6
E7

Socio-economic

Classroom practical
Associate feedback
Teacher preparation
Ass students work
Relation/students

Relations/staff

commmit to teaching
schol despt function
When left school
qualifications

Begin tchr confide
1*" Subject

2" Ssubject.

23 3.96%

25 4.30%

12 2.07%

35 6.02%

6 1.03%

30 5.16%

19 3.27%

5 0.86%

12 2.07%

0 Information only
4 0.69 Information
4 0.69

Information only

Information only
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The following are the main contributors to 50% of the course according to
the interviewees' transcripts using all coded units from each and every

interview.

Classroom management  10.50%

Adolescence 9.12%
Teaching strategies 6.37%
Theory 6.02%
Teacher preparation 6.02%
NCEA 5.68%
Equity 5.68%

Relationships/students  5.16%

FIGURE 1: Main Contributors to 50% of the Course According to the Interviewees'

Transcripts

5.16
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Appendlx (iii)
X i

V COLLEGE OF EDUCATION

Te Kupenga o Te Matauranga

14 September 2005

Graduate Diploma of Teaching (Secondary) 2004

Date:

CODED QUESTIONNAIRE

Please contact Anne Kingsley if you need clarification or additional information.

Telephone: 063569099, extn 8734
Email: A.R.Kingsley@massey.ac.nz
Department of Health and Human Development

Please RSVP by 23 September 2005, using the supplied prepaid reply envelope.

Completing and returning this questionnaire will indicate your consent to
participate.

Please note: statements in quotation marks are quotes from the material for 136.431 and 136.432
Integrated Teaching Studies., Massey University College of Education.
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SECTION A: Viewpoints about the Course Goals

A.l

ALl

Al2

A.l3

Al4

Alb5

Consider this statement carefully

“The programme, Graduate Diploma Teaching, including Teaching
Experience has provided me with an adequate theoretical base
for the realities of beginning to teach.”

Please circle the rating point that reflects your present
viewpoint.

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

Please comment about your rating.

Please be specific.

And, give some support for your view with an anecdote or
illustration.
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A.2 Consider this statement carefully

“The programme, 6raduate Diploma Teaching, including Teaching
Experience has provided me with an adequate practical base for
the realities of beginning to teach.”

A.2.1 Please circle the rating point that reflects your present
viewpoint.

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

A.2.2 Please comment about your rating.

A23
Please be specific.

A.2.4 And, give some support for your view with an anecdote or
illustration.

A2b5
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A.3 Consider this statement carefully

"The programme, Graduate Diploma Teaching, including Teaching
Experience has provided me with adequate experiences that
make me confident of teaching within the New Zealand
Framework."”

A.3.1 Please circle the rating point that reflects your present

viewpoint.

Circle one digit only.

0 1 2 3 4

No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

A.3.2 Please comment about your rating.

A3.3
Please be specific.

A.3.4 And, give some support for your view with an anecdote or
illustration.

A3.D
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A.4 Consider this statement carefully

"The programme, Graduate Diploma Teaching, including Teaching
Experience has provided me with a wide knowledge of student

diversity.”

A4.1 Please circle the rating point that reflects your present
viewpoint.

Circle one digit only.

0 1 ps 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

A.4.2 Please comment about your rating.

A43
Please be specific.

A44 And, give some support for your view with an anecdote or
illustration.

A45
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SECTION B: Learning Outcomes From Your Course Outline
for Paper 136.432

B.1

B.2

B.3

B.4

What opportunities did you have to learn to use educational
technology?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn about the development
of adolescents?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn about adolescent
issues?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn how to analyse a range
of professional responsibilities for a school's guidance and
support systems?

Circle one digit only.

0 1 2 3 +
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
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B.5  What opportunities did you have to gain confidence in teaching
within the New Zealand Curriculum Framework?
Circle one digit only.
0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
B.5.1
B.6 Please comment about learning outcomes from your viewpoint:
B.7
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SECTION C: Issues and Views

What opportunities did you have to learn a number of teaching
strategies?

Gt

C.2

€3

C4

What opportunities did you have to learn a number of teaching
strategies to support the needs of diverse students?

Circle one digit only.

0 1 2 3 4

No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn a number of teaching
strategies for teaching practical skills?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to gain confidence in teaching
your first teaching subject?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to gain confidence to teach a
second subject?

Circle one digit only.

0 1 p. 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
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£.5

C.6

€.7

C.8

3

What opportunities did you have to become confident about your
skill for critiquing curriculum documents?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to reflect on current education
issues?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to (gain confidence) in planning
to meet the needs of individual students?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to (gain confidence) in learning
sufficient knowledqge, skills, processes and strategies to
develop a sustainable and positive learning environment?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn a number of teaching
strateqgies appropriate for your curriculum area?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
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C.10

€.l

C.12

R

C.14

What opportunities did you have to learn about classroom

management?
Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to consider how the course was

aimed at teaching for future classrooms?

Circle one digit only.

0 1 2 3 R
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn about special needs
teaching?
Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to learn about teaching the
gifted and talented?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to become familiar with the
NCEA assessment?

Circle one digit only.

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
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£15

C.16

Did the course offer opportunities to learn about equity issues? SOURCE

. - 136.432
Circle one digit only.
0 1 2 3 4 p2
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
Did the course offer opportunities to learn about socio-economic
status issues?
Circle one digit only. p2
0 1 2 3 +
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

C.17 Please comment about issues and views from your own
experiences:
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SECTION D: School Practice Questions

D.1

D.2

D.3

D4

D.5

What opportunities did you have to spend teaching in an actual
classroom?

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to receive good feedback from
your Associate Teacher on Teaching Practice?

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

How prepared did you feel to be a beginning teacher?

0 1 2 3 4
Not well Poorly Adequately Well Very well
prepared prepared prepared prepared prepared

What opportunities did you have in Teaching Experience to
develop your ability to assess student’'s work?

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

What opportunities did you have to develop relationships in the
school with students?

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity
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D.6

What opportunities did you have to develop relationships with the
staff in schools?

0 1 2 3 4
No Insufficient Adequate Ample Too much
opportunities opportunities opportunities opportunities opportunity

D.7 Please comment on your school practice:
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SECTION E: Perspectives on Your Diploma Preparation and Some
Background Information

Tk

B

E.3

E4

ED

Are you committed to teaching as a long-term career?
Circle one digit only.

0 1 2 2 4
Not A little Moderately Very Fully
committed committed committed committed committed

To what extent are you familiar with the way a high school department functions?

Circle one digit only.

0 1 2 3 4
Not Slightly Adequately Very Fully
familiar familiar familiar familiar familiar

How many years ago did you graduate from high school?

Please circle.

3 - 5 years 6 - 10 years 11 -15 years 16 - 20 years over 20 years

What university qualifications do you hold?
Please list

What is you own assessment of your competence as a beginning teacher?

Circle one digit only.

0 1 2 3 +
Not Marginally Adequately Very Fully
competent competent competent competent competent

115



E.6 My first teaching subject at the College of Education was:

E.7 My second teaching subject at the College of Education was:

E.8 Please comment on the preparation, background:
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SECTION F: Current Status

F.1  Present teaching position

F.1.1 School School student population:
F.1.2 Area / Contributing (please circle)

F.1.3

F.1.4 Teaching Title

(Please circle one of the following.)

F.1.5 Full time Part time Reliever Other

F.1.6 Teaching Subject/s

F.2  School Details - please circle all appropriate options

F.2.1 (i) Fully comprehensive

F.2.2 (ii) Single sex - Male / Female
F.2.3 (iii) Co-ed - (mixed sex)

F.24 (iv) Private

F.25 (v) Country

F.2.6 (vi) Catholic

F.2.7 (vii) Contributing

F.2.8 (viii) Years 9-12

F.2.9 (ix) Independent

F.210(x) Other:

F.2.11 Decile Rating

F.3  If notinany teaching position, please state your current status in respect to
teaching intentions.
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F.4 Please add any other comments you would like to make about the Graduate
Diploma programme.

~~ Thank you for your feedback and cooperation ~~
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Appendix (iv) GRAPHS

FIGURE 2: Distribution of Responses to B.1 (educational technology)
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FIGURE 3: Distribution of Responses to C.2 (strategies for teaching practical skills)
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FIGURE 4: Distribution of Responses to C.5 (to be confident about your skill for critiquing
curriculum documents)
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FIGURE 5: Distribution of Reponses to C.7 (planning to meet the needs of individual students)
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FIGURE 6: Distribution of Responses to C.12 (to learn about special needs teaching)
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FIGURE 7: Distribution of Responses to €.13 (to learn about teaching gifted and talented)
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FIGURE 8: Distribution of Responses to A.1.1 (present view point - programme provided
adequate theoretical base)
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FIGURE 9: Distribution of Responses to A.2.1 (present viewpoint - programme provided
adequate practical base)

40% -

30% 1

20%

Percentage of Responders

10% -

| 0%
1 2 3
Responses

1 =responded 0 or 1 2 = responded 2 3 = responded 3 or 4

Likert Scale:
0 =No opportunities 1 = Insufficient opportunities 2 = Adequate opportunities 3 = Ample opportunities 4 = Too many opportunities

122



FIGURE 10: Distribution of Responses to A.3.1 (confident with the New Zealand Curriculum)
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FIGURE 11: Distribution of Responses to B.3 (to learn about adolescent issues)
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FIGURE 12: Distribution of Responses to C.6 (reflecting on current educational issues)
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FIGURE 13: Distribution of Responses to D.1 (to spend teaching in an actual classroom)
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FIGURE 14: Distribution of Responses to D.2 (to receive good feedback from your Associate
Teaching on Teaching Practice
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Appendix (iv) continued

Analysis of Data and Graphs from Questionnaire

Analysis of data from questionnaire
Figure 1.1
The above analysis spread sheet indicates the distribution of ratings from the
14 returned questionnaires as they appear under the coding for the learning
outcomes of the Grad.Dip.Tchg (sec) programme
Also shown is the median and mode of each of the codes and the frequency of
each rating.
It is clear from the percentage distribution that some of the learning outcomes
were skewed.  Those with a low percentage in the 7% or less than 7% appear
to be those that were considered provided with adequate or ample
opportunities. They are

A.2.1"'adequate practical base’,

B.2.'development of adolescence’,

B.3. '‘adolescent issues'’

B.4. 'schools guidance and support systems'’

B.5. 'teaching within the New Zealand Curriculum’

C.1. 'supporting the needs f diverse students'’

C.3. 'teaching first teaching subject’

D.2. 'Feedback from Associate teacher'

D.3. 'how well prepared for a beginning teacher’

D.5. 'relationships with school students’

E.1. ‘committed to long term career’

E.2. ‘familiarity with high school department functions’
Those ratings that were recorded at less than 7% in the more than 2% ratings

were:
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C.7. Planning to meet individual needs’

C.11 'course aimed at future classroom teaching’

C.13 'teaching the gifted and talented’
The vast majority of ratings were around the median
The study revealed that the rating scale described the number 4 in each case as
a negative comment and this led to the scale probably being reduced by one. 1In
hind sight it may have been confusing to the participants.
However, very few number 4's were circled. This I assumes was because the
participants actually read the description and decided whether or not they
wished to make this as a statement. One person recorded a '4’ for‘quesfion
A.1.1. indicating that they had been provided with too much theoretical base for
the realities of beginning to teach.
In the cases of question E.1 and E.5 the 4 rating is a positive statement and in
the case of E.1'are you committed to teaching as a long term career’ the rating
of 4 is 'fully committed’, and in the case of E.5 a rating of 4 is described as fully

competent.
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