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Abstract

A best practise internship model, will lead to enhanced learning outcomes for interns and stronger
relationships between all partners. While this is true regardless of the setting of the internship, this paper
focuses on interns in the field of education.

We present two case studies. One case study examines the experience of interns in a small Central
Queensland primary school with a teaching Principal, and the other examines the experiences of four
students in a primary school in Coalsville - a small, coalmining town situated 400 kilometres from the
Central Queensland coast.

Conclusions will be drawn about the effectiveness of the 2003 Central Queensland University (CQU)
Bachelor of Learning Management (BLM) internship program as a bridge that connects interns with their
new career paths and supports them as they walk across the great divide through the development of
collegial relationships. It also draws conclusions about the BLM program as one that prepares inclusive
educators.

Introduction

In 2001 the Faculty of Education and Creative Arts, in consultation with industry
partners determined that an Internship Program be included as a significant component
of the Bachelor of Learning Management (BLM) programs. A working party was put
together to develop the Internship program in 2002.  This working party embodied the
true spirit of the BLM being a cross-sectorial, inter-systemic group who designed the
Internship models through negotiation and consensus.

Students enrolled in the 2003 Internship Program are in the final term of their Bachelor
of Learning Management 4-year degree program (may be fast tracked and completed in
3 years).  They must have completed all school based teaching components of the
program and courses at a satisfactory level to be eligible to participate in the Internship
program.

The Internship is a school-based program with pre-service teachers attending their
assigned school for five days per week for a total of 5 – 6 weeks.  Central Queensland
University’s pilot internship program was based upon the ideal of a guided partnership
between the intern and mentor. The internship aimed to provide a period of sustained
professional practice during which interns could consolidate links between theory and
practice.  It was anticipated that interns would build upon their existing skills to become
autonomous, reflective, collaborative managers of learning ready to enter the teaching
profession. The key principle underlying the internship program was that of mutual
benefit to all participants.  It was envisaged that interns would be considered as part of
the teaching team in the school and work in a collegial environment with the support of
experienced mentors.  The internship structure would be developmental and flexible,



determined by the school and interns’ needs, and provide opportunities for interns to
develop knowledge and skills within a realistic work environment. Kibler (1997) argues
for opportunities for interns to be involved in “extensive and meaningful classroom
acculturation” (p. 1).  The anticipated positive outcomes of the program can be
encapsulated within four major concepts. It was anticipated that at a macro level
stronger partnerships between universities, schools, employing authorities, unions and
the registration body may develop and professional growth and development of mentor
teachers would occur. At the micro level it was anticipated that interns would
experience a more realistic transition from the role of pre-service teacher to beginning
teacher and that collaborative relationships between prospective and experienced
teachers would occur.

This pilot study was designed as a tool to enhance reflections on the new program.
Embedded throughout all of the courses is the notion of inclusivity.  CQU has
operationalised Slee’s concept (2001) of  “weaving the preparation of ‘inclusive’
teachers right across the fabric of their teacher- training curriculum” (p.113).  The BLM
degree sought to produce interns capable of catering for all learners.  Courses such as
Managing Diversity, Ensuring Student Success, Teaching Curriculum Literacies,
Numeracy, Essential Professional Knowledge, Professional Knowledge and Practice,
Learning Management, Networks and Partnerships all aimed to ensure that future CQU
interns were equipped with the skills and knowledge to cater for individuals in the
classroom.

Objectives of the study

The study commenced with an examination of the effectiveness of the CQU internship
model (Rockhampton, 2003) as a measurement of teacher workforce readiness. A
teacher who was workforce ready was defined as one who could cater for the full range
of learners in his/her class.

The specific research questions asked:

1. Was the internship program mutually beneficial to interns, mentors and school
students?

2. What constraints did interns and mentors face during the program?

3. Did the internship program facilitate opportunities for the interns to develop their
knowledge of inclusive practices and PCK?

Theoretical underpinnings

Internship programs
The literature supports the view that there is a trend in many industries and countries to
include internships as part of academic programs and this trend is on the increase.  The
health, business, engineering and education professions, to name a few, have been
providing ‘in the field’ experience for some time.  Internships are now commonly
viewed globally as a bridge between college and the work world (Farielli & Mann 1994,
Training and Development Directorate, 2003, Martin, Hussey, Sicoli 1999).  Coco
(2000) investigating the prevalence of internships in the engineering sector in the
United States indicates that internships while being an ancient practice, have become



regarded as a rite of passage. Three out of four students currently complete internships
before graduation,  a considerable increase from 1 in 30 graduates in 1980.

While internships differ greatly in the length of time, level of responsibility, location,
tasks assigned to interns and pay scales, benefits described by members of the various
professions are common to all.  In a rapidly growing global economy, internships offer
a means of accelerating an individual’s performance development in a profession.
Through work sampling, interns experience a blurring of the boundaries between formal
study and a work site and are provided with opportunities to be immersed in
experiential learning and decision-making about their professional futures.  An
internship also provides an ideal opportunity for employers to “try before you buy”
(Coco, 2000).  The presence of interns in the workplace has also lead to increased
employee awareness about their professional roles, staff revitalisation, greater use of
technology in the workplace and greater productivity (Texas1997, Archer, 2002, Kibler,
1997). It has been demonstrated that these positive outcomes can be further enhanced
by situating a cohort of interns within one organization (Lortie, 1975, Leo-Nyguist,
1988).

The CQU pilot internship program is described as a guided partnership between an
intern and a mentor providing a period of sustained professional practice in a school site
for interns to consolidate links between theory and practice.  Rath (1981) outlines key
principles for educationally and professionally worthwhile internship programs.  One of
these principles is that interns should be fully immersed in the complexity and variety of
teachers’ work in the culminating phases of the pre-service teacher’s education
program.  Rath (1981) points to the key role of the internship program in providing a
transition from a pre-service teacher model where the teacher retains full responsibility
for the teaching and learning in the classroom and supervises the teaching of the pre-
service teacher, to the typical beginning teacher situation where the new teacher is often
in the classroom with limited, if any, support from other staff.  The intern requires
opportunities to be immersed in the work of teachers as an autonomous beginning
teacher with associated teaching, learning and student management responsibilities.

The teaching internship program under study was underpinned by the notion of mutual
benefit.  Kibler(1997) espouses benefits such as an opportunity for renewal for
experienced or master teachers and increased communication and partnerships between
universities, employing bodies and schools.  Also important is the opportunity inherent
in the structure of the internship program for enhanced learning opportunities for school
students.  The benefits for the interns are closely linked to the quality of the mentoring.
Hudson and Skamp (2003) identify five key areas necessary for effective mentoring:
personal skills that foster constructive dialogue, knowledge of curriculum, pedagogical
knowledge based on best practices, modelling, and feedback for reflection aimed at
improving practice.  In describing good mentoring Rowley (1999) concurs with the key
areas raised by Hudson and Skamp, but also mentions commitment to the role of
mentoring and acceptance of the intern as a beginning teacher.

Inclusive practices
The focus of the pilot study at Coalsville State School was to draw some preliminary
conclusions about how prepared CQU 2003 BLM interns were for the demands of an
inclusive classroom.  A secondary aim was to trial the concept of a rural based
internship, but the success of the trial will not be elaborated upon in this paper.
Research findings from across the globe indicate that schools and teachers are



struggling to respond to the wide array of students in schools (Wills & Cain, 2002).
While teacher education programs engage participants in knowledge construction and
preparation for classroom teaching and learning, it is essential that teacher training
institutions provide relevant opportunities for preservice teachers to develop personal
philosophies that promote classroom environments, supportive of participation and
achievement for all learners. The BLM purports to have designed such a program.

Pedagogical content knowledge
Teachers require both sound content and pedagogical knowledge. Shulman (1987)
suggested that another dimension to effective teaching is the necessity for what he
termed pedagogical content knowledge (PC transformations K).  The construct of PCK
is different from knowledge required for content and general pedagogic competence as
it encompasses the teachers’ interpretations and of subject-matter knowledge, and
teacher understandings of learning difficulties and preconceptions (van Driel, Verloop
& de Vos, 1998).  van Driel et al. (1998) argues that a thorough content knowledge is
essential for development of PCK and that teaching experience forms the major source
of PCK.  However, this does not explain how some beginning teachers develop
sufficient topic PCK to teach topics outside their major content area effectively
(Appleton, 2003).  Research by Appleton suggests the construct of ‘activities that work’
adopted by teachers, may explain this apparent anomaly.  They suggest ‘activities that
work’ serve as a substitute for PCK in science” (p.6).  Activities that work have a set of
common characteristics that form the basis for their selection by teachers.  They are
usually hands-on, interesting, motivating and fun for students, manageable in terms of
equipment, safety, and student activity, have a clear outcome, and teach the science
concept implicitly without significant explicit teacher intervention (Appleton, 2003).

Settings/site selections

This study expands on the experiences of 5 of the 2003 graduating student cohort.  Four
interns chose to undertake their final professional practicum of 5 weeks immediately
followed by a 5 week internship (10 weeks in total) in a coal-mining town situated
approximately 400 kilometres north west of their family and university base –
Rockhampton in Central Queensland, Australia. This group comprises the Coalsville
group.  The school experience was supported by the local mining company and the
school community.  Coalsville has a population of approximately 3000, features a
primary school  (approximately 500 enrolled) and a secondary school (Years 8-12, 190
students).
The second case study draws information from the experiences of an intern, mentor and
parent from the small school community of Smallsville (30 minutes from the
university).

Methodology

Qualitative case study method (Guba & Lincoln, 1989; Merriam, 1998; Patton, 1990)
was chosen to investigate the internship.  Case study was appropriate for this study due
to its potential to yield insights into interns and mentors’ beliefs, practices and
challenges associated with the internship program through maximizing opportunities for
each to explain their views and actions.  Case study provides the holistic perspective
required to derive useful outcomes from this investigation.



The case study centred on two schools, which formed the cases.  For completeness of
the case, the study recounts the views and actions of both interns and mentors, and
where possible parents of school children taught by the intern.

During the initial stages of the internship program the researchers visited the internship
sites and conducted semi-structured interviews with the participants.  Data was also
collected through observation of the participants and informal discussions about the
internship program and the manner in which it was conducted in the case school.  The
interns and mentors eagerness to discuss their experiences made them ideal participants.
The choice of case schools was purposive (Patton, 1990).  Each case study employed a
variety of research techniques, drawing on semi-focussed interviews, classroom
observations, structured questionnaires and field notes.

At Coalsville, each intern was interviewed prior to the internship. The purpose of this
interview was to attempt to ascertain their attitudes, skills, knowledge and
understandings about inclusion.  The researcher then observed each intern managing a
diverse Year 1 or Year 2 class for 2 x 40 minute teaching segments on consecutive days.
The purpose of the observations was to trial the effectiveness of a set of indicators. It
was designed to assess students’ abilities to operate as inclusive educators (McLuskie &
Aniftos, 2003). The classroom observations were followed up with an informal
discussion where necessary for clarification.

Anticipated outcomes of the pilot programs
It is anticipated that the trial of a set of indicators will lead to the refinement of an
indicator scale in preparation for a major study on the pedagogical toolkit of the
inclusive educator (Archer, 2002, Winzer, Altieri, Larsson, 2002).  It is also anticipated
that the research will have implications for the continuous improvement of the Bachelor
of Learning Management program as it moves with its industry partners in
“reconstructing educational thinking and practice” (Slee, 2001) in all schools for the
benefit of all children.

The Coalsville experience

When first conceptualising how to operate an internship in a rural area, it was proposed
that groups of students in same or geographically close locations could act as mutual
support networks. This principle proved very effective in Coalsville. Here, 4 interns
worked on the same campus, all in early childhood classrooms and shared a house.
Lortie (1975) describes the “shared ideal” of an internship where interns operated as a
cohesive group – participating in formal coursework and informal activities as a group.
The “shared ideal” concept was operationalised in Coalsville. Three of these students
were already part of the early childhood cohort and had established good working and
personal relationships. Completing their internships together and including the other
student as part of the group, meant they could assist each other in: ”forming an
occupational identity, encouraging collegial patterns of behaviour, fosters trust and
enhances self-esteem .  Their prognosis for remaining in the profession for longer is also
enhanced by this successful experience. (Lortie, 1975, Leo-Nyguist, 1988).

The living arrangements and close proximity to other members of the educational
community gave students many opportunities to critically reflect on classroom practice
and have substantive conversations about their classroom experiences.



The Coalsville experience was based on the cohort model. In the conceptual phase of
the Coalsville internship program, concern was raised about the possible availability of
quality mentors due to the young, average age of teachers in these schools.  The
decision not to validate this concept is supported through the words of an intern quoted
by McNew, (2000) who sited a Crocker and Wilde study (1999):“I was also exposed to
a style of teaching different from my own, which, rather than converting me, as
researchers seem to fear served to solidify my commitment to research-based, inquiry
science teaching. “

Discussion – The Smallsville experience

Mutual benefit
Both interns and mentors at Smallsville believed the internship program had been
beneficial for them and the students in the classroom.  Both cited reasons such as an
extra teacher in the classroom and a lower student to teacher ratio.  The mentor
explained :

in a two teacher school, the presence of interns effectively means four teachers
in the classroom.  As a teaching teacher principal, I could organise for an intern
to take the class and this allowed me more time during the school day to deal
with principal jobs.

For herself, the intern felt there had been the opportunity to teach units of work from the
start to the end and work through the assessment process.  In previous practical
experiences there had not been the opportunity to do this.  The intern sited the support
of the mentor in allowing her to ‘run the classroom’, telling her ‘it’s yours now, you
make the decisions’ as a key aspect of the success of the internship.  Both mentioned an
incident involving the intern giving the class a detention at lunchtime.  The intern cited
it as an example of how the mentor was supportive of her and her actions.  The mentor
explained that she does not give lunchtime detentions, but that she would support the
intern’s decision both with student or parent complaints.  They also discussed
alternative actions that could be taken.  As the mentor explained: ‘

this is a trying out time for the intern, they have to find out what works and what
works for them and every different kid

The success of this incident as a learning experience for the intern owes much to the
mentor and the way in which she talked through the incident and provided a supportive
environment for her intern to be reflective to improve practice yet gain confidence in
her ability to deal with these issues in her future teaching.
Constraints
Both intern and mentor felt the change in routine had the potential to be unsettling for
some students, however the mentor dealt with this in a way that made the interns feel
part of the whole school community.  While students had to learn to work with another
person in the classroom, the excitement of having a new face outweighed the negatives.
The parent interviewed concurred with this stating:

It was good for the kids to have someone different with different teaching ways.
Overall  it was good for the kids.



Development of Pedagogical Content Knowledge
The intern felt that the internship program had provided many opportunities for her to
develop her repertoire of teaching strategies, content knowledge and subject specific
pedagogy.  When asked about planning a unit of work outside her teaching area she
discussed a science day they were planning and how she started by asking her mentor
for activities, and then other teachers.  She then went to the university library to search
for ideas and looked in textbooks on science.  Interestingly she did not mention the web
as a source of ideas, and appeared to prefer the knowledge and experiences of teachers
with activities that had been used before.  The intern discussed the experience she had
gained in structuring learning activities for a grade four to seven composite, in
particular the need to have different activities for different abilities groups on the same
topic.  When she uses the same activity for all ability groups she discussed how ‘you
have to make so that they can all work through some of it, but some students will be
able to do more and do it more quickly than other students, but they can all achieve
some of the outcomes of the lesson’.  It appears that the intern has quickly developed an
understanding of the students’ learning needs in the classroom and how to plan to cater
for those needs.  She mentioned that she has extensive professional conversations with
her mentor and this appears to have contributed to her rapid development of knowledge
of appropriate pedagogies for specific content areas.  Her increase in personal
knowledge appears to be a direct result of her own efforts, professionalism, and desire
to be the best teacher she possibly can be.

The Coalsville experience

Inclusion
The interview process and class observations at Coalsville revealed each of the students
understood inclusion to mean more than students with disabilities. They were very
aware of a full definition of inclusion that incorporated diversity in human conditions
whether physical, intellectual, social, emotional, linguistic or ethnic and exhibited a
variety of pedagogical strategies that catered for all.



Table 1: Classroom observation data examining interns’ understandings of inclusion
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One intern  mentioned geographical inclusion.  In their understandings, the term ‘good
teacher’ is synonymous with inclusive educator. They support Slee’s notion (2001) that
“inclusive education is not about special education needs, it is about all students”. One
intern stated:

the kids in the class come from different family backgrounds, socio – economic,
different areas, different abilities…they don’t just all fit in a box…you’re
teaching everybody.

Another intern declared:

An inclusive teacher modifies their curriculum to cater for every need, all the
individual needs within their classroom whether it be something light where a
child need an extra lesson in that. Maybe you pull them out while other children
are doing something else just to do some one-on-one work with them. Maybe
you get one of their friends to help them. Whatever it may be so that each child
has the opportunity to experience the curriculum to the full extent. …It doesn’t
matter where they’ve come from or what knowledge they have or don’t have,
they all should have the opportunity to learn and to experience everything that
everybody else has.

A third intern declared that adaptability and flexibility are key attributes of a good
teacher/inclusive educator. When asked where she got her approach to teaching she
suggested it was because of her training at CQU.

Researcher:  Where did you get that idea, about being flexible and adapting things?



Intern:  At uni probably a lot being the first BLM students.  Okay this isn’t working so
we’ll try this or do this. There are a lot of teachers at this school who don’t like
outcomes but you need to be flexible and you can see why it is so important in
teaching because things come and go all the time.  If you are not flexible you are
really in the wrong career.

When asked where this knowledge came from they all replied that it came from
personal experience, theory at uni, embedded professional practicums and portal tasks.
When asked specifically in what uni courses, one intern demonstrated through her
response that the BLM is successful in weaving inclusion throughout the entire program
(Slee, 2001).

I think it was in everything. In everything we do. It’s just instilled in us – kids
are there to learn and be challenged and that is what we need to do and not sit
there be stagnant. They’re not sponges.

In each of the classrooms interns scored highly in teaching skills. It was observed that
students’ learning needs were well catered for. Each of the interns had developed
challenging activities that extended some students and concrete activities for those in
need of consolidation and demonstrated a range of teaching strategies.  Intellectual
quality, supportive classroom environment, recognition of difference and connectedness

(Productive Pedagogies, 2001) were strongly featured in each classroom during the
observation periods.

Collaboration

The classroom observations and post observation interviews revealed that these interns
were skilled in the art of peer collaboration.

Table 2: Classroom observation data examining interns’ ability to foster collaboration in
the classroom
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The interns shared double teaching rooms. One pair, together with their mentors,
decided to cooperatively plan and implement the next teaching unit. They were already
team teaching some learning segments. Through the classroom observations, teacher
aides were also in the classrooms, working with students on learning episodes that had
previously been designed by the intern.  However the teacher aide-teacher collaboration
was perhaps not clearly visible to the students. While the concept of the “support a
reader” and “support a writer” have been introduced in Queensland schools with very
good intentions, the impact on children’s self-esteem through this formal identification
process as a learner “caught in the net” has yet to be researched. In 2 classrooms,
students openly helped each other understand concepts peer tutoring was encouraged by
the intern. However, during some of the class observation time, students were working
independently. One of the interns had rearranged the rows of desks into groups and
implemented the principles of cooperative learning into her Year 1 classroom.

Assessment
During the observations all interns scored rather low in the area of data collection,
however during the post observation interview, it was revealed that the researcher had
failed to realise the intern in one class collected children’s Science journals and Physical
Education writing journals as a means of monitoring their literacy and learning.  The
writing tasks in each of these notebooks was very directed and based on De Bono’s 6
Thinking Hats.

Table 3:  Classroom observations examining the intern as educator in the classroom



During the post observations with three of the interns, it was evident that while the
snapshot of observation time did not reveal any formal data collection, it was occurring
anecdotally and formal data collection was planned for the following week. Other than
in the choice of reader each child takes homes, there was little evidence of student
choice during the observations.  Higher order thinking, positive student enhancement
and scaffolding the learners scored in the high range.

Diversity

From the classroom observations, there seemed little evidence of critical literacy where
students question aspects of texts and no exploration of life beyond an “anglo-saxon”
Australia.  The researcher witnessed several reading sessions where the text invited a
critical question from the intern but none was forthcoming.

Table 4: Classroom observation data analysing interns’ notion of promoting diversity
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When the ethnocentric nature of the observed teaching segments was discussed, it was
discovered that the next unit 2 of the interns are planning is a multi-cultural unit to
encompass aspects of the 2 indigenous Australian cultures as well as 2 European
cultures.

Limitations
During the classroom observations at Coalville, it quickly became apparent to the
researcher that the scale had limitations.  A comment column was necessary and several
of the indicators and two of the standards need reworking. The research would perhaps
be of more benefit to the mentor and the researcher if the lesson segment had been
videoed and a simulated recall was conducted.



Conclusion

The success or failure of any internship is primarily dependent on the two key players in
the relationship: the intern and the mentor.  In this study the researchers were privileged
to observe quality mentors who successfully guided their interns into their new careers.
They all assumed the role of a colleague working with a co-teacher, not a student all of
the interns. Of the 5 mentors, only three (1 in Smallsville and 2 in Coalsville) had
previously supervised student teachers during practicums and they too operated as a
collegial unit during the time of the internship.

The notion of being regarded by the school community as a co-teacher proved to be
empowering for the interns.  At both schools they were asked to lead small group
professional development activities updating practising teachers’ knowledge in new
Education Queensland initiatives. This process in particular, positioned them all as
professional colleagues.

The cohort model at Coalsville proved most beneficial as a cohesive, mutually
supportive unit.  Whether the cohort would operate with the degree of cohesiveness if
the players were not all situated in classrooms teaching similar grade levels remains a
topic for future investigation.  The interns, mentors, parents and school administration
teams all believed the internship program had been very beneficial to their school
communites.
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