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Abstract 

Research has indicated that student teachers identify control and discipline of students and 
a perceived lack of subject knowledge as key concerns on their teaching practicums 
(Mawyer, 1999, Hart,1987, Curthner-Smith, 1996, Rikard & Knight, 1997). Gibbs and Aitken 
(1996) claim that the self-efficacy and self-perception of the student teachers is as critical as 
the skills and knowledge they bring to the teaching task. Based on this evidence, a new 
model of teaching practicum was devised for first year secondary school pre-service 
Physical Education teachers. Students were able to achieve success in their first teaching 
experiences by ensuring they had a thorough understanding of the specific subject content 
they would be required to teach, the pedagogical content knowledge and by placing them in 
cohorts or teaching teams in schools. Measures of the students’ self-efficacy showed they 
strengthened over the period of the practicum. Analysis using NUD*IST identified themes 
and categories which emerged from the student teachers’ reflective diaries of their first 
teaching experiences. These affirmed the process in which they had participated and 
showed positive links between the College-based programme and the school teaching 
experience. 

Massey University College of Education teaches a four-year Division B programme. The 
Division B programme qualifies students to teach Health and Physical Education in New 
Zealand secondary schools. Each year students enrol in Teaching Experience (TE) papers. 
On their first placement, students work in intermediate school classrooms. Intermediate-
aged children are selected for the first year Division B TE for two reasons. Firstly, the 
majority of first year Division B student teachers are in their first year out of high school. 
Working with Year Seven and Eight pupils is less threatening for these students. Secondly, 
this school age immediately precedes secondary school and many of the children have very 
similar characteristics to those beginning their first year of secondary school. 

Originally, the first year Division B Teaching Experience format was a conventional model. 
That is, on their first three-week posting, students were placed in pairs into intermediate 
school classrooms. Their primary role was to complete a range of observational tasks and to 
teach small groups of children under the supervision of their Associate Teacher. There was 
often limited opportunity to work in physical education or, for that matter, to observe physical 
education teaching. 

In 1999 this model was changed for a number of reasons. "Student teachers and supervising 
teachers often view student teaching as the most important component in their pre-service 
teacher education programme."(p.4, Lortie, 1975) Students have regularly cited the 
practicum as one of the most worthwhile and productive parts of their teacher education. 
However, in contrast to Lortie’s observation, one New Zealand study shows that across 
student teaching, student teachers’ beliefs, which are critical for teaching effectiveness, 
remain relatively unaffected by exposure to the traditional approaches to student teaching 
(p.2, Gibbs, 1996). 

Gray and Renwick (1998) completed a study into the effectiveness of teacher education 
programmes in New Zealand schools. They received 648 responses from first year primary 
and secondary teachers and 396 responses from their supervisory/tutor teachers. This 
response from one student is typical of the comments that they received. 

"My opinion is that teaching is mostly learnt on the job. It is important to be 
provided with quality teacher education but I don’t think anything can fully 
prepare you for the complexity of teaching. In the classroom you either sink or 
swim. You need to be very resourceful and use initiative in order to meet the 



vast range of needs in any one classroom. I am having difficulty marrying 
educational theory with educational practice" (p.52, 1998). 

The battle to transfer theoretical knowledge to teaching practice has remained a consistent 
theme in teacher education. Many studies have shown the failure in bridging this gap. 
Korthagen and Kessels have argued that this type of discussion has focused on "the 
question of whether teacher education should start with theory or practice instead of the 
more important question of how to integrate the two in such a way that it leads to integration 
within the teacher" (p.4, 1999). Anderson (1993) has identified two forces exerting pressure 
on the tertiary teacher education programme. On the one hand, the tertiary institution has 
tended to push for more research-based pedagogical content and subject matter whereas 
schools have emphasised the need for more practical experiences in the classroom. A 
common model has been to structure assignments to be carried out during field-
experiences. As teacher education has moved towards a more constructivist approach, 
teacher preparation has emphasised the growth of the prospective teacher through 
experiences, reflection and self-examination (McIntyre, Byrd & Foxx, 1996.) 

Gibbs and Aitken (1996) argue that in assessing pre-service teacher education programmes, 
there is a need for ensuring that student teachers’ self-efficacy is both accounted for and 
enhanced. There are four major influences, which need to be accounted for. Firstly, student 
teachers need to experience performance accomplishments. As an example, student 
teachers that successfully deal with students’ challenging behaviours will grow in self-
efficacy. Secondly, student teachers that receive genuine encouragement may grow to 
believe they are capable of dealing with difficult problems. Thirdly, by observing associate 
teachers dealing with difficult situations student teachers receive vicarious experiences that 
can enhance self-efficacy. Finally, the perceived authenticity of teaching tasks provides 
emotional arousal for the student teacher. Self-efficacy is influenced by emotional arousal. 
Therefore, it is for these reasons that teaching experience is such a critical component of 
pre-service teacher education. 

The following case study is an attempt to address the Gibbs and Aitken (1996) statement 
that teaching requires more than simply developing a set of skills and knowledge. The self-
efficacy and self-perception of the student teachers also needs to be addressed. The 
decision was made to integrate College-based physical education courses with the first year 
teaching placement. The four major influences identified by Gibbs and Aitken underpinned 
this integrated approach. The areas of concentration were as follows: 

1. Classroom Management / Control 

This is a major component covered in the initial part of the curriculum paper. 
The importance of developing classroom environment conducive to quality 
learning is covered extensively with students by providing ample opportunities 
to practice their management techniques through role-play. The student 
teachers are placed in cohort groupings to complete their course work and 
field placements. 

2. Subject Knowledge 

The first placement requires students to teach in two areas only. One week is 
spent teaching gymnastics and the second week is spent teaching sport 
specific skills. The students work out of an established base, for example a 
gym. The students team-teach selected classes. Both these programmes are 
run by the same lecturer who is also involved in visiting cohorts of student 
teachers on teaching placement. This allows the lecturer to offer constructive 



feedback based on an in-depth knowledge of the student’s preparation and 
abilities. Students are equipped with the specific subject and pedagogical 
knowledge required to teach successfully. As an aside, students often 
comment on the fact that they observe classroom teachers taking notes of 
their lessons, which is a positive reinforcement for the student teachers. 

3. Organisation and Structuring of Classes. 

The students used a systematic observation system (ALT-PE) as the 
framework in organising and structuring their classes. Students are 
encouraged to concentrate on decreasing waiting, and management time 
while increasing the amount of time students are involved with quality 
learning. This framework gives students a basis on which to start the process 
of critical reflection. 

4. Observation and Evaluation. 

Only lecturers who are involved in teaching the students visit. Students are 
observed and discussion occurs as a cohort rather than with an individual 
focus. Assessment is formative and ongoing with a number of visits occurring. 
Through sharing a placement, group members have increased opportunities 
to interact with one another on similar class experiences. This helps student 
teachers to resolve problems specific to a particular context. This approach is 
supported by the work of Bullough and Gitlin (1991). 

The integrated model was designed using research on pre-service students concerns about 
teaching placement. Research has identified a number of key areas of concern. Control and 
discipline of students was identified in a number of studies (Mawyer, 1999, Hart 1987, 
Curthner-Smith 1996). The review of US research conducted by Jones (1989, cited in Laker 
& Jones, 1998) reported that most studies suggest that student teachers major area of 
concern was their ability to manage and control students. A second area of concern was a 
perceived lack of subject knowledge. Rikard and Knight (1997) found that lack of confidence 
in their subject knowledge was the second highest worry. Loflin-Smith (1993, cited in Mawer, 
1996) stated that pre-service teachers felt they were poorly prepared for their work in the 
school setting, and in their minds inadequate preparation in their university course work is 
the cause of much of their frustration. In general the research identified teaching placement 
as a cause of anxiety for students in general (Hart, 1987, cited in Capel, 1996) and physical 
education in particular (Capel, 1997). The model was developed with the intent of reducing 
the levels of anxiety by deliberately addressing and neutralising concerns before the 
students went into teaching placement. The intent of the teaching placement is to help 
develop students in a positive way, to make the initiation into the teaching culture as smooth 
and successful as possible. This model is designed to offer pre-service students the 
opportunity to have this success. It does not do this by reducing the requirements of 
students in the area of teaching and learning. It simply prepares students carefully and then 
structures the environment in the schools to allow students to make maximum use of their 
preparation. 

To establish whether this placement model was successful in helping develop positive self-
efficacy, students were asked to complete a questionnaire one-week prior and one week 
subsequent to their first placement. The results at the end of the practicum are displayed in 
Table 1. 

The research found that on the whole students displayed good levels of self-efficacy before 
the placement and that generally these were strengthened by the end. The majority of the 



class were either unconcerned or undecided prior to the placement occurring. After the 
placement was complete, students generally felt that they had no concerns with the issues 
identified. 

Table 1. Self-Efficacy Survey 

    Strongly 
Agree 

Agree Undecided Disagree Strongly 
Disagree 

Pre 

  

Post 

I think I will be able to 
effectively instruct 
pupils 

I was able to 
effectively instruct 
pupils 

  

  

2 

8 

  

14 

12 

  

5 

1 

  

0 

0 

  

0 

0 

  

Pre 

  

  

Post 

I feel confident in my 
subject knowledge 
i.e. what I am going 
to teach 

  

I felt confident in my 
subject knowledge 
i.e. what I was 
teaching 

  

  

3 

  

5 

  

8 

  

10 

  

9 

  

4 

  

1 

  

2 

  

0 

  

0 

  

Pre 

  

Post 

I feel confident 
dealing with 
disruptive behaviour 
and discipline 

I felt confident 
dealing with 
disruptive behaviour 
and discipline 

  

  

2 

  

6 

  

7 

  

10 

  

11 

  

4 

  

1 

  

1 

  

0 

  

0 

  

Pre 

  

Post 

I am worried about 
being assessed by 
my associate teacher 
and lecturer 

I did not mind being 
assessed by my 
associate teacher 
and lecturer 

  

  

3 

  

11 

  

9 

  

8 

  

5 

  

2 

  

4 

  

0 

  

0 

  

0 



  

Pre 

Post 

I perceive myself as 
an able teacher 

I perceived myself as 
an able teacher 

  

3 

6 

11 

12 

7 

2 

0 

1 

0 

0 

  

  

The Second Teaching Practicum 

The second teaching practicum for this group of students was in a secondary school. As for 
the first teaching practicum, the integrated model was adopted. This meant that student 
teachers were placed in groups of four. The purpose was to provide a co-operative support 
network in which they began their first placement in a secondary school. Prior to going on 
this second teaching placement, the student teachers worked intensively on the subject 
content and the pedagogical skills required to teach an experiential, co-operative games 
module. This involved role-play, peer assessment and group planning for the lessons that 
they would teach. 

Over the period of the teaching practicum students were required to maintain a written log, 
which contained critical reflections and records of their teaching experience. These notes 
were merged and analysed using NUD*IST (non-numerical unstructured data indexing, 
searching and theorizing software package). This analysis allowed us to group comments, to 
label them and categorise them. (See Table 2). Several themes emerged. By far the largest 
number of comments in the student teachers logs focused on behaviour and class 
management. This reflected a genuine concern that they would be able to manage 
secondary school students. One student’s log of observations from his first day dwelt on 
management exclusively. 

"Teachers would ask for something to be done (sit down, put the balls away 
etc) and count 5, 4, 3, 2, 1 making those who weren’t complete in time to do 
some form of punishment. (In my observations push-ups, or a nursery rhyme 
with actions.)" 

For another group of students, the management style of their Associate Teacher had a 
profound effect. 

"On completing these fat mat races Charissa gave points out to the winning 
team…. Charissa then intended to move on to another activity but she saw 
that the class wasn’t listening to her instructions, so she paused and waited 
for her kids to sort themselves out. I was quite surprised at the patience of 
Charissa and how much respect the kids showed her after they got back 
focussed on the task at hand." 

One of the strategies that was used by many of the student teachers on this practicum, (and 
was often modelled by the Associate Teachers), was rewarding the students with activities 
they preferred to play. "The class was now set free to play volleyball/basketball. This was a 
"busy, happy, good" activity which still resulted in students sitting out, mainly girls". 



One of the key learning outcomes of the student teachers’ lessons was to promote group 
problem solving through appropriate activities. To achieve this they first had to capture the 
interest of the pupils. This was done through the briefing process that they had rehearsed in 
the week prior to the teaching practicum. 

"This was our first ABL (adventure based learning) lesson and it went really 
well. We began with a pass around of a ball with everyone saying their name 
and what they know about ABL. We then played tail tag, and then warp 
speed. These worked well in giving students active and non-active games 
which led into the next activity which required both. Nitro was the highlight for 
me and our adjustments were appropriate making the activity challenging yet 
achievable." 

The student teachers modelled the evaluation process that they had discussed and 
developed in the week leading up to the Teaching Experience. This process followed five 
clear steps: 

1. What did we do well? 

2. What could be improved? 

3. Were the activities challenging enough? 

4. Was the brief clear? 

5. Did the debrief have purpose and extract the desired results? 

As the student teachers worked with a range of classes, they had the opportunity to repeat 
lessons and develop them based on the feedback that they received. 

"Our debriefs were a lot better the second time round as we were able to gain 
a better rapport with the students. I was a lot less nervous and I think my 
body language was better. The feedback focussed more towards the 
enjoyment of the activity than about the game strategies." 

The student teachers were keen to ensure the purpose of the activity was understood. 

"Students were still unable to see the objective of ABL as part of the PE 
programme. I was aware of this through the lesson but waited till the end to 
summarise… Reverse order hoop problem solving went well. It still took all 
groups longer than I anticipated. And there was the predicament of what to do 
with groups who finished first etc… I wanted all groups to experience success 
but time meant I had to move onto the next thing." 

Before the Teaching Experience, the student teachers had decided one of the key learning 
outcomes was to encourage the pupils to examine their attitudes and beliefs about game 
playing. 

"I modified my lesson to include another active game which the students 
responded well to. Still need to modify rules to eliminate cheating and make it 
easier for determining the winner." 



"Students were really attentive… Some difficulty in getting students to play 
‘fair’ i.e. there was a tendency to cheat when playing tail tag. There were 
some negative comments ‘this sucks’ etc. At that point I asked students for 
ideas on ways we could modify the game that would make it more 
enjoyable/fair." 

All student teachers reflected success in achieving the learning outcomes of the unit, 
although this was mixed with frustration and disappointment. 

"First time taking Lesson 2, which focuses on communication development. 
Challenging class, but they worked well given the activities were fairly static. 
Time of day was a likely factor – this class and same lesson taken last period 
would probably not be very effective… Lesson would probably benefit from 
more physical activity, just need to be flexible." 

The student teachers also faced classes of varying motivation and ability. They were 
required to observe classes in their second teaching subject. They commented on the 
management skills of some of the teachers that they observed: 

"As per yesterday, class (Social Studies) were not attentive and teacher 
never appeared to gain control. One girl was subject to ridicule about her 
weight which the teacher failed to pick up on or eliminate. Some students did 
not attend to their work at all." 

However, the student teachers shared a common purpose in teaching this unit based upon 
the work they had done at College immediately prior to the placement. They were able to 
support each other in the teaching task and maintain their focus. 

"Often we would stop an a activity half-way through to ask students for 
feedback. They gave us some ideas as to how they wanted to play the game. 
Mozzie tag was repeated four times and we asked and encouraged the 
students to think of some ideas for strategies. We wanted the students to 
think of a way which would make the taggers job harder. The students came 
up with many good ideas…" 

  

Table 2. Key Themes (NUD*IST) 

Managing off-task behaviour Physical Activity 

• busy, happy and good 
• ALT – PE 

(academic learning time – Physical Education ) 

 

Briefing and Debriefing Game Strategies Participation 

"how do we play this?" - purposeful 

"how can we modify this?" - successful 



- enjoyable 

 

 

Full participation Challenge by choice 

Team work "Play hard, play fair, play safe" 

  

Conclusion 

How successful was the cohort teaching practice model in transferring knowledge from a 
College-based programme to the school setting? There are three key issues that need to be 
addressed if the transfer of learning is to be successful (Korthagen & Kessels, 1999). 
Huibregtse, Korthagen and Weibbels (1994) showed that even with experienced teachers 
there is a strong relationship between their preferred way of teaching and the way they 
themselves are used to learning. In other words, they have a limited view of the learning 
styles of their students and tend to project their own way of learning onto their students. 

A second issue that affects the transfer from a College-based programme to a school-based 
programme is the ‘feed-forward’ problem. In other words, the students fail to see the links 
between the theory and their teaching in school (Bullough, Knowles, and Crowe, 1991). 
Student teachers must relate the College programme to actual problems that they encounter 
in a school setting. 

A third issue is the need of teachers for quick and concrete answers to situations in which 
they have little time to think (Korthagen & Kessels, 1999). 

From the analysis of the student teachers’ logs it became apparent that they were able to 
translate the theoretical underpinnings of experiential-based learning to a school setting with 
some success. This was because they modelled and rehearsed the subject content and 
pedagogical approach they would be using with classes. Because they were working 
together as a cohort, they had not only the support and advice of the school staff, but they 
also were able to problem-solve challenges with their peers as a teaching team. If there was 
a disjunction between the ideas of the teacher and the College programme, they could rely 
on the support of their peers to help solve the problem. If they were on their own they would 
be in a position of vulnerability. As a cohort, they drew strength from the group. Finally, the 
peer assessment enabled student teachers to receive immediate, relevant feedback based 
on the College programme that they had completed. 
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