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Abstract

Teacher preparation programmes have been organised in various ways.  
Some students take courses after successfully completing their 
undergraduate specialist degrees; these are termed end-on programmes.  
Or students study academic subjects concurrently with education in 
specialist undergraduate courses; these are termed concurrent 
programmes.  Whatever type of teacher preparation programme students 
have completed, they usually express some concerns with respect to 
their future teaching.  These concerns revolve around three areas:  
themselves, their roles as teachers and their students as learners.  
This study compared the concerns of a group of student teachers in an 
end-on programme and another group in a concurrent programme.  Major 



concerns of students focused on classroom management skills, and 
whether they had the teaching repertoire to meet the needs of various 
learners, especially those who needed more help.  The results of this 
study  is discussed with a view to making recommendations to teacher 
education courses.

Introduction

The aim of the paper is to compare concerns of students about future 
teaching.
Presently at the National Institute of Education Singapore, two teacher 
education programmes exist.  One is a Bachelor in Arts/Science with 

Diploma in Education for undergraduates.  This Concurrent Programme is 
for four years.  The other is a Postgraduate Diploma in Education 
Programme for degree holders from Nanyang Technological University, the 
National University of Singapore or other universities. This end-on 
Programme is for one academic year.

Both teacher education programmes have a  practicum which provides a 
powerful conception of teaching (Roskos & Walker, 1994). The practicum 
consists of a school attachment where student teachers practice the 
educational principles learned and experience the changing demands of 
schools. In Singapore, Sim who headed the Institute of Education 
(1981-1990),  introduced the practicum curriculum for preservice 
education to insure a balance between theory and practice in 1986 (Yip 
& Sim, 1994).  This comparison of student teachers' concerns provides a 
basis for improving teacher education, and more specifically the 
practicum.

Teacher education programs

Prompted by strong school reform movements from inside and outside the 
educational system, shifts in teacher education are being explored and 
implemented. In the United States, Britain and Australia higher 
education programmes to prepare new teachers are continually 
scrutinized.  The partnership between higher education institutions and 
schools have shifted to become more school-based.  In Britain, 
preservice training of teachers has become more school-based and less 
in teacher preparation institutions. Case-study data from the "Modes of 
Teacher Education project" in England and Wales (Furlong, Furlong, 
Whitty, Barrett, Barton & Miles, 1994) documented this changing 
relationship between higher education institutions and schools over a 
five-year period.  In the United States too programs have shifted to 
develop a stronger partnership between higher education institutions 
and schools to train student teachers.  



The research has been inconsistent on whether student teachers' values 
and views are changed significantly through their coursework and school 
practicum. While Cole & Knowles (1993) indicated that personal values 
are changed little through coursework and training in the classroom, 
Calderhead & Robson (1991) suggested a training course does shape the 
reactions and interpretations of a teaching practice for student 
teachers.  Bird, Anderson, & Sidler (1993) have also reported that 
beliefs of student teachers can influence their classroom teaching.  
However, Bramald, Hardman, & Leat (1995) are more cautious and advocate 
for more empirical work to tease out the variations of impact that 
teacher education institutions have on student teachers.  A better 
understanding of variables that influence teacher thinking can then be 
incorporated into course designs.  So student-teacher beliefs and 
concerns are important variables to consider in research work on 
effective teacher-education programs. 

Teaching concerns of student teachers

The prospective teacher must actually teach, even for 15 minutes, 
before realistic concerns about teaching are aroused, wrote Fuller 
(1974) who developed the Teacher Concerns Model.  The Model describes 
three phases:  a first phase of concern for self, a middle phase of 
concern about self as a teacher, and a third stage of concern for 
pupils.  The most difficult transition is between phases two and three 
when student teachers make an important single professional gain.  
Making this transition requires that student teachers give up defending 
themselves, give up working for approval and other extrinsic rewards.  

They build up enough confidence to move from efforts to cover up their 
inadequacies to an awareness of feelings, strengths, and limitations.  
They remedy what they can, accept them when they cannot, and turn the 
attention away from themselves to the pupils.

The model of teacher concerns (Fuller, 1974) was complemented by George 
(1985) who analyzed five hypothesized factors of  the teacher concerns 
checklist, Form B at the University of Texas at Austin in the Research 
and Development Center for Teacher Education.  He found that student 
teachers are more concerned about being liked than about "stress" in 
contrast to inservice teachers who place "stress" concerns higher.

The review of literature has yielded many studies on student teacher 
education in terms of more school-based time and the induction of 
newly-qualified teachers and student teachers into schools.  This study 
contributes to school-based training by examining personal, teacher and 
pupil-needs concerns of student teachers in concurrent and end-on 
programmes.

Methodology
Self-administered questionnaires were administered to student teachers 



after their initial teaching practicum in schools.  The items covered 
various  kinds and levels of personal concerns, teacher-situation 
concerns and pupil-needs concerns.

Subjects 
Two samples were taken in 1995 and in 1996. The first sample was from 
students in the concurrent programme.  After their "A" level 
examinations students enter the concurrent programme for four years 
leading to a Bachelor of Arts or Bachelor of Science with Diploma in 
Education degree. The degree courses are for academic education for 
undergraduates and for their professional training to become effective 
teachers. The sample of subjects in the concurrent programme totaled 48 
(18 males and 30 females).  The subjects ranged in age from 17 to 28 
years. The student teachers in the concurrent programme completed the 
Teaching Concerns Inventory during a 50-minute tutorial the day after 
their school practicum.

The sample taken in 1996 totaled 41 students in the Postgraduate 
Diploma in Education who were 20 years and older.  In both concurrent 
and end-on programmes the females were at least three years younger 
than the males who served in National Service prior to attending the 
university.  In the end-on programme, students study for a year to 
become primary or secondary school teachers.  In the case of  physical 
education students, the duration of study is two years.  The programme 
aims to teach pedagogical knowledge and skills, an awareness of the 
needs, aptitudes and interests of pupils and a commitment to nurture 
diverse pupils.  Three main areas of study include education studies, 
curriculum studies and a practicum.  Students in the end-on programme 
completed the Teacher Concerns Inventory during a follow-up session a 
week after their practicum.

Instrument  :  Assessment of Teaching Concerns Inventory (Arends, 1994)
Fuller's (1974) Teaching Concerns comprises three dimensions:  
personal survival concerns
Student teachers are concerned about their own personal survival.  They 
worry about classroom control and their interpersonal adequacy with 
their cooperating teacher and the pupils.  
teacher-situation concerns 
Student teachers dwell on time pressures of teaching, the number of 
students in their class, appropriateness of instructional material, and 
the repertoire of their teaching strategies.  

pupil needs concerns
Usually, the last dimension of student teacher concerns deals with 
questions of social, emotional and academic needs of pupils, and the 
match between pupil learning styles and their teaching styles.

Results
In Table 1, fifteen items from the Teacher Concern Inventory were 



grouped under concerns of  personal survival, teacher situation, and 
pupil needs.  For each their level of concern:  5 for extremely 
concerned, 4 for very concerned, 3 for moderately concerned, 2 for a 
little concerned, and 1 for not concerned.   As shown in the first 
concern, maintaining appropriate classroom control, the number of 
subjects who marked 5, extremely concerned, was multiplied by five (17 
subjects x 5 level of concern = 85); the number of markings for 4 was 
multiplied by four (23 subjects x 4 level of concern = 92),  and so on. 
 The subtotals were added together and divided by 48, the number of 
subjects who completed the questionnaire for an average of 4.1. The 
levels of concern ranged from 4.10 for the highest to 2.81 for the 
lowest.   In other words, the item with an average of 4.1 indicated a 
strong concern for this sample of students and the 2.81 item was of 
lesser concern.

Table 1: Concurrent Programme Results of Student Teacher Concerns 
after a First School Practicum, 9 February 1995

               Levels of concern     

category  Items of Concern      5  4   3  2  1  sum  average
psMaintain approp class control17 23  5  2  1  48    4.1
pnGuide stud intell& emot gwth 10 25 12  1  0  48    3.92
pnMeet different student needs 11 23 12  2  0  48    3.9
pnChallenge unmotiv students    7 28 11   2  0  48    3.83
psDo well when superv present  14 15 12  7  0  48    3.75
pn student get what s/he needs?  8 21 18  1  0  48    3.75
psFeel more adeq as a teacher  13 13 17  5  0  48    3.71
psGet fav eval of teaching     10  18 16  4  0  48    3.71
pnDiag stud learning problems   7 20 17  3  1  48    3.6
tsRoutine/inflex of teach sitn  8 16 18  5  1  48    3.52
tsLack instructional materials  5 19 18  6  0  48    3.48
psAcc/respected by professionals2 17 15 13  1  48    3.13
psFeel pressure too much of time4  9 24  8  3  48    3.06
tsWork with too many studs/day  3 11 17 13  4  48    2.92
tsToo many instructional duties 1 10 19 15  3  48    2.81

The category column consists of three kinds of items:  personal 
 survival (ps), teaching situation (ts), and pupil needs (pn).  The 
 levels of concern are listed by higher degree of concern (5, 4) to 
 lesser degree of concern (3, 2) to no concern (1) to the student 
 teachers after their return from their first five weeks in a school.  
 The sum is the number of student teachers who completed the inventory 
 and average is the mean score for each of the items.

Similarly in Table 2, fifteen items from the Teacher Concern Inventory 
were grouped under concerns of  personal survival, teacher situation, 



and pupil needs.  For each of the fifteen statements, students could 
select one number that best corresponds to their level of concern:  5 
for extremely concerned, 4 for very concerned, 3 for moderately 
concerned, 2 for a little concerned, and 1 for not concerned.  The 
levels of concern ranged from 4.10 for the highest to 2.95 for the 

lowest.   In other words, the item with an average of 4.10 indicated a 
strong concern for this sample of students and the 2.95 item was of 
lesser concern.

Table 2: Concurrent Programme Results of Student Teacher Concerns
 After a  First School Practicum, 13 April 1996.

               Levels of concern     

category  Items of Concern          5  4  3  2  1  sum mean
psMaint appropriate class control   8 11 13  6  1   41  4.1
pnChallenging unmotivated students 12 14  7   6  2   41  3.68
pnMeeting different student needs   8 18 11  1  3   41  3.66
tsRout/inflex of teaching situation12 11 11  6  1   41  3.66
pn student getting what s/he needs?  6 20 10  3  2   41  3.61
pnDiag student learning problems    8 17 11  2  3   41  3.61
pnGuide stud intell& emot growth    7 16 12  5  1   41  3.56
psFeelpressure too much of time     7  9 13  7  4   40  3.53
tsToo many instructional duties    12  9  9  7  3   40  3.5
psAcc/respected by professionals    5  5 23  9  9   41  3.44
psFeelmore adequate as a teacher   11 10 12  4  4   41  3.44
psDo well when superv is present    6 10 13  6  6   41  3.41
tsWork with too many student/day    6  7 15  7  6   41  3.0
psGet a favorable eval of teaching  5 13 13  6  4   41  2.98
tsLack of instructional materials   2 14 11  8  6   41  2.95

The category column consists of three kinds of items:  personal 
 survival (ps), teaching situation (ts), and pupil needs (pn).  The 
 levels of concern are listed by higher degree of concern (5, 4) to 
 lesser degree of concern (3, 2) to no concern (1) to the student 
 teachers after their return from their first five weeks in a school.  
 The sum is the number of student teachers who completed the inventory 
 and average is the mean score for each of the items.

Personal Survival Concerns



In the Teacher Concerns Inventory, the personal survival concerns are 
maintaining class control, doing well when the supervisor is present, 
feeling more adequate as a teacher, getting a favourable evaluation of 
my teaching, being accepted and respected by professional persons, and 
feeling under pressure too much of the time. 

According to student teachers in the United States, concerns for 
personal survival rank higher than concerns for teaching situation and 
pupil needs (Fuller, 1974; George, 1985). For student teachers in the 
concurrent and end-on programmes in Singapore, maintaining appropriate 
class control, a personal survival concern, ranked highest with a mean 
score of 4.1.

Teacher-Situation Concerns

The second category of teacher concerns centers around the teaching 
situation.  The items in this category are lack of instructional 
materials, the routine and inflexibility of the teaching situation, 
working with too many students each day, and too many noninstructional 

tasks.  The respondents considered these concerns were less important 
than concerns for personal survival and pupil needs.

The teaching-situation concern of lack of instructional materials was 
marked from moderately to a very concerned item for this sample of 
student teachers.  Surprisingly, the least levels of concern were 
first, working with too many students a day and second, having too many 
instructional duties.  Singapore schools have about 40 students per 
teacher in a class.  More often than not, the pupil desks and chairs 
are arranged theatre-style facing the teacher at the front of the 
classroom.  This class organization is due partly to the space 
constraints of the classroom and the number of students per class.   In 
contrast to student teachers in the United States, student teachers in 
this Singaporean sample seemed to consider large classes normal and 
were more concerned about meeting the needs of their pupils.  

Pupil Concerns

The category of pupil concerns included guiding students toward 
intellectual and emotional growth, meeting the needs of different kinds 
of student, challenging unmotivated students, whether each student is 
getting what he or she needs, and diagnosing student learning problems. 

Concern for pupil needs topped the concerns of pupil survival and 
teaching situation in both samples.  The high concern for pupils differ 
from Fuller and George's studies in the United States where pupil needs 
were ranked last.   One explanation is that student teachers, who 
themselves are in a structured curriculum, are more sensitive to its 



limiting effects. The student teachers in both the concurrent and 
end-on programmes are evaluated by school cooperating teachers and 
university supervisors during this first school practicum.

Discussion and Conclusion

Table 3 Comparison of Student Teacher Concerns 
for Concurrent Programme (N=48) and End-on Programme (N=41)

                                   Concurrent        End-on
Concerns of Yr 1 Stud Teachers
                                 average  rank  average  rank
psMaint approp class control     4.1     1      4.1      1
pnGuide stud intell& emot gth    3.92    2      3.56     5
pnMeet different student needs   3.9     3      3.61     3a
pnChall unmotivated students     3.83    4      3.68     2
pn student get what s/he needs?   3.75    5a     3.66     4a
psDowell when superv is present  3.75    5b     3.41      9
psFeel more adequate as a teacher3.71    6a     3.44      6
psGet a fav teaching evaluation  3.71    6b     2.98     11
pnDiag student learning problems 3.6     7      3.61     4b
tsRout/inflex of teach situation3.52     8      3.66     3b
tsLack instructional materials  3.48     9      2.95     12
psAcc/respected by professionals3.13    10      3.44     8a
psFeel pressure too much of time3.06    11      3.44     8b
tsWork with too many student/day2.92    12      3.0      10
tsToo many instructional duties 2.81    13      3.5       7

1)  ps=personal survival, ts=teaching situation, pn=pupil needs.

2)  average scores ranged from 2.81 to 4.1 where an average of 5.0 is 
extremely concerned and 1.0 is not concerned.
3)  Ranks 4a and 4b have the same average (3.81), 10a and 10b (3.23), 
5a and 5b (3.75),6a and 6b (3.71).

First-year student teachers in end-on and concurrent programmes have 
many concerns after their first practicum in the school classroom. 
Teacher concerns for both concurrent and end-on student-teachers are 
consistently high, above 2.8 for all items (high concern is 5.0 and low 
concern is 1.0). The majority of concerns from the end-on group were 
similar in type and level to the concurrent group.  The authors feel 
that such results warrant exploration of stategies to allay these 
concerns.  Highest on their list of concerns is maintaining appropriate 
class control followed by meeting pupil needs in terms of unmotivated 
students and students with different levels of achievement. 



Teacher education courses do cover to some extent classroom management, 
pupils' learning problems and interpersonal support.   However, rarely 
are student teachers given opportunities to engage in the following 
suggested learning activities.  It is also important to recognize that 
the curriculum and pedagogical issues addressed below should not be 
part of the electives but should be systematised within the core 
courses.  

Classroom Management
Student teachers need to experience actual classroom teaching to learn 
to manage the classroom well.  By examining the classroom structure 
where students sit in rows facing the teacher and learn the same 
curriculum may shed some light on the difficulty for controlling 
students.  Beginning teachers may not have the experience to develop 
"with-itness" where they can see each student while teaching the class. 
 Secondly, they may not have been trained to work with groups of 2, 5, 
10 and 40.  How does a teacher teach 40 students and keep them 
challenged and engaged in classwork?  The implication for teacher 
education is to include a management course for student teachers.  A 
management course to focus on how student teachers manage their own 
lives so they can be aware of their classroom management skills.  If 
student teachers learn how they manage themselves, they will begin to 
develop strategies to manage their students effectively.  The course 
could use self-awareness exercises, simulations or role plays. Student 
teachers through these methods learn participatory engagement, set 
benchmarks for learning and develop classroom structures while managing 
a repertoire of skills.

An extension to classroom management skills is that of reflective 
practice (Schon,1989).  Student teachers learn to think about their 
teaching in a meaningful way.  They mentally envision ways to improve 
their teaching through reflection.  Another extension is 
classroom-based action research where student teachers systematically 
collect data on a real problem and complete an action plan.  These 
exercises help students feel more in control of themselves in relation 
to their teaching roles and their students.  Action research  provokes 
student teachers to become more responsive to different school contexts 
and needs.
 
Management courses, reflective practices and classroom-based action 
research are ways to develop classroom management skills.  The benefits 
accruing are that theory can be related to practice, and concerns can 
be allayed.  More importantly, student teachers learn to be proactive 
and in control, rather than reactive and feel out of control.

Students' Learning Problems

Diagnosing student learning problems, also ranked high among teacher 



concerns.  Teacher education courses can use a case-study approach to 
identify student learning problems due to physical, emotional or social 
sources.  Moreover alternative ways to solve these problems for diverse 
students should be explored and evaluated.

The difference between the concurrent and the end-on group was on the 
item of routine and inflexibility of the teaching situation.  The 
concern for inflexibility ranked third for the end-on group, but eighth 
for the concurrent group.  Could it be that the end-on group have had 
three years of schooling in tertiary institutions?  They had more 
flexibility during that period than the concurrent group who just 
graduated from secondary school a half year before the practicum.

Interpersonal Support
The affective domain seems very important during a school practicum.  
Student teachers need the empathy and support of cooperating teachers 
and university supervisors during this critical stage of development.  
Student teachers in this study were concerned about getting a favorable 
evaluation from their teachers and supervisors.  They recognized that 
expectations of cooperating teachers and university supervisors varied. 
 One way to alleviate this concern is to conduct an intensive 
mentorship program.   In this way, both teachers and supervisors will 
have similar guidelines, principles and expectations of their student 
teachers.  In the program, experienced cooperating teachers can provide 
first-hand information on mentorship.  Thus the practicum can be more 
relevant and less worrisome to student teachers.  Another way to reduce 
concerns is to have student teachers discuss their common problems 
together as a group or with a university supervisor.

The diminution of concerns in the first school practicum is too complex 
for a simple solution.  A key to helping new student teachers succeed 
despite their initial problems is by attending to their concerns in a 
caring and empathetic relationship.  Student teachers usually have a 
sense of what they want to achieve in education, but do not yet have 
the skill or experience to achieve it.  They need the support as well 
as the confidence of their cooperating teacher and university 
supervisor.  Where human relationships are well handled, new teachers 
develop as reflective pedagogical strategies despite their lack of 
experience and nascent stage of professional development. On the other 
hand, when the initial experience is not well managed and the concerns 
of student teachers are dismissed, the less resilient student teachers 
may leave their school or the teaching profession - a tragic waste 
given the shortage of teachers.

Since teacher education has shifted to more school-based training or 
practicums, a closer examination of the practicum seems necessary.  
Implications for further study are to find out in what ways student 
teacher concerns can be addressed so their confidence is at a level 
where they manage a classroom, meet pupil needs, and in general become 
effective teachers.  Further research can be ethnographic where "good" 



cooperating teachers are observed and interviewed in order to develop 
principles and methods to mentor student teachers.

References

Arends, R. (1994) Learning to Teach. New York:  McGraw-Hill, Inc.

Bird, T, Anderson, L. & Swidler, S. (1993)  Pedagogical balancing acts: 
 Attempts to influence prospective teachers' beliefs.  Teaching and 
Teacher Education, 

9:253-267.

Bramald, R., Hardman, F. & Leat, D. (1995)  Initial teacher trainees 
and their views of teaching and learning.  Teaching and Teacher 
Education, 11: 23-31.

Calderhead, J. & Robson, M. (1991) Images of  teaching: Student 
teachers' early conception of classroom practice.  Teaching and Teacher 
Education, 7: 1-8.

Cole, A.& Knowles, J. (1993)  Shattered images:  Understanding 
expectations and realities of field experiences.  Teaching and Teacher 
Education, 9: 457-471.

Fuller, F. (1974) A Teacher Concerns-Self Confrontation Model of 
Teacher Education.  Paper presented at the American Educational 
Research Association, Chicago, Illinois.   

Furlong, J., Whitty, G., Barrett, E., Barton, L. & Miles, S. (1994) 
Integration and partnership in initial teacher education - dilemmas and 
possibilities.  Research Papers in Education, 9, pp. 282-301.

George, A. (1985)  Analysis of five hypothesized factors on the teacher 
concerns checklist, Form B.  University of Texas at Austin,  The 
Research and Development Center for Teacher Education.

Roskos, K. & Walker, B. (1994)  Learning to teach problem readers:  
Instructional influences on preservice teachers' practical knowledge.  
Journal of Teacher Education, 45: 279-288.

Schon, D. (1989)  Quotations: A Symposium on Schon's Concept of 
Reflective Practic, Critizues, Commentaries, Illustrations.  Journal of 
Curriculum and  Supervision, 5(1):61-9.

Yip, J. & Sim, W. (Eds.) (1994)  Evolution of Educational Excellence. 
Singapore:  Longman Singapore Publishers.



4


