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Abstract

This paper aims at reporting the initial development of primary student 
teachers, enrolled in an established teacher education programme, in 
which the school experience has been undergoing change.  Two student 
teachers have been involved in an intensive case study. Data has been 
collected at the beginning of the programme, and before and after the 
block practicum. Data included concept maps, focused written 
self-evaluations of their video-taped teaching episodes, post-lesson 
evaluations and weekly journals. Analysis in the paper concentrated on 
their concept maps. Results seem to show student characteristics, 
university courses and practicum experience all have influences on 
student teacher development. 
 
Introduction

Practicum experience has been regarded as the most important element of 
learning to teach. Studies of practicum informed us that student 
teachers learnt about teaching during the practicum and their learning 
was influenced by  a number of  factors (Zeichner, 1986a) as well as 
differing views about the role of the practicum (Zeichner, 1990).

Recently an amount of research in teacher thinking studied the 
developmental change among student teachers in a particular programme 
or course which was accompanied by a practicum.  The practicum  was not 
the focus of the study in which data was only obtained before and after 
a programme. For example, Morine-Dershimer (1993) used concept mapping 
to assess the conceptual changes at the end of  a course (including a 
field experience) among pre-service teachers and reported that 
qualitative shifts in responses on pre-and post maps were obvious.   

Butcher (1992) examined  student teachers' conceptual development in 
the classroom management domain and found that the practicum experience 
was related to their conceptual change. After the practicum, a first 
year student and a third  year student restructured and tuned  their 
schemata. 

Dunkin et al. (1994) compared the responses of 19 student teachers to a 
question about ways to enhance students'  learning before and after 15 
days of block practicum. Responses were analysed according to 4 



dimensions: Structuring, Activity, Motivation and Relationships. 
Although no statistically significant differences were observed, the 
student teachers were more likely to refer to Structuring (e.g. Explain 
what you are going to do)  and less likely to refer to Activity (e.g. 
Activities that would interest them)  after the practicum. Another 
finding was statistically significant. Before the practicum, about one 
third of the students indicated that their answers would be different 
if they were teaching a particular subject. However, after the 
practicum when an extra 20 students were interviewed, only one student 
( 2.5%) remained in this category and one student (2.5%) was unsure. 

Other studies, however,  seem to suggest  practica have little impact 
on specific ways of thinking, such as their concerns about teaching 

(Cohen, 1983) and the levels of self-confidence (Griffin, 1983) among 
student teachers.

Calderhead and Robson (1991) investigated student teachers' entering 
knowledge about teaching and how this knowledge influenced their 
learning within the courses. It was found that for some of the student 
teachers, their images of teaching seemed to act as an ideal for them 
to achieve and a framework to  interpret information. "One of the 
apparent features of student teachers' images... was their 
inflexibility. Images appeared to be fairly restricted, rigid, and 
insensitive, focussing on a few specific kinds of activity." (p.6) 
McLaughlin (1991) examined 26 secondary student teachers' beliefs about 
teaching and concluded that " The study supports research which has 
corroborated  the staying power of student teachers' entering 
perspectives."

Weinstein (1990) looked at changes in 38 elementary student teachers 
and reported the findings that their conceptions of really good 
teachers remained largely the same through out the semester. But 
changes were found with more students mentioning ability to maintain 
discipline and enthusiasm for teaching; fewer students mentioned 
motivating pupils and willingness to spend extra time and effort. 

Considering the inclusive findings of the studies, and the fact that 
student teachers have individually different characteristics, 
experiences, and entering concerns, the development of student teachers 
seemed to be complex. They might not necessarily follow the same path 
and pace in their development, as Butcher (1994) has observed. In order 
to gain more understanding in this regard, researchers have called for  
more intensive examination of influences and their impact on the 
development of  student teachers.

This study is such a response, designed to investigate the initial 
professional development of two first year primary student teachers, 
particularly the role of their first practicum in their learning to 



teach. Information gained from this or other similar studies will be 
important for teacher educators to  better shape their programmes. 
Methods
Samples
The sample in this study was four first year primary student teachers 
in a B Teach programme at a metropolitan university in Sydney. A 
stratified random procedure, which was based on students' academic 
level (TER scores), was used for selection. The case study sample 
included two academically successful student (with high TRE scores) and 
two less-successful students (with average TER scores). They were fresh 
graduates from high school, aged from 18 to 19 when they participated 
in this study. They represented the majority of the students in the 
programme which was under study. Attrition occurred in this sample 
whose number declined from four to two, when one high and one average 
student withdrew from the study. The following are two brief profiles 
of the two student teachers. A more detailed profile is presented in 
page 11 of this paper. 
Kerry
Kerry was 18, with a high TER score of 80.45% when she entered the B 
Teach Programme.  She is confident about herself. Her Locus of Control 
Behaviour (LCB) score was 13 (average 28.3 for university students) 
which is very internal. According to theory, people of high internal 
scores tend to be self-directed, requiring only minimum guidance and 
support. As indicated in her concept map produced in L1,  her prior 
beliefs mainly associated with good teaching were listening, helping, 
motivating, teaching and understanding. The formation of these concepts 
was mainly influenced by her observation of teachers as a student. 

Nicole
Nicole was 18, with an average TER score of 59.9% when she entered the 
B Teach Programme.  She was less confident about herself. Her LCB score 
was 43 (average 28.3 for university students), very external. According 
to theory, people of high external scores tend to be other-directed,  
needing considerable guidance and support. In her first map, Nicole's 
key prior beliefs about good teaching were communication and being an 
appropriate model. The formation of these concepts was mainly 
influenced by her tutoring  experience before she entered the 
programme.
The Context
The study was conducted in the context of a 3-year primary teacher 
education programme. The field experience included one day per week for 
5 weeks, a three week block practicum in the first semester and another 
week in the second semester. Student teachers were allocated to a 
supervising teacher in pairs. Each student teacher had a learning 
partner with whom they could share the planning teaching and evaluation 
of the experiences. Student teachers were involved in five different 
types of activities including observing, assisting in the classroom, 
teaching, and university devised tasks. The latter were observation and 



work with individual students and groups. These tasks were related to 
the subjects they were studying on campus.

Questions to be Answered 
This paper sought to answer the following questions :
1.What changes were identified in student teacher learning, 
       which was measured by concept mapping, by comparing their 
       learning about teaching at the beginning of the programme
      (L1), before (L2) and after their practicum (L3)?
2.To what extent were the changes related to: 
(a) student teacher characteristics, (e.g. age, attainment 
           levels, locus of control, prior experience, and personal     
        
           views about teaching)
 (b) university courses (content and organisation) and 
(c) practicum experiences (supervision, relationships and 
            interaction, school environment)?
Data Collection 
Data Collected on L1, L2 and L3 Occasions
Concept mapping procedures were used to measure the learning of the 
student teachers at different points in the programme. The first 
occasion was at the beginning of the programme(L1), the second (L2) and 
the third (L3) were before and after their three-week block practicum 
respectively. The student teachers were asked to draw a concept map to 
demonstrate their ideas about the characteristics of good teaching. A 
concept map is a visual representation of individual's ideas about the 
elements of  a topic as well as the relationships between the elements. 
Students were also required to write a brief explanation about how they 
organised the map. An example of a concept map from the students is 
presented in Figure 1.      

Figure 1
A Concept Map Produced by Student Teachers

Data Collected on L3 Occasion
In order to verify the researcher's interpretation of the student 
teachers'  professional development, the student teachers were invited 
to an interview, they examined their concept maps collected on the 
three different occasions and then described  what had changed in  

their maps and explained the major source of influences. Practicum 
journals and post-lesson evaluations were also collected and used as 
sources of data for interpreting concept maps. 

After the practicum, the student teachers were asked to fill out three 
questionnaires. One was concerned with their perceptions of their 
practicum experiences in general (STPPQ) whereas the other was related 



to their perceptions of the schools in which they did their practicum. 
This questionnaire was modified  from the Fisher and  Fraser's School 
Level Environment Questionnaire (SLEQ) which was published in 1991.  
The third questionnaire was a scale to measure locus of control 
behaviour (LCB) developed by Craig et al. in 1984.
Data Analysis

Since the aim of this study was to explore the initial developmental 
processes of student teachers, a grounded theory approach  was 
appropriate. Data analysis, such as the development of  categories and 
criteria for analysis, were derived from the data.

The analysis of concept maps was focused on content and meaning. A 
category for coding was developed according to the data, as it is seen 
in Table 1. The concepts were coded, categorised, and the frequency was 
counted on different occasions, as presented in Table 2. Interviews 
were transcribed for subsequent analysis.

Table 1
Concept Maps: Categories and Sample Responses 
CategoriesExamples
1. Curriculum
1.1  GoalsPromote thinking, 
         develop social well-being
1.2  Contentrelated to real life, facts about a topic,
            interesting topic
1.3  Materialswell-prepared, well-organised, selected,
                    concrete
2. Teaching
2.1  PlanningPlan lessons
2.2  Approach Student-centred                                
2.3  InstructionalWell-structured, maintain interest, encourage 
        Processesstudent participation, clear instruction,
effective use of resources, 
cater for individual differences, 
                               time on teaching task,
2.4  Teaching/LearningHands-on work,
       Activities                discussion
2.5  Classroom Discipline, control,  positive and negative 
       Managementreinforcement
2.6  EvaluationAsk questions, set follow-up task/homework, 
       & Feedbackfair assessment, encouragement, 
constructive, soon after event
2.7  Relationships Respect students, establish 
       with studentsrapport with students

3. The Teacher
3.1  Personal                       Caring, enthusiasm, friendliness, 



patience,  
       Qualities & Attitudessensitivity, understanding, humour,
                                   creativity, confidence, 
non-discriminated, 
                                   flexibility, seek for 
self-development
3.2  Understanding Ability, background, interest 
       of  Student      stage of development
3.3  ProfessionalGood subject knowledge, 
       Knowledgegood communication skills, 
                                           
3.4 Professional Communicate with other staff, parents,
      Relationshipsadministrators

Post-lesson evaluations and journals were used to trace the main themes 
of their development during the practicum. Locus of Control Behaviour 
(LCB) scores were calculated to determine the internal or external 
locus of control behaviour of the student teachers. Responses in the 
Practicum Perception Questionnaire (STPPQ) were analysed to obtain the 
student perception  of the experience of the practicum. Data are 
presented in Table 3.

The School Level Environment Questionnaire(SLEQ) was analysed according 
the Fisher and Fraser's scoring procedures to produce a profile of the 
two schools in which the students did their practicum. Table 9 
summarised the characteristics of the  environment of the two schools, 
as perceived by 16 student teachers.

Results

Conceptions of Good Teaching
Table 2 summarises the overall changes of the content and meaning of 
the concept maps produced on 3 occasions. Table 3 and Table 4 present  
the major changes of individual student teachers.  

On L1 occasion, the main emphasis for both Kerry and Nicole about good 
teaching was teacher personal qualities and attitudes (PQA). A second 
emphasis was instructional processes (IP). Their concepts were centred 
in 2 areas (teaching and the teacher). 

On L2 occasion, Kerry extended her concepts from 2 categories to 8 
whereas Nicole from 4 to 6. Kerry increased the number of her concepts, 
from 10 to 15, with 10 new concepts (66.67% of the total in map 2) as 
indicated in Table 3. This seemed to show a great amount of learning 
had happened at this stage. Nicole decreased the number of concepts 
from 12 to 10 in L2, but learning did happen here. Table 4 shows that 
she had 8 new concepts (80% of the total in map 2). The most emphasised 
category for both of them was still teacher personal qualities and 



attitudes (PQA) but a shift to instruction process (IP) was indicated. 
Kerry extended her concepts in all 3 areas (curriculum, teaching and 
the teacher).  At this stage, Nicole maintained her concepts in 2 areas 
as on the L1 occasion.         

After the practicum (L3), both Kerry and Nicole decreased their number 
of concepts. Kerry from 15 to 11 (decrease 26.67%) and Nicole from 10 
to 8 (decrease 20%).  This suggests that a consolidation process might 
have happened during and after the practicum. Referring to Table 4,  
Kerry had  4 new concepts in map 3 (36.36% of map 3); a considerable 
amount of learning related to good teaching occurred in the practicum. 
As indicated in the interview and her journals, she attempted to 
implement her ideas about good teaching along with her learning in 
university courses and to learn from the supervising teacher.   

Nicole had only 1 new concept added to map 3 (12.55%), indicating that 
she slowed down a little in new learning but tried to consolidate what 
she had learnt in the university course, and this was confirmed in the 
interview, she viewed the practicum as an occasion to put her own ideas 
about good teaching and what she had learnt in the university courses 
into practice.

In terms of categories on this occasion, Kerry still had her major 
emphasis on both PQA and IP. Nicole's concepts had shifted form PQA to 
IP and extended to all 3 areas (curriculum, teaching and the teacher).
    
       

Table 2
Concept Maps: Responses Classified in Categories  
                                         Kerry                       
Nicole 
OccasionsL1L2L3L1L2L3         
Total concepts10151112108  
1. Curriculum 

1.1  Goals1  
                  
1.2  Content21
            
1.3  Materials1

2. Teaching

2.1  Planning1 



2.2  Approach 1

2.3  Instructional333324
        Processes                           

2.4  Teaching/111
       Learning
       Activities                

2.5  Classroom211 
        Management

2.6  Evaluation21
       & Feedback 

2.7  Relationships1  
       with students

3. The Teacher

3.1  Personal743741                                                 
       Qualities 
       & Attitudes                                                      
           

3.2  Understanding1
       of  Students      

3.3  Professional11 
       Knowledge 
                                              
3.4 Professional 1
      Relationships

Total Categories 286465
Total Area          2 33223

Table 3                 
Major Changes in Kerry's Maps
OccasionsL1L2L3
No of Chunks233                 

No of levels222

Total concepts101511

New concepts10 (66.67%)4 (36.36%)



Old concepts5(33.33%)7 (63.64%)

Table 4                 
Major Changes in Nicole's Maps
OccasionsL1L2L3
No of Chunks122                 

No of levels334

Total concepts12108

New concepts8 (80%)1 (12.55)

Old concepts2(20%)7 (87.5%)
     
Table 5
Kerry's Developing  Concepts
OccasionsL1L2L3
Pre-programme
Concepts
about Teaching
ListeningXX
HelpingXXX
MotivationXXX
TeachingXXX
UnderstandingXXX
Concepts 
Presumably 
Acquired from 
University Courses
Communication SkillsXX
ExpressionXX
PatienceXX

   
Table 5 describes briefly Kerry's initial development.

Prior beliefs (L1)
As indicated in her map, Kerry categorised her concepts into two 
chunks: "positive acts" and "negative acts".  Her key concepts 
associated with good teaching were listening, helping, motivating, 
teaching and understanding. Also in her map were 8 explanation tags ( 
they were not counted as separate concepts) to further explain the 
meaning of her concepts. 

The formation of these concepts was mainly influenced by her 
observation of teachers (both good and not so good) in  high school as 
a student. She decided to learn their good behaviours and to avoid 



their undesirable behaviours.

Learning measured before the block practicum (L2)
In her second map, Kerry restructured her schemata of teaching. The map 
started with 3 chunk headings: organisation, expression and teaching 
facts (she means teaching subject matter). There were 15 concepts, 
organised on two levels. The chunk of "organisation" was new and was 
placed in a first important position. The second chunk "expression" 
contained some of her existing concepts: listening, understanding and 
good motivation skills, with three new ones : interesting topic, good 
verbal techniques and patience. The third chunk included two new ones: 
"giving hands on work" and "letting kids think for themselves". The old 
one was "being helpful".  In the interview, Kerry identified the major 
influence was from the "Teaching 1" course which included lectures and 
micro-teaching, with a strong link of  theory and practice. But she 
also admitted she was a bit "stuck" at that time. 

Learning measured  after the practicum (L3)
After the practicum, Kerry restructured again her schemata of teaching. 
Her third map included 3 chunks. The first was "Teaching actual facts". 
In it the "understanding" was the old one and it regained its important 
position. With this chunk, there were two new concepts, allowing 
student-centred mode and positive reinforcement. The second chunk was 
termed "motivation", including creativity (she meant the same as 
"expression" in the 2nd map), individualised aid and assistance. The 
third chunk was "patience" which was an  old concept but being put into 
a more important position, with good communication skills (old) and 
control over the class (new) under it. In the interview, Kerry 
identified the influence as being mainly from the practicum, and the 
supervising teacher was the key figure in this experience:

" My major influence was the teacher. Because I could see from the way 
she was teaching how the kids was reacting, what strategies grabbed 
their attention or made them learn something,  how kids behave towards 
her. I thought that all the behaviour was excellent. Her teaching 
strategies, her involvement, friendship and relationships with the kids 
must be good for the kids to be like that so I would like to be a bit 
like her. " (Interview, Kerry 94)

Table 6
Nicole's Developing  Concepts
OccasionsL1L2L3
Pre-programme
Concepts
about Teaching
CommunicationXXX
ListeningXXX*
UnderstandingXX



ParticipationXX
Concepts 
Presumably 
Acquired from 
University Courses
Effective TeachingXX
Effective LearningXX
Management SkillsXX
Concrete MaterialsXX
Positive attitudeXX*

  * concepts were not put in map 3,  but subsumed under the concept of 
communication 

Table 6 reports Nicole's overall concept development in the study.

Prior beliefs (L1)
As indicated in her concept map at the beginning of the programme (L1), 
Nicole's key concepts associated with good teaching were communication 
and being an appropriate model. The formation of these concepts was 
mainly influenced by her two years' tutoring  experience before she 
entered the programme.

Learning measured before the block practicum (L2)
In her second map, Nicole restructured her schemata of teaching. The 
map started with 2 chunk headings: effective teaching and effective 
learning. There were 10 concepts, organised on three levels. The 
concept "communication" was put under the chunk of effective teaching 
together with 3 new and 3 old concepts. The second chunk "effective 
learning" contain 4 concepts but 2 of them were the same concepts which 
appeared in the first chunk. In the interview, Nicole identified her 
that  structure of the map and concepts were influenced by the 
"Teaching 1" course.  

Learning measured after the practicum (L3)
After the practicum, Nicole tuned her schemata of good teaching. Her 
third map included 2 chunks, with the same structure as in her 2nd map. 
This time there were 8 concepts, with only 1 new one added. The concept 
of "communication" was put in exactly the same position as the 2nd map. 
At the bottom of this map, was "participation" (this concept appeared 
in the first map, but in laymans' language). In the interview, Nicole 
spoke about how she found  communication and participation were so 
important in her practicum experience.

"I had a Year 2 class and if you don't explain what you're to do they 
don't understand so if you can't communicate with them ... And I think 
all my ideas were from prac, what I learned and like if kids don't 
understand what you're saying, you discuss it with them. And I had 



participation on both sides(of the concept map produced after the 
practicum), I thought that was really important and most of my  
lessons,  I had concrete materials because they were Year 2, and like 
maths and  that not all of them understood so easily. " (Interview, 
Nicole 94)   
 
Influences Related to Changes
In this study, student teacher characteristics, university courses and 
practicum experiences all have their parts to play in the professional 
development of  student teachers. 

Student characteristics

In the case study, age did not make any difference since the two 
student teachers were the same age. The more academically successful 
student, Kerry seemed to start with confidence and to make better 
progress in learning to teach. She appeared to have high standards in 
judging her own teaching and better awareness of the events in the 
classroom. In the last week of her block practicum, her supervising 
teacher was absent from the school, she was very  confident and relaxed 
with her teaching. As discussed earlier, Kerry had 4 new concepts in 
Map 3 whereas Nicole had only one. It appeared that Kerry was faster at 
acquiring and processing new learning.  

The two differed greatly in their locus of control scores, but their 
development did not seem to be obviously influenced by that since they 
seemed to be placed in a congenial environment. Kerry with very 
internal scores, was placed in an environment with only minimal 
guidance and basic support from the supervising teacher. No support 
seemed to be given by the university adviser.  Nicole with very 
external control scores was placed in an environment with full 
guidance, good support from the supervising teacher and the university 
adviser.

Their prior beliefs of good teaching established the focus or starting 
point for their initial development. They tried to implement both their 
beliefs and  the learning in the university in their practicum, as 
indicated in their post-lesson evaluations and journals. Kerry promoted 
the learning of her students by interesting content, materials and 
activities. Nicole communicated with her students by using concrete 
materials and discussion to foster participation. They adjusted their 
prior beliefs and experienced new learning.

University courses
As has been mentioned in the development of concepts about teaching, 
both the students indicated the "Teaching 1" was the major sources of 
their change in the map 2. The course contained two parts: "Psychology 
in teaching and learning" (theory) and micro-teaching (practice).   



Practicum experiences
In the interview, Kerry and Nicole related the source of influences on 
their map 3 to the practicum experiences. Table 7 is a summary of Kerry 
and Nicole's perceptions of their practicum. Both of them enjoyed it 
and learnt from it. Their major learning was in teaching and managing 
children in a classroom setting. Kerry learnt about classroom 
management from her supervising teacher and experienced success, as she 
often mentioned in her post-lesson evaluations and  journals. She also 
learnt how to motivate her students to learn.

Nicole's main achievement was to adjust her teaching to the ability of 
students. Also, as she expressed in the interview, "Tutoring is one to 
one, micro-teaching is one to one small group, but practicum was one to 
one class. Children have different levels of ability..." (Interview, 
Nicole, 94).    
Table 7
Student Perception of Practicum
KerryNicole
Global1. Liked it1. Enjoyed it 
Perception2. Kids were great2. Had good rapport with students
3. Able to maintain 3. Supervising teacher helpful
            order
4. Student learnt
Major   1. Control of class1. Adjusting lessons plan to  
Learning2. Assisting in    ability of students
Outcomes    classrooms2. Planning lessons for a wholeclass

    3. Teaching3. Control & discipline

Supervision

Table 8
Student Perception of Supervision
KerryNicole
Supervising Teacher
What my Confidence1. Confidence 
supervising2. Planning skills
teacher3. Self-evaluation
tried to
develop in me
StrategiesBy suggestingBy discussing plans  
used  what could be done before lessons,  
for improvement giving written comments
in the report.for improvement after lessons.
RelationshipsAlmost as As colleague
with mecolleagues



Our interactionQuite Active
active
University Adviser
What myNothing1. teaching skills 
university2. planning skills
adviser3. self-evaluation
tried to
develop in me
StrategiesNothing By discussing plans  
usedbefore lessons,  giving written comments
for improvement after lessons.
RelationshipsAlmost as Almost as 
with meteacher colleagues
& student
Our interactionPassive Active/Passive

Table 8 presents Kerry and Nicole's perception of their supervision in 
the practicum. Kerry's supervising teacher attempted to develop Kerry's 
confidence in teaching. She did not comment much on Kerry's performance 
during the practicum but  gave Kerry freedom to make decisions. Their 
relationship was almost as colleagues and interaction was quite active. 
Kerry admired her teaching style,  she was the role model for Kerry in 
this experience. The university adviser assigned to Kerry perceived his 
role was to liaise between the University and the school. Kerry did not 
see much of him, no comments were received from him. Their relationship 
was of teacher and student and interaction was passive.         

Nicole's supervising teacher aimed at developing her confidence, 
planning skills and self-evaluation. She discussed with Nicole her 
lesson plans before lessons and gave her written comments for 
improvement after the lessons. She read Nicole's self-evaluations and 
occasionally gave her written responses.  Their relationship was as 
colleagues and interaction was active. Nicole felt that her supervising 
teacher was interested in her development and wanted her to gain as 
much experience as possible. The relationship between Nicole and her 
university adviser was almost like colleagues. Nicole felt he was 
interested in her learning and teaching experience. Since he did not in 
school very often, their interaction was neither active nor passive.

School environment

Table 9
Characteristics of School Level Environment

                                           School A                     
 School B
                                                        N=6             



                           N=10
Dimensions                  M           SD       M                 M    
       SD       M                                   

Student support25.833  4.719  24.500 26.700  1.703  26.500 
Affiliation22.667  5.241  23.000 25.200  3.084  23.000
Professional interest26.333  2.875  25.000 24.000  2.539  24.500 
Staff freedom22.333  2.875  23.000 18.600  3.098  17.000
Participating decision22.833  2.927  22.000 22.400  1.897  21.000
Innovation22.667  1.966  22.500 22.600  1.265  22.000
Resource adequacy25.833  2.563  26.000 25.800  3.994  26.500
Work pressure22.833  3.061  22.500 21.500  2.369  21.500

Table 9 describes the school environment in which Kerry and Nicole did 
their teaching practice. Both schools seemed to be appropriate for 
student teachers to have their teaching practice.

Kerry was allocated to School A. Although it is not obvious in the mean 
score in Table 9, Kerry and two other student teachers felt that 
"Affiliation" (sense of belonging) was not particular strong in school 
A. But as Kerry mentioned in the interview, student teachers were 
attached to a particular classroom, and Kerry felt she was well 
accepted by her supervising teacher.  

School B appeared to be low in "Staff freedom" but high in "Student 
support". Nicole had good rapport with the  children and was supported 
by her supervising teacher. 

In the interview, both  Kerry and Nicole related the source of 
influences on their map 3 to the practicum experiences. 

Discussion
 
Student teacher initial development
The two student teachers' development in this case study appeared to be 
thematic. Prior beliefs about teaching might not filter what student 
teachers learnt in the education programme, as a number of studies 
indicated. These beliefs appeared to be the focus of their initial 
development.

The influence of the teacher education programme
As is shown in their second maps which were produced after a few 
university courses and before the block practicum, new concepts were 
increased drastically. At L2 stage,  student teachers seemed to learn 
rapidly about teaching. In the interview, they related their learning 
to a particular course which had close links between theory and 
practice. 



Role of practicum
The two student teachers appeared to adjust their prior beliefs about 
teaching and the learning from university courses in the practicum. 
Some of their declarative knowledge might be transformed to procedural 
knowledge, as they mentioned about "from knowing what to knowing how" 
in the interview. What they put in their map 3 had practical experience 
to back up. 

Student teacher characteristics

Student teachers' attainment levels seemed to indicate a different 
starting point in learning about teaching. The student with a higher 
attainment level appeared to have high standard in judging her own 
teaching and better awareness of the events in the classroom. She 
seemed to make better progress in her first practicum. Student teacher 
personality, in terms of locus of control, did not appear to be an 
obvious factor in their development, given student teachers appeared to 
be placed in congenial practicum environments.

In this study the initial development of the two student teachers was 
found  to be influenced by their prior beliefs, university courses and 
practicum experience. Their prior beliefs of teaching did not seem to 
serve as a filter for the learning in the education programme but as a  
focus of their development.  They seemed to learn more from the courses 
which have closer links between theory and practice. It would be 
necessary to have more research to gain further information in this 
regard. Longitudinal studies are also important to track the 
developmental patterns of learning to teach. Studies extended to 
secondary student teachers would be of interest.
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