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Abstract:

This paper reports the first stage of a longitudinal study to monitor 
the perceptions of beginning primary teachers about their pre-service 
training and their induction to teaching. It also examines how the 
school supervisors of beginning teachers rate them in terms of their 
ability to fulfil classroom, school and community roles.

Beginning teachers' responses and those of their supervisors suggest 
that the pre-service teacher education programs had been, on the whole, 
adequate and innovative as a preparation for teaching.  Induction 
programs for beginning teachers, however, were not widely available, 
and where available, were rated as only moderately helpful by the 
teachers.



Effectiveness of teacher education programs as seen by beginning 
teachers and their supervisors

It has always been problematic to gauge how successfully tertiary 
education  prepares teachers for their profession given the diverse 
backgrounds and life experiences of those who become teachers. In 
addition, teacher educators rarely have the opportunity to gather 
systematic feedback about the on-going development of former 
students.All professionals  need to learn on the job and to acquire 
knowledge not acquired during their preparatory study and field 

experiences.  The effectiveness of preservice teacher education 
programs has long been the subject of debate with authors such as 
Martinez (1992) suggesting a continuum from "wasteland" to "watershed". 
 In recent years criticism of teacher educators and of the induction of 
beginning teachers  has escalated and has led to the publication of 
expectations for all beginning teachers (Dept School Education, 1994). 
This paper  reports on preliminary findings of a longitudinal study 
which aims to monitor beginning primary teachers' perceptions of their 
pre-service education programs and induction to the profession  
alongside their school supervisors' perceptions of their competence.  

1. Background to the study

Most studies of beginning teachers in the past decade have relied 
heavily on survey responses (Battersby, 1982;  Telfer, 1982; Watson, 
Hatton, Squires and Soliman, 1989; Hatton, 1989; DEET, 1991).  Few 
studies have focussed entirely on the specific problems of beginning 
primary teachers - most have examined the general problems faced by 
samples of secondary and primary teachers.  The fact that the teaching 
responsibilities of primary teachers are much broader than those of 
secondary teachers suggests that primary and secondary experiences need 
to be examined separately (DEET, 1991).  A large study of beginning 
teachers in three states (DEET, 1991) found that nearly half of the 
sample surveyed rated their pre-service teacher education negatively or 
neutrally and many primary teacher respondents felt the need for more 
support during the induction stage of their careers for example by 
having more opportunities for interaction with their colleagues.
This study explores beginning primary teacher perceptions of the 
contribution of their relevant pre-service teacher education programs 
in preparing them for their complex  roles in the classroom, school and 
community.  Alongside these beginning teacher perceptions, the project 
seeks to survey the extent to which the principals or executive 
teachers involved in supervising them considered these new graduates 
had been given an adequate preparation by their pre-service programs.
The project is important in view of recent interest in the question of 



what makes a good beginning teacher (see for example, NSW Dept School 
Education, 1994).  Five areas of competence have been identified:  the 
ethics of teaching, teaching content; the practice of teaching; 
interaction with families and the school community and  professionalism 
and professional development. These are identified in a statement 
published by one state department of education.  It aims to "provide a 
clear statement of the teaching competencies that every new  teacher . 
. . must have to be an effective teacher" (NSW Dept of School 
Education, 1994:1).   The study explores aspects of each of those areas 
with  beginning teachers  and their school supervisors.
There have been few attempts to go beyond questionnaires in examining 
the effectiveness of teacher education programs, but there is an 
emerging recognition that there is "a need to look more closely at the 
individual and  the particular" when examining the value of pre-service 
teacher education (Watson et. al. 1989:61).  As Telfer (1989:9) writes, 
teacher educators have tended "to avoid evaluating or comparing teacher 
education programmes because of the complex  issues, work involved and 
the possibility of exposing our inadequacies".  This study sought to 
extend the range of data available from a self-report questionnaire by 
using a number of unstructured questions alongside fixed alternative 
responses and by conducting a limited number of case study interviews 
in an attempt to develop a richer understanding of the perceptions of 
beginning teachers.  In addition, the researchers sought another  
perspective through administering a parallel survey to the supervisers 
of the beginning  teachers. 

2. Sample and Methodology

Subjects were all students who had graduated from three pre-service 
primary programs: a four-year Bachelor of.Education at the University 
of Sydney,  a one year graduate Diploma.in Education (Primary) at the 
University of Sydney, and a three year Diploma.of Teaching program at 
the Sydney Institute of Education.  Meetings were held with some of 
those beginning teachers who could attend, to explain the aims of the 
project. All participants were asked (in the questionnaire) to indicate 
their willingness to be involved in a follow-up interview but because 
of time constraints, while many indicated willingness, only ten from 
each group were selected for interview.  These subjects were selected 
on the basis that they had provided some extensive comments either 
positive or negative in the unstructured sections of the questionnaire.
The initial survey items were constructed after an analysis of the 
relevant literature and existing beginning teacher surveys.  It was 
piloted with three beginning teachers and three supervising teachers 
and revised accordingly.   A second survey was then developed for the 
school supervisors of those graduates who had full-time positions in 
teaching. 
   Interview schedules were constructed after an examination of the 
data provided by all respondents so that responses which promised to 
shed light on the subjects of interest could be explored in greater 



depth.  While most survey questions were constructed to facilitate 
computer analysis, qualitative data from both the unstructured 
responses and the interview material were content analysed.   More 
intensive interviews will be conducted in 1994 and, on the basis of 
these interviews a redrafted  questionniare will be readministered 
later in 1994 to examine changes in perceptions of both the beginning 
teachers and their supervisors.

3. Results
The response rate is summarised in Table 1:

Table 1:  Numbers and percentages of responses to surveys from the 
B.Ed.
(4 year), Dip Teach (3 year) and Dip Ed (1 year) teacher education 
 programs.
 B.Ed                  Dip.Teach                 Dip.Ed             
Total
No.sent 60                         225                                
90                      375
No.returned 37 (61%)             63 (28%)                32 (35%)       
  132 (35%)
   

One hundred and thirty-two  graduates responded to the survey: 30% of 
the total were from the B.Ed program, 38% from the Dip Teach program, 
and 32% from the Dip Ed program. Numbers were thus roughly equal for 
each program, allowing some comparisons to be made, but the 
generalizations that can be made from this sample are limited.  
Respondents represented only 35% of those who might have responded. 
Response from graduates of the B. Ed. program was much higher at 61%.  
The fairly low overall response rate may reflect the lack of employment 
opportunities for teachers at the  time of the survey.  Twenty-two (6%) 
of the original sample of graduates could not participate in the study 
because they were teaching overseas, or could otherwise not be 
contacted.  Four respondents indicated they could not complete the 
questionnaire because they were  not teaching. However, most 
non-responses were not explained.
If it is the case that unemployment is the major reason, then the 
respondents will tend to be those who had obtained employment at the 
time of the survey.  In fact, at the time of the survey, 60% of the 

respondents had obtained full time employment as teachers, mostly in 
State schools (59%), 15% in Catholic schools and 27% in other types of 
non government schools. Almost all (82%) were teaching in Sydney and 
its western and south-western suburbs. Forty percent were doing casual 
teaching at the time of the survey.  Thirty-two percent of respondents 
had done between one and two years of casual teaching, while 38% had 
obtained casual teaching for up to 50 days since graduation. Ninety 



percent of casual teachers were teaching in State schools.  The 
majority of respondents in full-time employment had between eight and 
twenty months' teaching experience when they responded. Eighty-six 
percent of respondents were in their twenties.
The sample of respondents reflected current recruitment pattern in the 
teaching service regarding sex, age, and ethnic origins.  Ninety-four 
percent were female; 94% were born in English-speaking countries. (In 
addition, 51% had at least one parent born in a non-English speaking 
country, and 18 of the 26 countries represented were non-English 
speaking). This reflects the multicultural nature of the population of 
Australia. 
Where graduates indicated that their supervisors were willing to 
participate in the survey, response forms were sent to the supervisors. 
Thirty-seven were sent and thirty-four responded.  Of these, 82% had 
trained at a teachers' college or a college of advanced education, 32% 
graduating with a Diploma in Teaching, and 38% having gained a 
Teachers' Certificate as their highest qualification. Twenty-two 
percent had a Bachelor of Education, and 5% a higher degree.  Fifty-six 
percent of them were aged between forty and forty-nine, and 72% were 
female.  Sixty percent had taught for more than 20 years, and all were 
in promotions positions (Executive Teacher and above).  The ethnic 
origins of 72% of the supervisors were Australian, and all but one were 
born in Australia.
Despite the small numbers, therefore, the respondents reflected the 
composition of the NSW teaching service rather well:  mostly the new 
teachers were young females, and most of the supervisors were older 
females. Of NSW primary teachers, 72% are female, and of teachers in 
promotions positions, 51% are female. The average age of the primary 
teaching service is 41 years (NSW Dept of School Education, 1993).
The findings of the surveys are reported under subheadings representing 
the major areas covered in the questionnaires and interviews.

Motivations for teaching:
All respondents, graduates and supervisors were asked why they had 
chosen teaching as a career.  The following table illustrates 
similarities in the responses of the two groups.

Table 2:  Reasons for choosing teaching as a career given by beginning 
teachers and their supervisors, listed in order of frequency of 
response.  
Beginning Teacher Responses*
%
Supervisors' Responses*
%
Love of children
66
 Love of children
48
"Other" reasons
55



 "Other" reasons
42
Former teacher inspired me
28
 Former teacher inspired me

42
Good holidays
13 
 Good holidays
13
Good salary
8
 Good salary
10

.

(*Respondents could choose more than one reason)
The order of reasons for choosing teaching as a career was identical 
for new graduates and for their supervisors.  The most common reason 
was given as Because I love children,  reflecting a very simple and 
rather subjective motivation for choosing a career as complex as 
teaching. The new graduates gave more "other" reasons than the 
supervisors, and these included, I wanted to do something for someone 
else;  I was disillusioned with science; I have a son who is a slow 
learner;  I was involved in training and developing adults and realised 
how much personal satisfaction I was getting from teaching.  I dropped 
$10 000 in salary to teach.  The inherent idealism in many teachers is 
reflected in some of these responses, and also in the next most common 
one, namely, that a teacher had inspired them to teach.  It was, 
perhaps, to be expected, that somewhat fewer new graduates gave that 
reason than their supervisors.  But there was a degree of honesty in 
the responses, reflected in those who indicated that holidays and 
salary were also part of their motivation to teach.  These numbers were 
virtually the same for teachers and their supervisors.  This probably 
reflects an order of importance of elements of a complex of motivations 
rather than a simple motivation, since many subjects gave more than one 
response to this question.  It is clear, however, that despite the 
increasingly complex  roles and responsibilities a teacher has outside 
the classroom, these teachers considered working with students and 
helping others to be central to their role. 
The students interviewed were asked further about their reasons for 
choosing teaching.  The majority (70%) reaffirmed that they chose 
teaching because they had either always wanted to be a teacher or they 
really liked working with children. Twenty three per cent of those 
interviewed also commented that they believed they could contribute 
something to education as exemplified by the comment:  I thought I had 



something to offer teaching and learning.  Two beginning teachers had 
become disillusioned with their first choice of profession and so had 
then turned to teaching.  One respondent wasn't sure why she had chosen 
teaching, another cited the holidays and a third felt it was her only 
option.  These responses perhaps reflect the way teaching is viewed by 
many in  the community and may suggest why the profession has failed to 
communicate the complexity of the teaching role to those outside it.

Satisfaction with Teaching
Most (89%) of the recent graduates reported that they were satisfied 
with their teaching position,  recording their level of satisfaction as 
moderate (28%) , fairly high (37%)or very high (24%).  As might be 
expected, casual teachers were less satisfied (mean=3.2) than full-time 
teachers (mean= 4.2)(df=121; t=6.21; p<.001). Most respondents stated 
that their commitment to teaching was higher at the time of the survey  
than when they were studying to become a teacher (41% said it was "very 
high" now compared with 36% who said so when they were studying to 
become a teacher). Combining categories, 70% chose "fairly high"  and 
"very high"  to rate their commitment to teaching while they were 

studying, but 86%  rated their commitment in those terms at the time of 
the survey.  Again, Casual Teachers said they were less committed now 
than full-time teachers (df=124; t=3.93; p<.001).  Supervisors saw 
their (full time) beginning teachers as highly committed.  Eighty-nine 
percent rated their new teacher's commitment as "Very high" and 11% 
rated it as "Fairly high".
When asked for reasons why they were still teaching, 50% of those 
interviewed responded that they really enjoyed their work. A  further 
27% cited the that challenge or job satisfaction teaching has brought 
them.  Examples of comments which were coded in these categories are 
listed below:
Enjoyment:
"It's stimulating to see children learning because of you."
"I find it challenging, never boring, always changing. I value children 
 so highly."
"Great opportunities for giving and receiving love."
Challenge:
"I find it satisfying to see children respond and learn things, 
 changes, seeing things  you have implemented work."
"I believe now I am teaching that I can help the children I teach."
Four  teachers commented that because they were in day to day casual 
positions or had only had a position for a short while, it was too 
early to comment.  One teacher commented that she may not remain in 
teaching because although she enjoyed working with the children she did 
not like the school politics and another hoped to move into  a teacher 
librarian position eventually.

Induction to teaching and professional development
Beginning teachers were asked whether they had any kind of induction to 



teaching, and supervisors were asked whether their school offered any 
induction to teaching. The results are summarised in the following 
table:
Table 3:  Percentages of beginning teachers offered induction programs 

Beginning Teachers offered induction (%)
Supervisors offering induction (%)
No induction
26
0
"Informal" induction
62
58
Formal induction
12
42
Total
100
100

This result is not surprising, considering that the sample included 
casual teachers.  While all supervisors considered that they offered 
some kind of induction to teaching, 26% of beginning teachers indicated 
that they had not been offered an induction program. Of those who had 
undergone an induction, 55% found it not helpful or only "somewhat 
helpful".  The rest found it "quite or very helpful". Most (73%) of the 
respondents found they received significant help from executive staff 
in the school, and 78% received help from other teachers.  Fewer (48%)  
received much help from other beginning teachers.  No doubt other 
beginning teachers have enough challenges of their own. 
Fourteen (48%) of those beginning teachers interviewed had undertaken a 
formal inservice course in their first year of teaching.  While a 
number found the course had been helpful, some found they had attended  

too late in the year to really assist.  Help with programming and 
management were cited as advantageous in the induction courses .  
Twenty per cent  of the beginning teachers  interviewed had, however, 
received no induction at all commenting that they felt they had been 
"thrown in at the deep end".   All were in casual positions so had not 
been eligible for the induction courses.  A  further  twenty-seven per 
cent described their induction as informal.  Again there was a  range 
of responses with some finding their supervisors very supportive ("he 
took me under his wing") and others  being told "if you need help, 
yell".  
A majority (68%) of the beginning teachers had been offered inservice 
courses during their short time in teaching, with 48% finding them 
quite or very helpful for their teaching.  This figure suggests that 
further work might be done on the nature of these inservice courses, 
especially if the beginning teachers selected them because they would 



be helpful to a beginning teacher. However, the topics of the inservice 
courses were not sought.

Adjustment to teaching
The survey asked graduates to rate their adjustment to a number of the 
demands of teaching on a five point scale from "Poor" to "Very Good". 
Most rated their adjustment to their own class as good or very good.  
Predictably, casual teachers rated their adjustment to the class 
significantly lower (mean=3.8) than did full time teachers 
(mean=4.2))(df=107; t=3.01; p<.01).  The table below gives their 
ratings for other demands of teaching:

Table 4:  Percentage of beginning teachers and their supervisors rating 
the adjustment of beginning teachers during their first year or two of 
teaching to various aspects of teaching.

Dimension of% graduates responding% Supervisors
   Teaching "Good" or "Very Good" rating graduates
"Good" or "Very Good"
Adjustment to own class8283
Adjustment to other school
responsibilities6486
Adjustment to the school system5989
Relating to parents6493
The teacher's role in the community5286

If we included a rating of "fair", which many young teachers would 
choose as a modest descriptor for success, the great majority (more 
than 90% in each case) see themselves as adjusting adequately to all 
these demands of teaching.  Supervisors, on the other hand, see them as 
adjusting better than they see themselves.  Teachers, on average, rated 
their adjustment as "Good" and supervisors, on average, rated their 
teachers' adjustment as better than "good".   Because it has often been 
objected that one year, end-on diploma programs do not give students 
time to adjust to the teacher-role, any differences among the beginning 
teachers coming from the three different programs were examined. One 
way ANOVAs revealed no program differences on these variables.

Unexpected roles in first year of teaching
One question asked the beginning teachers how well they thought they 
were prepared for the whole of the profession of teaching, with its 
many roles. Some reported that they were not prepared during their 
training for certain roles they were now expected to undertake. These 
included liaising with aides working with handicapped children, 
organising staff social functions, writing programs for grant 

applications, organising the whole school for sport, operating as a 



"relief from face-to-face" teacher, completing forms and reports 
required for welfare cases (neglected, abused children for example.)

These responses were further explored during the interviews. Although 
only a small sample was interviewed, the response to this question has 
implications for teacher educators in terms of both course development 
and further research.  The beginning teachers interviewed cited a range 
of roles they did not feel sufficiently prepared for or had not 
expected to encounter in their first few years of teaching.  The roles 
are listed with the number  who cited this role bracketed. Teachers 
could cite multiple answers for this question:
School routines e.g. whole school sport (8)Casual teaching  role (2).
Committee work (6) ESL (2)
Special Education Teacher  (4)Staff politics ( 2) 
Working effectively with parent helpers (4)Programming (1)
Relief from Face to Face Teacher  (2)Mother, carer (1)
Managing fighting/violence in classroom (1)
Perhaps as a result of the surplus of primary teachers in NSW, 
beginning teachers are sometimes being asked to assume roles that some 
very experienced teachers would find difficult (e.g. Special Education, 
Relief from Face to Face Teacher ).  In addition, these responses 
suggest that pre-service teacher education courses may need to focus 
more directly on the role of the casual teacher, and the role of 
committees in the whole school organisation. At the present time, 
programs emphasise the classroom role of the teacher more than other 
roles.

Preparation in Curriculum Areas.
The graduates were asked to respond on a four-point scale from "Not at 
all well prepared" to "Very well prepared" regarding each curriculum 
area.  Supervisors were also asked to rate their beginning teachers on 
the adequacy of their preparation to teach in curriculum areas.  
Correlations between supervisors' ratings and graduates' self-ratings 
were examined to see whether they were the same.  Beginning teachers 
were also asked to indicate possible reasons for their lack of 
preparation  (e.g., not enough time allocated to study of the area,  
lack of personal ability in the area,  insufficient ideas for teaching, 
inadequate course delivery,  or other reasons.  
On the whole, the graduates seemed to think that they had been quite 
well prepared for teaching in most areas.  Table 5 shows the percentage 
who considered themselves "quite" or "very"  well prepared (the top two 
points of the scale) in each curriculum area.  The Supervisors' ratings 
for the beginning teachers are also presented.  Since none of the 
supervisors' ratings  was significantly correlated with the 
self-ratings of the graduates,  it seems that the supervisors' ratings 
were significantly higher than the graduates'.  
Table 5 about here

Table 5:  Percentage of beginning teachers and their supervisors rating 
the preparedness of beginning teachers to teach various curriculum 



areas as "quite well prepared" or "very well prepared".  The results 
are cumulated across the three programs, since there were no overall 
program differences.

Curriculum Area

Beginning Teacher(%
Supervisor (%)

English

74
83

Mathematics
80
83

Science
32
83

Technology
27
78

Health
54
96

Personal Development
Physical Education
55
66
87
75

Drama
84
87

Visual Arts
69
78

Human Society & Environment
65
91



Music
55
70

Music, Personal Development and Health were  areas where many 
respondents felt somewhat or very unprepared.  Otherwise,  graduates 
considered themselves adequately prepared in all areas except Science 
and Technology.   Technology was a relatively new area at the time the 
graduates were in training, and it is possible that courses of 
training, while appropriate at the time, proved not adequate to meet 
the changed needs that graduates experienced upon entering the teaching 
service.  There were no differences among programs for this subject.
Most respondents considered themselves adequately prepared to teach 
Mathematics, but their reported lack of confidence in teaching Science 
and Technology  in part,  supports the findings of earlier research 
(Speedy, 1991).  A  longitudinal study is currently under way to 
investigate the degree to which teacher education can change these 
perceptions. (Bobis and Cusworth, 1993).
Graduates were asked to select or offer reasons for their lack of 
preparedness, and in almost every case, the major reason suggested was 
insufficient course time.  The next most often alleged inadequacy was 
"insufficient teaching ideas" given during the course.  In the cases of 
Science and Technology, however, the major reason in all three programs 

was "inadequate course delivery", a term which encompasses course 
design as well as presentation.  This was also the second most common 
reason given by those who considered the English and Mathematics 
courses inadequate.  In the case of a few subjects (Music, Drama, 
P.E.), beginning teachers also cited "lack of personal skills" as 
contributing to their inadequate preparation. 
One-way ANOVAs were carried out to determine whether there were 
differences among the programs.  Some differences emerged, for example, 
English and Science responses favoured the B Ed program, while Personal 
Development and Health favoured the two Diploma programs.  However, the 
differences did not consistently favour one program over another, and 
may have been due to idiosyncrasies of programs or lecturers.  In 
attempting to compare programs, it is not possible to remove the 
individual lecturer or even the individual subject variable.

Capacity for Innovation
Respondents were asked to comment on whether their approach to teaching 
and learning had become more or less innovative over the period of 
their training. A large majority (91%) indicated that they had become 
"rather more" or "more" innovative.  Only 9% indicated that they had 
not changed, or that they had become less innovative. This finding 
differs from that of Weinstein (1990), who reported very little change 
from pre-service thinking. Supervisors also saw these graduates as 



innovative: 85% indicated that their beginning teacher was "rather 
more" or "more" innovative than the average teacher. These results 
might call in question the common observation that preservice teacher 
education tends to reinforce initial student perceptions of teaching 
rather than challenge them  (Lortie, 1975), or that in the initial 
transition to teaching they are "resocialised" by the school to accept 
traditional methods of teaching.

Meeting the needs of individual children
Teacher education generally focuses on the roles and responsibilities 
of the teacher in the classroom.  They are encouraged to look upon 
children as individuals, and to endeavour to meet individual needs 
within the classroom, a formidable task in classes of more than thirty 
children. Two courses were included in training programs in an effort 
to make this goal more realistically attainable for new teachers.  In 
the B.Ed. there was field experience with teaching individual children; 
in the Dip Teach and Dip Ed, there was supervised clinical experience 
in teaching individual children.  New teachers were asked to rate these 
experiences as part of their preparation for teaching on a four point 
scale from "Not at all relevant" to "Essential". Of those who 
experienced the supervised clinical work with individual children, 81% 
rated it as "Very relevant" (31%) or "Essential" (50%). Sixteen percent 
rated this experience as "fairly relevant". Of those who undertook 
field experiences with an individual child, 45% rated it similarly (28% 
and 17% respectively). 9% rated it as "not relevant", and 43% as 
"fairly relevant".
Beginning teachers who were interviewed commented that their experience 
with individual children "helped  me realise the need  to see all 
children as individuals" (70%)  and "helped me gauge progress of an 
individual child" (20%).  Ten percent also commented that it "helped  
me apply theory in practice".
Supervisors thought highly of their teachers' ability to meet the needs 
of individual children, with 88% rating it as "Good" (56%) or 
"Excellent" (32%).

Importance of practice teaching
Practice teaching is thought by teacher educators to be very important 
in the preparation of teachers, although there is disagreement about 
how much practice teaching is needed.  Some states specify a quantum of 

school experiences that is required for teacher certification, while 
others leave the decision to the training institutions.  Graduates 
included in this survey had a minimum of 45 days of practice teaching 
(Dip Ed ), with some doing as much as 80 days.
Respondents were asked whether they thought the amount of time for 
practicum was adequate. The responses are summarised in Table 6.

Table 6:  Percentage of respondents who considered their practicum 
experiences adequate  or inadequate as preparation for teaching.



 Beginning 
Teachers (%)

Supervisors (%)

Dip Teach
Dip Ed
B Ed
Total

When a student, 
prac teaching time was adequate

80

71

54

70

prac teaching time was inadequate
20
29
46
30

As a  teacher looking back,

practicum time was adequate
64
56
41
54
72
practicum time inadequate.

36
44
59
46



28

Most of the beginning teachers had considered that the amount of time 
for practice teaching was adequate when they were students, with the 
possible exception of the B. Ed students. Looking back, however, fewer 
of them were sure of this, an increased minority, and in the case of 
the B Eds, a majority, considering their practice teaching time 
inadequate. 
The graduates were asked about the quality of their last two practice 
teaching experiences. On the whole, as new teachers,  they valued the 
quality of their practicum experiences.  Sixty-nine percent rated them 
as "good" or "excellent" (4 and 5 on a 5-point scale), and 77% regarded 
these experiences as either "helpful" or "very helpful" as an 
orientation to the "real" world of teaching.  Likewise, 88% of 
supervisors rated practice teaching as helpful or very helpful as an 
orientation to the real world of teaching. 
The new teachers were asked about the relative helpfulness of the 
mentors (tertiary supervisor and class teacher) available to students 
on their last two practice teaching sessions.  Their experiences were 
clearly very mixed, as indicated in Table 7.

Table 7:  Beginning teachers ' ratings of the support they received 
from their tertiary supervisor and the classroom teacher during 
practice teaching.

      Tertiary SupervisorClass Teacher
Number and (%) of beginning teachers
Rating
Prac A
Prac B
Prac A
Prac B
Un/Not very helpful
45(35)  
51(39)  
20(15)  
30(23)  
Fairly Helpful
23(18)  
20(15)  
19(15)  
23(18)  
Helpful/Very Helpful
61(47)  
60(46)  
92(70)  
77(59)  



Graduates rated their class teachers as more helpful than their 
tertiary supervisor on the whole, and one would expect such a response 
given that the student teacher spends the whole of the practice 
teaching period with the class teacher, but sees the tertiary 
supervisor once or twice a week in most cases.  
There were significant program differences, with an average of 65% of B 
Ed students finding their tertiary supervisor helpful or very helpful, 
while only 46% Dip Teach and 31% Dip Ed rated their tertiary supervisor 
similarly. ANOVA showed that these differences were statistically 
significant (df=2;f=8.5296 p<.001 for Prac A and df=2; f=4.1423; p<.05  
 for Prac.B). These results reflect the nature of the supervision 
practice in the different programs, with the B Ed program favouring a 
relatively intensive model of supervision, and the other two favouring 
a model that relied more heavily on the class teacher for supervision 
of students. 

In summary,  the quality of the practice teaching experiences was 
largely dependent on the quality of the Co-operating Teacher and the 
beginning teachers interviewed strongly supported the development of  
greater communication between the tertiary institution and the school.  
The role of the Tertiary Supervisor was also seen as extremely 
important in providing constructive support and liaison with both the 
school and the teacher.   All beginning teachers interviewed indicated 
that more practicum experiences would have been helpful, if the quality 
of the experience could be ensured.

Ideals regarding teaching
Respondents were asked about how their ideals and values about teaching 
had changed since the completion of their training (i.e. since they had 
been teaching). Thirty-one percent indicated that they still held 
identical or very similar ideals to those with which they completed 
their training, but 63% indicated that they now held rather different 
ideals.  Six percent said they now had very different ideals about 
teaching.  There were small significant differences between programs 
(Dip Teach mean 2.8, Dip Ed 3.1 and B Ed 3.3), (df =2: f=3.5387; p<.05) 
  with the B.Ed cohort maintaining more closely the ideals they held at 
the completion of their training program.

4. Implications

This exploratory study has implications for research and practice in 
both the area of preservice preparation for teaching and the 
experiences of those beginning their teaching careers.
The beginning teachers involved brought "commonsensical images" of the 
role of the teacher (Weinstein, 1990:279) to their preservice 
education.  The majority  cited their desire to work with children as a 
motivating factor in choosing teaching as a profession. While this is 
certainly central to the work of the primary teacher, it does not 
reflect  the complexity or multiplicity of the primary teacher's roles 



in the classroom, school and community.  It is interesting to note that 
their school supervisors were motivated to choose teaching by similar 
underestimations of the complexity of teaching. Because the teaching 
profession has become such a varied and complex one, it is important 
that the motivations of teachers should come to reflect the realities 
of the profession.  Teacher preparation programs need to take account 
of the inadequate motivations of those entering the profession, and 
seek to inform them in such a way as not to lose the basic motivating 
factors as the complexities of the profession become more apparent.
It would seem that teacher educators need to consider the range of 
unexpected roles cited by the beginning teachers in their course 
development.  Given the dearth of full time primary teaching positions 
available for first year graduates in Australia at present, it would 
seem that employment prospects may lie more in release from face to 
face, casual and specialist positions.  Teacher education programs 
therefore need to ensure young teachers are equipped to take on these 
difficult positions.
Despite the claim that pre-service teacher preparation does not 
markedly change the beliefs of those learning to teach (e.g. Lortie, 
1975, DEET, 1991),  respondents to this questionnaire indicated that 
they believed they had become more innovative as a result of their 
teacher education program. This response needs to be further probed in 
the follow-up study, since current descriptions of the first few years 
of teaching highlight difficulties and problems (DEET, 1991; Turney, 
Hatton, Laws, Philps and Teo, 1993) - a "deficit" model of beginning 
teaching (Martinez,1994).  Beginning teachers might be encouraged to 
become 'change agents' for innovation in conservative school contexts.  
This will require careful consideration, however, for conservative 
institutions often view younger and innovative members of staff with 

suspicion.  If it proves possible, however, it will also be necessary 
to positively influence primary teachers' preservice attitudes to 
teaching in areas in which they feel less confident (e.g. Science and 
Technology). 
 It is also important for teacher preparation programs to note the 
value placed by graduates on course units which focus on individual 
work with children.  Evaluations of such course units consistently rate 
them higher than other kinds of courses ( McCloughan, n.d.).
Intake variables for the various program cohorts, variations in the 
teacher education programs themselves, variations in the employment 
patterns of these beginning teachers  and the different life 
experiences of the individual students involved make it difficult  
systematically to compare preservice teacher training courses, and 
differences identified in this study appeared to be the product of 
individual course structures or lecturer variables, rather than overall 
program differences. The possible exception was the practicum, where 
less-intensive and more-intensive models of supervision seemed a 
reasonable explanation for differences in responses to the helpfulness 
of tertiary supervisors.



While the role of the classroom teacher is obviously critical to the 
success of practicum experiences, the role of the tertiary supervisor 
was also found to be valuable by these beginning teachers.  However, 
the comment that additional practice teaching time would only be useful 
if the quality of the experience could be guaranteed, may suggest that 
continual monitoring and development of the quality of supervision (by 
both classroom teachers and tertiary supervisors) is important.  It 
also points to the need for tertiary institutions to develop ongoing 
partnerships with schools for practicum purposes.
Research indicates that formal induction programs facilitate teacher 
adjustment to the demands of the profession (see, for example, Hatton, 
1989), but this study suggests that induction experiences for beginning 
teachers remain largely informal and underused.  Most of the beginning 
teachers in this study stated that they either did not experience an 
induction program or, if they did, it was of limited benefit.  
Conversely, the supervising teachers surveyed stated that induction 
programs were implemented for the beginning teachers in their schools.  
It is possible that this apparent contradiction simply indicates a 
different understanding of what is meant by  a "formal" induction 
program.   It would seem that there may also be different perceptions 
of the concept of teacher induction.  More systematic investigation of 
the nature of the induction programs offered will therefore be 
undertaken in phase two of this longitudinal study. 
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