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Abstract 
 
The impact of self-efficacy beliefs in pre-service teacher education is profound. Within teacher 

education, the beliefs students create, foster and hold true are foundational motivators determining 

depth of engagement and learning both intra-personally and professionally. This study emerges in the 

light of heightened debate about what constitutes best “evidenced-based teacher education” programs, 

and benchmarked professional standards of teacher graduate attributes and their relationship with 

student teacher self-efficacy.  

This paper reports on research commenced in April 2006. It explores the processes by which students 

developed, identified and especially reflected upon their self-efficacy beliefs. The study has used both 

teacher and learner self-efficacy scales. An analytical framework based upon self-efficacy, reflective 

practice and the Quality Teaching Framework (NSW DET, 2003) and the NSW Institute of Teachers’ 

Professional Teaching Standards (NSW IT, 2005) informed this study. However in this paper students’ 

reflective writing on two administrations of student learner self-efficacy scales, specifically developed 

for this research, are focussed upon. Two forms of students’ reflective writing, scaffolded and 

unscaffolded, were analysed to ascertain student beliefs, and knowledge about their reflective practices 

and the differences between scaffolded and un-scaffolded reflections. Preliminary findings revealed a 

relative conceptual shallowness in the intellectual quality of students’ reflective practice in un-

scaffolded as compared to scaffolded reflections. Implications are drawn for teacher education practice. 

 

Introduction 

 

The judgements people make about their capability to succeed in a specific task and 

context, their self-efficacy, are the single most important determinant of individual 

behaviour (Bandura, 1997:11). Pajares (2004:1) confirms Bandura’s premise that “the 

beliefs … that individuals create and develop and hold to be true about themselves 

form the very foundation of human agency and are vital forces in their success or 

failure in all endeavours”. This research explores these ideas in relation to the 

reflective thinking of a cohort of second year Bachelor of Education students. 

 

Self-efficacy beliefs determine the degree to which these students:  

• perceive their capabilities in relation to set tasks and situation specific goals 

(Brouwers, 2001: 5).  



 2 

• “exercise personal control of [their] behaviour, thinking and emotions” (Gibbs 

2003: 3), and 

•  “execute the courses of action required to manage prospective situations” 

(Bandura, et al 1997, Brouwers, 2001: 5),  

To use a metaphor, self-efficacy can be likened to the smallest cog in a watch wherein 

the intra-personal beliefs generate the external, observable behaviours (the watch 

“hands”) of learner and teacher knowledge, skills and expertise.  

 

As learners and as novice teachers, teacher education students bring a self-schema of 

unique complexity and potential. Already shaped by social, cultural, emotional, 

cognitive and economic realities, they draw from the richness or paucity of their intra-

personal worlds to interpret and organise incoming efficacy information in the light of 

previous efficacy judgments (Bandura, 1997: 81). Bandura and others would argue 

that past, present and future experiences are inextricably interwoven. For example, a 

student, presenting a seminar to their peers or a lesson to primary students on 

practicum (the observable “hands”), draws from self-beliefs shaped over their 

lifetime. Whether the individual was listened to and was valued impacts on their (i) 

ability to “take charge” and (ii) believe they have something worth saying, when 

teaching.  

 

Bandura (1997: 80) advocates that building a “sense of …efficacy is not [just] a 

matter of programming ready-made behaviour. It involves acquiring the cognitive, 

behavioural and self-regulatory tools for creating and executing effective courses of 

action”.   Those “tools” are primarily concerned with reflective thinking, which Schon 

(1987: 355) refers to as “in-action” and “on-action”. For the purposes of this study, 

reflection is the realistic and insightful appraisal of an experience, to create 

knowledge that informs future goals and actions.  Such a “reflection-for-action” 

integrates the cognitive process dimensions of remember, understand, analyse, 

evaluate and create, the lower to higher order cognitive processes of the revised 

taxonomy of Bloom (Anderson & Krathwohl, 2001). The conceptualisation of 

“reflection-for-action” supports the view of Kovalich, Milman, & Elizabeth 

(1998:239) that “a reflexive approach helps students gain accurate perceptions of how 
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their behaviours … support or impede [their] learning”, future performance and self-

regulation skill development. 

 

As teacher educators, a crucial role lies in assisting under-graduates to make realistic, 

not damning or inflated, appraisals of their practices and beliefs. As Pajares (1992: 4) 

notes, people cannot “accomplish tasks beyond their capabilities simply by believing 

they can, for competent functioning requires harmony between self-beliefs on the one 

hand and possessed skills and knowledge on the other”. Constructive reflection is that 

which enables the individual to attribute success and failure to factors within their 

control. Acknowledging one’s ability, the effort required, the difficulty of a task and 

the place of luck, are ways students can develop a greater sense of control over future 

situations (Weiner, 1972: 203). Dweck (2000:1040) supports Weiner’s view, he states 

that when students believe their failures result from their own lack of effort they try 

harder and persist in the face of difficulty. However, when they instead attribute 

failure to lack of innate ability, they give up easily and can’t even perform tasks they 

have previously accomplished. Enhancing reflective thinking and self-efficacy beliefs 

enhances the self-regulation attributes of resilience, persistence and effort. 

 

The task of this paper is to propose ways of enriching teacher education in the light of 

current understandings of self-efficacy beliefs and reflective practice, and to present 

findings on current research undertaken with teacher education students. We agree 

with the sentiments of Gibbs (2003:7) who maintains that: 

If teacher education programmes are to transform student teachers into 

innovative and resilient teachers with a strong sense of survival, then less 

attention must be placed on developing [professional] skills and knowledge…,  

and more on enabling them to develop expertise in exercising self-efficacy and 

thought control of action during teaching activities. 

 

Teacher education approaches that value students’ active, persistent and careful 

consideration of their beliefs enable individuals to create knowledge of, and for, 

them selves. Knowledge, the end product of reflection (Dewey, 1933: 9), 

informs future learning and teaching, it alters self-efficacy beliefs, which in 

turn, informs and alters subsequent performances (Pajares, 1992: 5) for students.  
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Current practice 

It is common practice for teacher education students to reflect upon their teaching and 

learning in both course work and practicum experiences, from their first semester 

seminar and, throughout the degree. However, within teacher education, reflective 

thinking and writing can be a source of persistent frustration on the part of both 

students and teacher educators alike. Students are often marked down for lack of 

depth of insight in their reflective practice and teacher educators, although secure in 

providing exemplars of reflective writing, may provide no modelling, and limited or 

no scaffolding to enhance reflective practice, in certain key units.  

 

Conceptual Framework 

To reiterate, this paper is part of a larger study of education students’ reflections on 

their self-efficacy beliefs as learners and as teachers. The overall conceptual 

framework encompasses both learner and teacher perspectives; it integrates the intra-

personal and professional attributes of the developing teacher. As the intra-personal 

attributes of self-efficacy and reflective thinking have been introduced, the focus now 

turns to the professional. 

 

Professional attributes 

In NSW, students and teacher educators are accountable to expectations detailed in 

the New South Wales Institute of Teachers Professional Teaching Standards (NSW 

IT, 2005). The mandated Standards provide direction and structure for teacher 

education; they explicitly state: “what graduate teachers will know, do and commit 

to”.  They focus on the nature of teachers’ work and the attributes of teacher 

graduates, in terms of “Professional: Knowledge, Practice, and Commitment”. The 

NSW IT Standards (2005) encompass professional: 

• Knowledge of: subject content, pedagogical skills, students and learning styles 

(Elements 1 & 2);  

• Practice in: implementing an effective Learning Cycle, effective 

communication, and classroom management skills (Elements 3, 4 and 5); and 
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• Commitment through: ongoing professional development, and engagement in 

the profession and wider community (Elements 6 and 7). 

 

Although Aspect 6.1.1 of the NSW IT Standards (2005) states that graduate teachers 

will: “demonstrate a capacity to reflect critically on and improve teaching practice”, 

this reflection is purely in terms of professional pedagogy and student learning, it does 

not address the intra-personal development including belief systems of budding 

professionals. In fact, of forty-six Aspects within the Elements, none refers to the 

intra-personal development of the graduate teacher and yet individuals’ self-efficacy 

beliefs determine the basis on which their professional growth occurs.  

 

Quality Teaching 

Alongside the NSW IT Professional Standards stands the Quality Teaching in New 

South Wales Public Schools (NSW DET, 2003) document, which provides a self-

reflection framework for teachers to “understand, analyse and focus their teaching 

practices for improved student learning” in schools. The three Dimensions of the 

Quality Teaching model (NSW DET, 2003) inform ‘best pedagogical practice, 

incorporating: 

Intellectual Quality which values the development of deep knowledge and 

understanding, problematic knowledge, higher order thinking by means of explicit 

metalanguage and substantive communications of concepts and ideas; 

Quality Learning Environment through explicit quality criteria, high engagement 

and expectations, strong social support and opportunities for students to self-regulate, 

and  

Significance, which refers to the connections students are able to make to their 

existing personal and cultural knowledge, the degree to which they are able to: 

integrate knowledge from a variety of subject areas and experiences; be included and 

valued; connect lessons learnt to real-life contexts or problems, and to weave the 

narratives of process and content into their own understandings. 

 

Teacher education graduates in NSW are expected to articulate and practice the 

professional competencies of Quality Teaching (NSW DET, 2003) pedagogy and 
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meet the NSW IT Professional Standards (2005) for graduate teachers. The most 

effective graduate teachers will be those who can draw upon their intra-personal skills 

of self-efficacy beliefs and empowering reflective practice to achieve on-going 

professional learning. Gibbs (2003: 7) supports this unambiguously when stating that: 

If teacher education programmes are to transform student teachers into 

innovative and resilient teachers with a strong sense of survival, then less 

attention must be placed on developing skills and knowledge…,  and more on 

enabling them to develop expertise in exercising self-efficacy and thought 

control of action during teaching activities. 

 

Effective teacher education programs will be those that grapple with the demands of 

the profession and the dimensions of the individual teacher, by weaving both warp 

(professional) and weft (personal), in the transformational process. 

 

“Learner-Teacher-Learner” Model 

 

The “Learner-Teacher-Learner” (LTL) Model (Jones, 2007) proposes a way of 

conceptualising the interwoven nature of personal and professional dimensions in 

teacher education. The Model (see Figure 1) integrates: self-efficacy beliefs; Quality 

Teaching pedagogy; Professional teacher attributes, and reflective practice. The 

implications of this model include the enhancement of teacher education students’ 

learning outcomes and graduate teacher attributes, both personal and professional, 

and, inturn, the learning outcomes for the students they teach. Ashton (1984: 28) 

supports the development of such a conceptual framework:  

 

A powerful [model] for teacher education can be developed on the basis of the 

construct of teacher efficacy… no other teacher characteristic has demonstrated 

such a consistent relationship to student achievement. A teacher education 

program that has as its aim the development of teacher efficacy, and which 

includes the essential components of a motivation change program, should 

develop teachers who possess the motivation essential for effective classroom 

practice.  

 

The “LTL” Model (Jones, 2007) was heavily influenced by Bandura (1976, 1993 & 

1997) who claims that self-efficacy beliefs influence thought patterns and emotions, 

which in turn impact upon effort, actions, persistence, resilience and control over life 

events. The Model articulates that what is observable on the “outside” is in fact 

determined by what goes on in the “inside”. The Model will be the means of testing 
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the general issue of self-efficacy and its relationship with self-reflection, in particular. 

In this study the evolution of the research question and the conceptual framework, the 

Model, went hand in hand, through an iterative process of reciprocality (Dane, 1990: 

54).  

 

 

 

 

 

There are four layers that interact within the Model. The inner and outer layers refer 

to the intra-personal world of the learner-teacher. The middle two layers refer to the 

professional. The latter form the pedagogical approaches to learning and the 

Figure 1 Learner-Teacher-Learner Model, (Jones, 2007) 
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professional attributes towards which under-graduates are working. This 

conceptualisation is further developed through these ideas: 

1. Self-efficacy beliefs form the core, and intrinsic motivating force, of both 

learner and teacher development. The individuals’ affective and meta-

cognitive responses (self-efficacy beliefs) as learners within the university 

experience, and as learner teachers within practica, empowers the knowledge, 

skills and beliefs of teacher education students as developing professional 

teachers; 

2. Quality Teaching (NSW DET, 2003) concepts of Quality Learning 

Environments, Intellectual Quality and Significance refer to the broad 

categories of pedagogy of the teacher education students as learners and the 

pedagogy students facilitate as novice teachers;  

3. NSW IT Professional Teaching Standards (NSW IT, 2005) refer to the 

developing professional teacher competencies, and 

4. Reflective thinking surrounds and informs the development of teacher 

competencies.  

 

The arrows of “learner-teacher” and “teacher-learner” circulate as students’ self-

efficacy beliefs are impacted upon in the teaching and learning experiences of the 

course. Teacher education students throughout the degree experience the demands and 

dilemmas of both learner-teacher and teacher-learner. The empowerment and 

proficiency of individuals’ professional and personal development is determined by 

the knowledge they gain from their reflective thinking. Dynamic interactions are 

interwoven between each layer of the Model as the “reciprocality” (Pajares, 2004: 5) 

of cognition and affect, behaviour and environment, unfold. The proficiency with 

which teacher education undergraduates develop their professional attributes is 

dependent on both the quality of teacher education pedagogy, and the quality of 

students’ reflective thinking and self-efficacy beliefs, within their self-schema. 

 

Research Question 

 
The research aims to make covert the self-efficacy beliefs and reflective thinking 

practices of one cohort of teacher education students. In particular, the effectiveness 
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with which knowledge (the end product of reflection) is organised and structured by 

the learner within the constructivist paradigm (Anderson & Krathwohl, 2001: 41). 

The following research question provided the direction for both qualitative and 

quantitative data collection, analysis and synthesis: 

 

How effectively do students reflect in writing, with and without scaffolding, upon 

changes in their Learner Self-efficacy beliefs? 

 

The larger research question encompasses both Learner and Teacher foci; however, 

this paper articulates the Learner Self-Efficacy Beliefs and analyses the quantity and 

quality of students’ written reflective responses to these beliefs.  

  

Methodology 

The Learner Self-Efficacy Beliefs (LSEB) Survey instrument (Jones, 2006) was 

constructed and implemented to provide students with data about themselves as 

learners. The LSEB Survey was administered to second year education students in 

May, 2006  (Phase 1) and November, 2006 (Phase 2), after practicum. Eighty-five 

student volunteers completed the surveys in Phase 1 and seventy students completed 

in Phase 2. Each student’s two LSEB Surveys were then attached so that the 

responses from Phase 1 and Phase 2 were aligned and their comments were visible for 

students to reflect upon.  

 

The Learner Self-Efficacy Beliefs Survey (Jones, 2006) was designed by drawing 

upon the adaptive and maladaptive dimensions of learner motivation identified by 

Martin (2003: 90). Martin assesses motivation through six “adaptive” and four 

“maladaptive” strategies. The LSEBS instrument was constructed in the following 

manner:  

(i) Nineteen of the thirty items in the LSEBS were developed around these 

“adaptive dimensions” of positive thinking and constructive behaviours. 

These include: self-efficacy belief, mastery orientation, valuing of 

academic work, persistence, planning and monitoring, and study 

management; and  
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(ii) Ten items focus on the “maladaptive and impeding dimensions” of 

negative thinking and behaviours. These include: anxiety, failure 

avoidance, uncertain control, self-handicapping and disengagement.  

A single item referred to students’ views of “the Professional Portfolio as an effective 

tool” for demonstrating growth. This item was used because the portfolio is a key 

learning tool used in the first and fourth years of the degree.  

 

The LSEBS required students to respond on a Likert scale of 1 to 5: 1 being strongly 

agree, to 5, strongly disagree. The structure of the LSEBS will be the subject of a 

subsequent paper. UNE Higher Research Ethics Committee approval was given for 

this research. 

 

In Phase 3, qualitative data in the form of students’ written reflections was gathered. 

Forty-two students, again volunteers, reflected on their Phase 1 and Phase 2 LSEB 

Surveys. The students were placed randomly in two groups and given as much time as 

they needed to reflect and to write. Twenty-one students were given minimal 

instructions and the second group of twenty-one students were given a scaffold, the 

“Reflection for Action- 3Ws Approach” (Jones, 2006) to read before reflecting. This 

scaffold was developed as a means of enhancing students’ understanding of the term 

“reflection”, to ensure the purpose of the task was clear:  

Reflection is the process of assessing information or events, thinking about and 

analysing them, and then using the results to change or enhance future events 

(Bullock & Parmalee, 2001:2). 

 

Sequential steps were then proposed to scaffold students thinking from lower order 

remember (recall) l to higher order analyse, evaluate and create (Anderson & 

Krathwohl, 2001: 31):   

Step 1. Develop a paragraph that explains: ‘What happened?’ i.e. a description 

 

Step 2. Develop a paragraph that explains: ‘Why did it happen?’ i.e. an analysis 

 

Step 3. Develop a paragraph that explains: ‘Where will I go from here?’ i.e. 

Planning. 

 

All students, throughout the four semesters to this point in the degree, had undertaken 

a range of oral and written evaluations and reflections during the four semesters of 
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their course, in particular in the Teaching and Learning units, so had a range of 

knowledge and skills, which they could apply to this task. The scaffold was provided 

to ascertain if the provision of explicit quality criteria did in fact increase the students’ 

abilities to both apply what they already knew, and further develop the critical quality, 

of their written reflections. 

 

Results and Discussion 

Quantitative and qualitative analysis of the two sets of written reflections, one 

undertaken “with scaffold” (WS) i.e. the “Reflection for Action- 3Ws Approach”, and 

a second set “without scaffold” (WOS), were undertaken. Content analysis of the 

written reflections was undertaken in terms of: 

(i) the content (quantitative) i.e. themes present in the sub-categories of the 

“adaptive” and “maladaptive dimensions” (Martin, 2003) in Table 1; 

(ii) a quantitative analysis of the structure of the written reflections, and 

(iii) a qualitative analysis in terms of in terms of identifying items, analysing 

items, and generating new insights and goals (Anderson & Krathwohl, 

2001) in Table 2. 

 Four case studies of written reflection are discussed, two with scaffold and two 

without scaffold. These case studies represent a range of reflective skills and 

competencies in terms of students’ higher order thinking, the creation of new 

knowledge and understanding, and goal setting.  

 

Analysis of written reflections.  

A quantitative examination of the 42 reflections, in Table 1, reveals a significant 

contrast in (i) the average number of words in each of the groups i.e. WS, 261 words 

and WOS, 153 words, and (ii) the number of specific items students identified in their 

responses, between the two groups i.e. 73 (WS) compared to 42 (WOS) overall (see 

Table 1). The full range of items, whether identified both positively (in terms of 

enhancing learning) or negatively (in terms of inhibiting learning), were included.  

 

WS reflections are consistently more explicit in content items, both adaptive and 

maladaptive. For example, a total of 38 adaptive cognitive dimensions were identified 
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in WS reflections and just 20 in WOS reflections. A total of 24 adaptive behavioural 

dimensions were identified in reflections WS and 15 in reflections WOS. It is 

interesting to note that only two maladaptive dimensions were identified in the two 

sets of reflections and these were in WS reflections. It appears, that on the whole, 

students are less aware of their  “disengagement” and “self-handicapping” cognitive 

processes; withholding such revelations may be indicative of: a self-protective stance, 

students’ lack of self-awareness, or an inability to apply these strategies. At this stage 

in the degree they lack, a “key building block” in developing self-regulated learning, 

the mastery skill of monitoring their learning (Isaacson, 2006: 40).  

 

Both groups identified their maladaptive behaviours more readily, nine times in each 

group. Overall, adaptive thinking and behaviours are far more readily acknowledged 

(97 times) than maladaptive thinking and behaviours (20 times) amongst the cohort. 

Students in their scaffolded reflections recognised 62 adaptive dimensions, whilst 

students developing unscaffolded reflections, recognised 35. However, little 

difference is found between each group in terms of acknowledging maladaptive 

dimensions, with 11 items in WS reflections and nine WOS. Finally, Table 1 indicates 

that students were more aware of their adaptive thinking and behaviours and less 

aware (critical) of their maladaptive thinking and behaviours.  
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Table 1. (after Martin, 2003) Quantitative summary of items were mentioned in 

students’ written reflections. 

 Reflections WS Reflections WOS 

Total number of words 5 481 3 214 

Average number of words    261    153 

Adaptive Cognitive dimensions   

valuing of academic learning-  10 7 

mastery orientation- 12 8 

self-efficacy-  16 5 

Adaptive behavioural 

dimensions 

 

 

 

persistence-  13 3 

planning-  9 7 

study management-  2 5 

Maladaptive cognitive  

dimensions 

  

disengagement-  2 0 

self-handicapping-  0 0 

Maladaptive behavioural 

dimensions 

  

anxiety-  1 1 

failure avoidance-  7 5 

uncertain control-  1 3 

Total items identified 73 44 

 

In addition to the quantitative differences between the two groups, there are 

significant disparities in the qualitative nature of the reflections. Content analysis of 

student’s reflective writing made judgements of quality by drawing on Reid’s (1993: 

305) view that true reflection is a “process of reviewing an experience of practice in 

order to describe, analyse, evaluate and so inform learning about practice.” Within the 

LTL Model insightful reflection informs self-efficacy beliefs and serves to transform 

the “learner-teacher” into the “teacher-learner” through a process of reciprocal 

determinism (Bandura, 1997: 6). 

 

Table 2 takes a quantitative view of the qualitative dimensions of the structure of the 

written reflections; the former shall be analysed followed by the latter. Reflections 

utilising the “Reflection for Action- 3Ws Approach” (WS) integrated 182 strategies 

within their reflections involving: a third more explanations of “What happened?”, 

almost double the number of explanations of “Why it happened?”, and the setting of 
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three and a half times as many goals, compared to the reflections WOS. WOS 

reflections were predominantly a recounting of the changes students identified 

between their two LSEBSs; on 34 of the 62 occasions these were explained and a 

limited number, 9 goals, were set in response to the insights gained.  

Table 2. Quantitative measure of qualitative approaches within written reflection

 

Not only is there a substantial contrast in the quantity of strategies, there are also 

significant differences in the quality of students thinking as revealed in the two sets of 

written reflections. Particularly significant is the fact that when scaffolded, students 

were more analytical leading to deeper insights. For example, the setting of goals 

positions student more constructively towards self-determined goals. In a specific 

example, students reflecting with the scaffold commented: 

• My self-efficacy beliefs as a learner are dramatically impacted by: my marks; 

my experiences, and the support network that I surround myself when 

studying. I believe the choices I have now, is to stay on track, motivated and 

optimistic towards my studies. I believe the key is to maintain a belief in 

myself as a practising teacher. I think family and peer support assists me to do 

this. 

 

• I see my learning as a journey with which I hope to constantly improve and 

adapt. My big focus is on time management. I want to improve my time 

management in order to limit stress. In order to [do this] I plan to regularly 

evaluate myself. I believe my learning is a progression my time management 

skills won’t improve overnight, but can over a longer period of time, if I put 

my mind to it and have the support of friends and family.  

 

 

Reflection strategies Reflections WS Reflections WOS 

What happened? 

Recalling 

89 62 

Why did it happen? 

Analysing 

61 34 

Where to from here? 

Creating- explicit goals 

Creating- general goals 

 

18 

14 

 

2 

7 

Total strategies 182 105 
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The provision of explicit quality criteria (scaffolds) enhanced the process and product 

of students’ reflective writing. This was evidence through higher levels of 

engagement, effort and higher order thinking in WS reflections.  

 

In students’ reflections without the scaffold, the ability to inform their future was 

relatively limited. Although optimistic, there was a lack of explicit goals and 

strategies identified. For example: 

• This questionnaire displays my increased motivation and commitment to my 

studies, and the increase of knowledge and ability I have gained throughout the 

year. 

 

• I do attribute success, failure and motivation to myself and not on the affects of 

others. Most of the time this is a good thing, but it deters me from asking for 

help. My expectations of accomplishing my goals is still high, however, the 

process of getting there and my faith in myself has slightly deteriorated. 

 

It is important to acknowledge, at this point, the belief that within the 

developing self-schemata of each student, lies the potential to analyse and to 

create, to tackle the challenges their learner self-efficacy beliefs face, and to 

continue to move constructively between learner-teacher and teacher-learner. 

However, this intra-personal growth is the responsibility of both teacher 

educator and education student. Provision of Quality Teaching (NSW DET, 

2003) pedagogy, in this case by scaffolding reflective writing, facilitates 

students’ own intra-personal pedagogy and practice. 

 

Case Studies.  

In this final section of results and discussion, four case studies have been included to 

provide an insight into the qualitative similarities and differences of the students’ WS 

reflections and WOS reflections. A variety of elements from the Quality Teaching 

(NSW DET, 2003) dimensions, and Bloom’s (Anderson & Krathwohl, 2001) 

cognitive strategies, can be identified to varying degrees in these reflections.  

 

In Case Study 1, the student has been able to apply the “Reflection for Action-3Ws 

Approach” (Jones, 2006) scaffold. Items significant to the student have been 

identified and analysed and specific choices and behaviours undertaken, which 

enhance both learner and teacher self-efficacy beliefs. “Reflection-for-action” is 



 16 

evident in a new willingness to “seek help”, take the “initiative” and hold more 

“optimistic” views powerfully “informs” the future, for this student. 

 

Case Study 1: Exemplar of Reflection using “Reflection for Action- 3Ws Approach” 

The only self-efficacy belief that changed significantly from Phase 1 to Phase 2 

surveys was using my initiative to seek support when I am unsure or 

overwhelmed. Some of the beliefs that were unchanged included believing in my 

ability to cope with the demands of this university degree, working hard at 

university to please my lecturers and family, systematically setting short and 

long term goals, reflecting on ways I can improve my work and receiving 

extrinsic awards for my efforts. 

 

I think that I have developed enough confidence through prac. and course work 

to start seeking support when I am unsure or overwhelmed. I used to think that I 

could do everything on my own and seeking advice for lessons and assignments 

was a sign of weakness. I now have learnt through my supervising teachers, 

lecturers and peers that asking for help assists me to develop more strongly as a 

teacher and is a device for learning, not a sign of weakness. This change has 

impacted on me by giving me the initiative to ask for help when I need it, both in 

the classroom and at university. 

 

By reflecting on my self-efficacy beliefs I now know what I need to work on and 

what is working well for me. My overall beliefs are heading towards a more 

optimistic view of myself as a teacher, which will be beneficial for myself, and 

my future class. By seeking support, setting goals and keeping on top of my own 

learning I feel that I will be as prepared as I can be to become an successful 

primary school teacher. 

 

Case Study 2 begins and ends with rather a flurry of enthusiasm. The affective 

and the cognitive jostle for place, but the scaffold and the LSEBS before the 

student mean that specific items are discussed eg. “asking for help” as a 

significant and helpful change, and a more recent move from, seeing the need to 

“set goals”,  to actually “setting goals” and enjoying the rewards. This student 

reflects, upon their movement between learner and teacher (LTL model), with 

an increasing sense of competence as their self-efficacy beliefs about specific 

learner knowledge and self-regulative skills inform this “reflection-for-action”.  

 

Case Study 2: Exemplar of Reflection using scaffold “Reflection for Action- 3Ws 

Approach” 

In Phase 1 of the survey I placed ‘I believe my academic work at university is 

important’ as 3. However, in Phase 2, I placed it as number 1. I came to uni 

wanting to be a Primary School teacher and as a fresher was influenced by many 

to go-out several times a week and rush all my assignments as well as not worry 

about my readings etc. I now feel that it is so important to learn, as much as 

possible. The profession is about teaching children. I want to be the most 
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effective teacher I can. This changed my feelings towards the way I go to class- 

eager to learn as much as possible. ‘ 

‘I use my initiative to seek support when I’m unsure or overwhelmed’. I am 

quite shy when it comes to asking people questions. I feel intimidated when I 

need to approach people who are well above me. I placed this as number 3 in 

Phase 1, however number 1 in Phase 2. I feel that these people are out here to 

help me and that they are probably the best resource uni students could have. 

This will assist me as I will be on the right track, build confidence and learn 

more and this has impacted on me. I feel I can talk to many people without 

problems.  

‘I know that with effort and skill I can achieve the goals I set my self as a 

developing teacher’. I … gave it 1 in Phase 1 and Phase 2. I feel that I want to 

gain skills and want to put in all the effort needed to reach the goals I set. I never 

used to be much of a ‘goal setter’ because I would never reach them- all because 

I didn’t put the effort in, and this made me feel down. [Now] I set goals for 

myself all the time and push myself to reach them. This has impacted on me in 

such a positive way. 

I feel that these beliefs are really important to me. I live life to the fullest and 

have realised that my work at uni is so important, the lecturers are here to help 

me as much as possible and that it’s really important to set goals for yourself – 

try to reach them. 

Overall, I love uni and love learning. I want to be the most effective teacher and 

believe I can be. ‘It’s a goal!’ 

 

The third Case Study, an unscaffolded reflection, explicitly details five key 

items from the students’ LSEBSs and demonstrates careful analysis of: “ability 

to cope”; “sense of control”; understanding of extrinsic and intrinsic motivation; 

understanding of the links between meta-cognitive strategies and key beliefs in 

their Philosophy, and struggles to cope with perceived discrepancies between 

effort and grades in coursework. Higher order thinking and deep knowledge and 

understanding are amply evidenced as this student drew upon their existing 

knowledge and skills of reflection, presumably drawn from previous reflective 

practices in the degree. This reflection makes reference to “future practice”, 

certainly an indication of informing the future in a general sense. This student’s 

reflective thinking is well underway, and from the evidence of this study would 

be further enhanced by explicit quality criteria for reflection, enabling a 

conscious move towards full reflection in terms of the LTL Model.  

 

Case Study 3: Exemplar of Reflection without a scaffold 

My belief in my ability to cope with the demands of the degree has increased 

with time being the important factor. As I draw near the end of 2
nd

 year and have 

accomplished successfully half the degree, I believe the rest is achievable. 

There seems to be some inconsistency over my sense of control of learning (Q.3 

& Q.18). This probably has to do with my understanding of the definition of 

control. I believe I have a choice to learn or not and how to apply myself to 
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something, yet the content is guided by my teachers, and the outcome of my 

assignments is reliant and based on their judgements of my performance/ 

product, whether or not [I believe] this is a true reflection of my learning. 

I’ve realised that extrinsic rewards are important to recognise my achievements, 

but I don’t strive for them only, but would rather work driven by intrinsic 

motivation. 

I’m developing an understanding of the importance and worth of meta-cognitive 

strategies, to ask questions about my learning. This is applicable and relevant to 

my personal philosophy and future practice. 

Q. 28 & 13 might show discrepancy based on feelings of guilt on the day eg. 

which assignment was I thinking about and how much effort did I put in?, but on 

the whole I believe that my results reflect my effort and I don’t appreciate 

getting an assignment back that doesn’t explain to me why I didn’t do so well. 

So I look for feedback so I can attribute failure to effort and not just things 

beyond my control eg. teacher judgements/ opinions/ misunderstandings or 

assignment not outlined explicitly enough. 

 

The final Case Study is that of a student who encapsulates the comments found in a 

number of the reflections. Those with the “I want to get out there…I know that I can 

do it!” sentiment. Lip-service is paid to the LSEBS and the task of reflection. Getting 

in the way of this student’s engagement is a perception that they know all there is to 

know and yet there is still all this “uni work” standing in the way. Evidence of 

detailed analysis of items in the LSEBS and an attempt to set specific strategies to 

enhance learning goals, begs the question: “Is this student motivated to learn all that it 

means to be a teacher?” and “How prepared are they really?”. Though self-esteem 

appears high, the reflection fails to articulate specific learner self-efficacy beliefs, or 

depth of intra-personal knowledge and skill. Both these are necessary for the personal 

and professional development of teacher education students. The challenge is to 

continue to develop the student’s intra-personal and professional development 

through explicitly teaching “reflection-for-action’” meta-cognitive strategies.  

 

 

Case Study 4: Example of Reflection without a scaffold 

I am starting to realise why I’m at uni, the workload is getting more demanding. 

I know that I’m halfway through my degree and as a learner I’m slightly losing 

motivation because I want to get out there. 

I know that I can do it and I don’t feel like quitting. I’m focussed in becoming a 

teacher. Most of my beliefs have stayed the same or only varied slightly. 

I’m still very motivated to learn but just not quite as focused as before, I can see 

what is ahead of me, I just want to be there. 

I believe in myself as a leaner and I know that I have to work hard and 

concentrate to get where I want to be. 
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Conclusion 

Major findings in this research point to the benefits of scaffolding second year 

education students’ reflective writing. Both quantitative and qualitative research data 

confirms the following findings. First, high quality student outcomes are achieved in 

terms of deeper knowledge and understanding, and the ability to apply higher order 

thinking to problem solve and set goals when reflection is scaffolded. Secondly, the 

provision of explicit criteria increases the level of students’ engagement with their 

reflective writing and builds self-regulatory knowledge and skills. Thirdly, when 

students have the capacity to integrate their existing knowledge with new experiences, 

they are able to make crucial links, which enrich their professional development as 

both learners and as teachers (QT NSW DET, 2003).  

 

Scaffolding writing to assist students to analyse their strengths and weaknesses and 

attribute their success or failure to reasons within their control, empowers them to 

create more explicit and generalised goals. Taking a constructivist approach to 

students’ reflective writing assists both teacher educator, and teacher education 

student, to weave together both the intra-personal self-schema and professional 

development. It indicates a paradigm shift in teacher education and challenges current 

frameworks that exist to define graduate attributions that limit the qualities of 

effective pedagogy to the professional.   

 

The conceptualisation of the LTL Model has provided a clear theoretical basis on 

which to draw together that which is known, and that which is yet to be realised in 

teacher education. Teacher education students, as both learner-teachers and teacher-

learners, must graduate with professional competencies in terms of: “What they can 

do” i.e. their professional knowledge, practice and commitment (NSW IT, 2005), and 

“How they do it” i.e. through the Quality Teaching (NSW DET, 2003) pedagogy. 

However, this is only part of the challenge for our undergraduates. Foundational to 

this professional teacher development is the personal, in particular, the intra-personal 

development of the individual. As stated at the outset, and as seen in this study, the 

learner self-efficacy beliefs students “create, foster and hold true are foundational 

motivators determining depth of engagement and learning both intra-personally and 

professionally” (Bandura, 1997: 11). Developing Quality Teaching pedagogy within 
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the intra-personal schema of the teacher education student, analysing the potency of 

such a practice, and deepening and broadening current frameworks for Teacher’s 

Professional Standards, are three goals for further research.  

 

 

Reference List 

 

Anderson, L.W. & Krathwohl, D.R. 2001, A Taxonomy for Learning, Teaching and 

Assessing, Longman, Sydney 

Ashton, P. 1984, Teacher Efficacy: A motivational paradigm for effective teacher 

education, Journal of Teacher Education, Sept-Oct, 35, 5, 28 

Bandura, A. 1976, Self-efficacy: Towards a unifying theory of behavioural change, 

Psychological Review, 84, 191-215 

Bandura, A. 1993, Perceived self-efficacy in cognitive development and functioning, 

Educational Psychologist, 28, 117-48 

Bandura, A. 1997, Self-efficacy: The Exercise of Control, Freeman, New York 

Brouwers, A. & Tomic, W. 2001, The factorial validity of scores on the Teacher 

Interpersonal Self-Efficacy Scale, Educational and Psychological 

Measurement, 61, 3, 433-445 

Dewey, J. 1933, How we think: A restatement of the relation of reflective thinking to 

the educative process. Boston, D.C. Heath 

Dweck, C.S. 2000, “Motivational affecting learning”, American Psychologist, 41, 

1040-1048 

Gibbs, C. 2003, Explaining effective teaching: self-efficacy and thought control of 

action. Journal of Education Enquiry, 4, 2 

Glickman, C. & Tamashiro, R. 1982, A comparison of first-year, fifth-year, and 

former teachers on efficacy, ego development, and problem solving, 

Psychology in Schools, 19, 558-562 

Jones, M.A. 2007, “Learner-Teacher-Learner” model, School of Education, 

University of New England, Armidale, Australia 

Jones, M.A. 2006, Learner Self-Efficacy Beliefs Survey, School of Education, 

University of New England, Armidale, Australia 

Kovalchick, A, Milman, B, & Elizabeth, M. 1998, Instructional Strategies for 

Integrating Technology: Facilitators for Self-Efficacy and Reflection in Pre-

service Teachers, Society for Information Technology and Teacher Education 

International Conference, Washington, March 1998 

Martin, A.J. & Marsh, H.W. 2003, Academic resilience and the four Cs: Confidence, 

control, composure and commitment. Self-concept Enhancement and Learning 

Facilitation Research Centre, University of Western Sydney, Australia. 

Retrieved 20 May, 2007 from  http://www.aare.edu.au/03pap/mar03770.pdf 

Martin, A.J. 2001, The Student Motivation Scale: A Tool for Measuring and 

Enhancing Motivation. Retrieved 18 June, 2007 from 

http://search.informit.com.au.ezproxy.une.edu.au/fullText;dn=113687;res=AEIPT 

Martin, A.J. 2003, The student motivation scale: Further testing of an instrument that 

measures school students’ motivation, Australian Journal of Education, 47, 

88-106 

Mezirow, J. 1981, A critical theory of adult learning and education, Adult Education 

32, 1, 3-24 



 21 

New South Wales Department of Education and Training, 2003, Quality Teaching in 

New South Wales public schools, NSW DET, Professional Support and 

Curriculum Directorate, Ryde 

New South Wales Institute of Teachers, 2005, Professional Teaching Standards, 

Retrieved April, 2006 from www.nswteachers.nsw.edu.au/  

Newmann, F. & Associates. 1996, Authentic Achievement: Restructuring Schools for 

Intellectual Quality, Jossey-Bass, San Francisco 

Ormrod, J.E. 2003, Educational Psychology-Developing Learners, (5th Ed.) Prentice 

Hall, Ohio 

Pajares, M.F. 1992, Teachers’ beliefs and educational research: Cleaning up a messy 

construct, Review of Educational Research, 62, 307-332 

Pajares, M. F. 2004, Self-efficacy beliefs in academic contexts: An outline. Retrieved 

28 October 2005 from http://www.emory.edu/EDUCATION/mfp/efftalk.html 

Pajares, M.F. 1992, Current Directions in Self-efficacy Research, in M. Maehr & P.R. 

Pintrich (Eds), Advances in Motivation and Achievement, 10, 1-49. 

Greenwich, CT: JAI Press 

Parker, M.J. and Guarino, A.J. 2001, A comparison of the efficacy levels of pre-

service, internship and in-service Teachers 2001.01.01. Retrieved June 2006 

from 

http://eric.ed.gov/ERICDocs/data/ericdocs2/content_storage_01/0000000b/80/

0d/bd/94.pdf 

Reid, B. 1993,  ‘But we’re doing it already’: Exploring a response to the concept of 

reflective practice in order to improve its facilitation, Nurse Education Today, 

13, 305-309 

Reckase, M.D. 2001, Methodological Issues in Describing the Features and Qualities 

of Teacher Education Programs, Paper presented at the American Educational 

Research Association, April, 2001 

Schon, D. 1987, Educating the Reflective Practitioner, San Francisco: Jossey-Bass 

Tschannen-Moran, M and Woolfolk Hoy, A. 2001, Teacher efficacy: Capturing an 

elusive construct, Teaching and Teacher Education, 17, 783-805 

Weiner, B. 1972, Attribution Theory: achievement motivation, and the educational 

process, Review of Educational Research, 42, 203-215 

Weiner, B. 1994, Integrating social and personal theories of achievement striving, 

Review of Educational Research, 64, 557-73 

 

 

 

 

 

 

 

 

 

 

 

 

 



 22 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 


