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Abstract

Perceptions of a crisis in education have led to an intense scrutiny of teacher
quality and the ‘classroom readiness’ of graduate teachers. A particular focus of
criticism is one element of initial teacher education: the Professional Experience.
This study explores questions about this crisis, from the perspective of teacher
education students. This research, and the experiences of these emerging teachers, is
shaped by questions about the flexibility and responsiveness of practising teachers
and, the increasing levels of accountability and instrumental demands on the teaching
profession. Further challenges for teacher education students and those organisations
that prepare teachers include the contradictions and continuities that emerge from
dominant neoliberal ideology of market forces and escalating regulatory measures.
This Australian study, conducted in 2013-14, explores failed episodes of
Professional Experience of six (6) pre-service teachers. These self-selecting
participants were two (2) male and four (4) female pre-service teachers from four (4)
universities. Data were gathered using semi-structured interviews and analysed using
a

hermeneutic

phenomenological

Phenomenological

Analysis

and

method.
Beck

Jonathon

and

Smith’s

Beck-Gernsheim’s

Interpretative
theory

of

Individualization served as analytical and theoretical tools.
Substantial narratives across the data illustrated the breadth of systemic failures
that pre-service teachers face. The research found that, rather than an affirming,
welcoming community of practice for pre-service teachers, each participant
experienced high levels of alienation and hostility from mentor teachers and the
profession during their Professional Experience. The work cultures that were
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encountered exhibited an absence of supportive mentoring that indicated an absence
of structured and systemic supervision. These workplaces displayed ad hoc
approaches towards notions of reciprocal professional learning for emerging
teachers. School staff failed to recognise the cultural capital and background of the
student teachers and, in some cases, actively worked against their success, displaying
racist and discriminatory behaviours and attitudes.
The research also found that the agency of students and the support for their
agency was lacking within policy settings, schools and the practices of teacher
education providers. Although the selected participants eventually succeeded in their
subsequent Professional Experience and ultimately the course completion, it was not
without high levels of risk and uncertainty.
The study indicates substantial implications for the profession, policy makers,
schools and teacher education, in order to:


Empower pre-service teachers in workplace settings through recognition
and reward for the integrity and worth that they bring to the education
sector;



Develop long-term plans across education communities in which inclusive,
non-discriminatory practices support and strengthen the integration of
diverse cohorts of students enrolled in initial teacher education; and,



Promote the acknowledgement of personal worth, scholarship and relevant
learning opportunities for pre-service and in-service teachers.

Addressing and acting upon these points can begin to empower teacher
graduates, who increasingly characterise changing cohorts of learners in today’s
global learning communities, and embrace the diversity that they represent.
ii
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Most importantly, the pre-service teacher participants argued that:


Anonymity and powerlessness were the norm during their Professional
Experience and posed unanticipated challenges in becoming a teacher;



Overcoming the behaviours of silencing and disregard called for resilience,
agency and activism; and,



The professionalism of teaching is being diminished by the contradictory
and exclusionary behaviours of some of those within the profession.
This thesis concluded that system failure neglects to acknowledge those who

are vulnerable. The homogeneity of existing policies does not address the
pluralism and diversity that is typified in today’s education workplaces and,
blind to the silences and silencing of those wronged, portrays these as culprits.
It is with agency and resilience that the pre-service teachers, the misconceived
wrongdoers, can be successful. Further change in policy may generate from
collectives of pre-service teachers as networks of learners in a changing
educational workplace.

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

iii

Table of Contents
Abstract ......................................................................................................................... i
Table of Contents ......................................................................................................... v
List of Tables............................................................................................................. viii
List of Abbreviations................................................................................................... ix
Statement of original Authorship ................................................................................ xi
Acknowledgements ................................................................................................... xiii
Chapter 1: Background and Introduction ............................................................... 1
Introduction ...............................................................................................................................1
The neoliberal context of contemporary ITE ...............................................................................2
Educational crises ongoing ..........................................................................................................6
Drivers of change .........................................................................................................................9
Australian teaching qualification and practicum requirements .................................................. 15
Critique of ITE and the focus on practicum ............................................................................... 20
Surfacing a darker side of Professional Experience ................................................................... 28
Framing the approach ................................................................................................................ 28
Presentation - Structure of the thesis .......................................................................................... 34

Chapter 2: Literature Review ................................................................................. 39
Introduction .............................................................................................................................39
Part A: Externally driven policy pressures .............................................................................42
Global competitive marketplaces ............................................................................................... 43
Schools as industrial work environments ................................................................................... 54
Surveying the Professional Experience ...................................................................................... 54
Shifting workplace roles ............................................................................................................ 56
Collaborative Relationships ....................................................................................................... 67

Part B: Internalising tensions – ongoing uncertainties ............................................................75
Building a Biography and forging Professional Teacher Identity .............................................. 87
Managing practice: mentor teachers as assessors? ..................................................................... 99
Contradictory realities .............................................................................................................. 107
Organisational power relations ................................................................................................ 108
Concluding Comments ............................................................................................................. 118

Chapter 3: Research Design .................................................................................. 121
Introduction ...........................................................................................................................121
Research Focus .....................................................................................................................121
Phenomenology as a Qualitative Research Method ................................................................. 124
Applying the methodology to the method ................................................................................ 127

Interpretative Phenomenological Analysis: Underlying Principles and Critique .................130
Method ..................................................................................................................................132
Participation ............................................................................................................................. 133
Ethical Conduct of the Research .............................................................................................. 135
Generating Data - Interviews ................................................................................................... 138
Data Analysis using IPA .......................................................................................................... 142
Positioning myself in this research .......................................................................................... 148
Limitations .............................................................................................................................. 150
System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

v

Compiling and writing up findings .......................................................................................... 152
Concluding Comments ............................................................................................................ 153

Chapter 4: Introducing the individuals and their lives ...................................... 155
Chapter 5: Data analysis: Part 1. .......................................................................... 167
Derailment: a shattering of expectations .................................................................................. 167
Introduction ............................................................................................................................. 167

Personal expectations ........................................................................................................... 169
Situated support ....................................................................................................................... 169
University support ................................................................................................................... 172

Situational expectations........................................................................................................ 177
Challenges in sourcing host schools and supportive teachers .................................................. 177

Relational hurdles ................................................................................................................. 182
Working together and communication in relationships ........................................................... 182
Exclusion, Power and Alterity ................................................................................................. 186
Concluding comments ............................................................................................................. 205

Chapter 6: Data analysis: Part 2 ........................................................................... 207
Back on track: self-belief and affirmation ............................................................................... 207
Introduction ............................................................................................................................. 207

Personal readiness and changing perceptions....................................................................... 209
Reflection
Resilience
Identity

............................................................................................................................. 213
............................................................................................................................. 216
............................................................................................................................. 219

Situated hurdles and strengths .............................................................................................. 225
Reflexive action and empowering relationships................................................................... 233
Concluding Comments ............................................................................................................ 241
In Conclusion ........................................................................................................................... 242

Chapter 7: Discussion ............................................................................................ 245
Introduction .......................................................................................................................... 245
Personal Attributes ............................................................................................................... 246
Emotions, and reflexive agency ............................................................................................... 247
Identity revealed ...................................................................................................................... 252
Transformative learning ........................................................................................................... 254

Situated Distributions of Power ........................................................................................... 255
Power as symbolic ................................................................................................................... 258
Empowered assessors .............................................................................................................. 262

Relationships, Racism and Respect ...................................................................................... 264
Conflicting and inconsequential associations .......................................................................... 265

Contradictory Configurations ............................................................................................... 267
Relational powerlessness ......................................................................................................... 268
Cultural constraints and Organisational Chaos ........................................................................ 274
Concluding Comments ............................................................................................................ 277

vi

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

Chapter 8: Conclusion ........................................................................................... 283
Introduction ...........................................................................................................................283
Confronting the implications in ITE .....................................................................................290
Contribution to professional practice ....................................................................................295
Areas for further research ........................................................................................................ 295
Personal and Professional Learning Assumptions ................................................................... 297
In summary .............................................................................................................................. 299

Closing Comments ................................................................................................................301

Bibliography ........................................................................................................... 303
Appendices ............................................................................................................ 339
Appendix 1: Overview of methodological approach and methods .......................................339
Appendix 2: Plain Language statement ................................................................................340
Appendix 3: Consent Form ...................................................................................................341
Appendix 4: Orienting questions ..........................................................................................342
Appendix 5: Sample email ....................................................................................................343
Appendix 6: Sample - Transforming notes into Emergent Themes ......................................344
Appendix 7: Sample Nvivo ...................................................................................................346
Appendix 8: Validity and Reliability Criteria: ......................................................................351

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

vii

List of Tables

Table 1: Frame of thesis ........................................................................................... 29
Table 2: University/Community partnerships .......................................................... 70
Table 3: Raw demographic data ............................................................................. 135
Table 4: Overview of analysis process based on model from Smith et al.,
2007 ................................................................................................... 142
Table 5: Collated participant data .......................................................................... 164
Table 6: Practicum success and failure .................................................................. 165
Table 7: Vignette 1: Debra ..................................................................................... 175
Table 8: Vignette 2: Vivienne ................................................................................ 195
Table 9 Vignette 3: Natalie. ................................................................................... 211
Table 11: Vignette 4: Eddie ................................................................................... 213
Table 12: Employment data (at interview, 2014) ................................................... 221
Table 13: Vignette 5: Bernadette ........................................................................... 223
Table 14: Vignette 6: Eric ...................................................................................... 238
Table 15: Validity and reliability criteria ............................................................... 351

viii

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

List of Abbreviations
ACARA
ACDE
ACECQA
ACER
AITSL
AQF
ATAR
CATE
CSP
EBE
ECT
IELTS

Australian Curriculum, Assessment and Reporting Authority
Australian Deans of Education
Australian Children's Education and Care Quality Authority
Australian Council for Educational Research
Australian Institute for Teaching and School Leadership
Australian Qualification Framework
Australian Tertiary Admission Rank
Council for the Accreditation of Teacher Education (UK)
Commonwealth Supported Places
Evidence-Based Education UK
Early Career Teachers
International English Language Testing System

ITE
KPI
LOTE
MCEETYA
NAPLAN
NCATE
NCLB
OECD
PACT
PE
PIRLS
PISA

Initial Teacher Education
Key Performance Indicators
Languages other than English
Ministerial Council for Education, Early Childhood and Youth Affairs
National Assessment Program – Literacy and Numeracy
National Council for the Accreditation of Teacher Education (USA)
No Child Left Behind
Organisation for Economic Co-operation and Development
Performance Assessment for Californian Teachers
Professional Experience
Progress in International Reading Literacy Study
Programme for International Student Assessment

TEMAG
TEQSA
TIS
TRB
TTA

Teacher Education Ministerial Advisory Group
Tertiary Education Quality and Standards Agency
Trends in International Mathematics and Science Study
Teacher Registration Board
Teacher Training Agency

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

ix

Statement of original Authorship

I declare that:
• this thesis submission is a culmination of work carried out by myself and
does not incorporate without acknowledgement any material previously submitted
for a degree or diploma in any university or other institution of higher learning;
• to the best of my knowledge it does not contain any materials previously
published or written by another person except where due reference is made in the
text; and all substantive contributions, including joint publications, is clearly
acknowledged.
I give consent to this copy of my thesis, when deposited in the University
Library, being made available for loan and photocopying online via the University’s
Open Access repository eSpace.
Signed: ___________________________________
Dated: ____________________________________

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

xi

Acknowledgements

First of all, I owe a debt of gratitude to participants who openly shared his or
her account of their Professional Experience. Second, I am indebted to the numerous
persons and organisations that have, in the first instance, urged me to undertake this
research and in the second, have supported me through this arduous ordeal. My
experiences as an educator for over 30 years in school, adult education and higher
education have provided me with insights into broader aspects of education in
Australia. It is this experience that has sparked my initial interest in further research
and, spurred on by colleagues and family, I have been able to make inroads into this
area that has intrigued me. During these years I have had the good fortune to have a
loving and patient spouse, Rik, whose ‘glass half full’ perspective on life has spurred
me on through many moments of doubt and, my children, Michelle and Sam, who
have been sources of inspiration, injecting reality, humour and those inevitable
moments of frustration throughout this time. I graciously and humbly thank those
various workplaces supervisors, who have urged me to push higher and harder, and
have held unwavering belief in my ability to succeed in, not only my workplace and
educational practices, but also in the academic rigour required in completing and
submitting this thesis.
Finally, I am grateful for the support mechanisms in the university that offered
me the opportunity to access DARS (Developing Academic Research Strength)
funding for conference participation, data collection travel costs and transcription of
data and, authorised my application for Special Study Leave for six months during
this period of research.

System failure: a phenomenological study of risk in pre-service teachers’ in-school experience

xiii

Chapter 1: Background and Introduction

If the artist does not perfect a new vision in his process of doing, he acts
mechanically and repeats some old model fixed like a blueprint in his mind.

John Dewey, 1934

Introduction
This interpretative study highlights the value of examining the uncertain world
of the pre-service teacher who undertakes mandated teaching periods in schools.
Professional Experience in Australian initial teacher education (ITE) degrees is
mandated as part of the teaching qualification in Australia and is intended to prepare
teachers as educators in early childhood centres, primary or secondary schools. For
students these experiences can be, on the one hand, rewarding, and satisfying. On the
other hand, it can be disempowering, contentious and discriminatory with
experiences leading students to question, ‘What am I doing here?’ At either end of
the experiential spectrum situated practicums are reflective of teacher preparation
today in a world that is increasingly globalised, competitive and bound by deeply
rooted, hierarchical, patriarchal organisations and practices. This study explores the
experiences of pre-service teachers who were deemed to have failed one or more
Professional Experience episodes.
As a university educator responsible for coordination of Professional
Experience placements across ITE courses (early childhood, primary, secondary and
middle schooling), I have active involvement in particularly difficult episodes of
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Professional Experience. For individuals, institutions and cooperating stakeholders,
these situations are always both difficult and potentially damaging.
Addressing these issues is a function of my role and is driven by merging
contextual and policy demands. Acting within and being acted upon these forces and
contexts I use a hermeneutic approach to investigate a selection of experiences and
connect the thick descriptions of collected data to extant theoretical concepts.
The nature of the unfolding and experiential practicum provided a frame for the
overarching questions that defined this study. They are provided below:
‘How do recently graduated teachers describe the challenges they faced during
Professional Experience when they experienced failure?’ and, ‘What meanings and
sense-making do these graduate teachers ascribe to this?’
Whilst teacher education remains responsive to societal changes, contemporary
reforms do little to address the deeply entrenched attitudes and practices towards preservice teachers that result in alienating, silencing and normalising those as marginal
as they enter the profession. Informed by theoretical analyses of risk, relationships,
and neoliberal discourses, I argue that ITE, predicated on notions of risk and
performativity, elicit unwarranted manifestations of institutional and relational
power.

The neoliberal context of contemporary ITE
A number of key developments have occurred in ITE in Australia. The quality
of teacher education and teacher graduates is the target of increased scrutiny and
criticism by politicians (Pyne, 2014), the profession, the media (Knott, 2014) and the
broader community (Pandel, 2015), with a resultant sense of crisis about the
preparation of teachers. The notion of crisis in education is not new, long having
2

Chapter 1: Background and Introduction

been sites of struggle (Connell, 2012). She argues that: ‘Education is dangerous,
because schools and colleges do not just reproduce culture, they shape the new
society that is coming into existence all around us’ (Connell, 2012, p. 68). Education
practice today, largely directed by the reforms and machinations of neoliberalism, is
interwoven with the cyclical crises and recovery processes that thread through
neoliberal reforms (Slater, 2015). In describing the integral structural devices of
neoliberalism Friedman ([1962] 2002) lauds the role of crisis in social reform:
Only a crisis – actual or perceived – produces real change. When that crisis
occurs, the actions that are taken depend on the ideas that are lying around.
That, I believe, is our basic function: to develop alternatives to existing
policies, to keep them alive and available until the politically impossible
becomes politically inevitable (Friedman, [1962] 2002, p. ix).

Under the guise of recovery, new crises can proliferate, as has been evidenced
in education communities across the USA, the UK and in Australia.

On this

international and national scale elevated criticism and concern has identified teaching
quality and the preparation of teachers as deficient (Cochran-Smith, 2008; Furlong,
2013; Lovat, 1999; Mayer, 2014). As authority figures, teachers have been resented
by those they were meant to enlighten, and by those who view teaching as a ‘soft
profession’ (Otto, 1986). There is a broad concern within political agenda and media
coverage that slipping performance of students in schools is directly linked to ‘bad
teachers’ and that universities have been instrumental in turning out poorly equipped
teachers. This concern, often driven by populist campaigns, led to over 100 reviews
being undertaken in Australia since 1970. These have all pointed to a perceived
underperformance of teachers (Dyson, 2005; Mayer, 2014), with teacher education
being treated as a ‘policy problem’ (Cochran-Smith, 2008, p. 6).
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There were several reviews at the end of last century; the Auchmuty (1980)
Report of the National Inquiry into Teacher Education; and Adey’s (1998)
Preparing a Profession, each of which focused intensively on this ‘problem’ of
teacher education. As far back as the 1980s the Auchmuty national review voiced
concern about the quality of teachers graduating from Australia’s Colleges of
Advanced Education (CAEs) and recommended four years of study along with
longitudinal research into teacher education, while the Adey review, concerned with
increasing levels of governance, recommended the introduction of highly normative,
standardised processes towards improvement in teacher education (Connell, 2009;
Reid & O’Donoghue, 2004). Further reviews at the turn of the century included the
New South Wales Review of Teacher Education, Quality Matters (Ramsay, 2000); A
Class Act

(Australian Government Senate, 1998); the National Standards and

Guidelines for Initial Teacher Education (Australian Council of Deans of Education,
2001); Teacher Standards and Professionalism report (Australian College of
Education, 2001); and, Prepared to Teach (Louden et al, 2005), each providing a
critique of Australian teacher preparation programs and a review of the active
teaching profession, and each saying that the teaching profession required an
overhaul. Within the last decade the Review of Teacher Education and School
Induction (Caldwell and Sutton, 2010) along with the Teacher Education
Accreditation report (Ingvarson, Elliott, Kleinhenz, and McKenzie 2006) paved the
way toward the now national approach to teacher education accreditation and
registration (Aspland, 2006; Mayer, 2014). All teacher education programs in
Australia are four (4) year programs undergraduate or two (2) year post-graduate
programs conducted and offered by universities. This is a marked increase in the
intensity and duration of training for teachers, largely in response to the reviews

4
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described above. The reviews, developed with a view to reform, were set in the
context of political and economic pressures that shaped how they were taken up and
the consequences in those particular times. These attempts to professionalise
teaching have elevated the required credentials of the teacher professional, and have
gradually reshaped teacher training. In the 1970s two-year college diplomas shifted
into three-year programs (Gore & Morrison, 2001), while the Dawkins’ reforms
Strengthening Australia's Schools (1988) saw forty-seven (47) teachers' colleges
amalgamated into universities. The role of teacher education was then placed in the
thirty-eight (38) universities and the unified national system of higher education in
Australia. Seeking quality assurance in this integrated approach to tertiary education
also brought about the construction of the Australian Qualifications Framework
(AQF), grounded on an earlier framework developed for the Vocational Education
and Training (VET) sector in the 1980’s. For Higher Education, these developments
meant that institutions could self-accredit and list their courses in teacher education
(Peters, 2001).
The Federal Government provided various measures to support these reforms.
Promotion and subsidy of enrolments brought increased financial support to higher
education providers via the Australian Government’s Commonwealth Grant Scheme.
This funding, called Commonwealth Supported Places (CSP) restricted enrolments
until 2012, when the government removed limits on bachelor-degree places with
further intent to remove the cap on the maximum student enrolment in 2014-15 as
well as its corresponding contribution (Weldon, 2015). Further federal government
support was provided through the Higher Education Contribution Scheme (HECS)
that presented students with an option to defer fee payment until course completion,
and when they were able to repay their student costs when they were employed.
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Educational crises ongoing
The proliferation of teacher education reviews stimulated suites of national
policy solutions. In particular, significant scrutiny of initial teacher education took
place, this aspect of education perceived to be causal to the performance standards of
student learners. Policy changes included a tightened entry into initial teacher
education courses and appropriation of more control over the content and delivery of
teacher preparation course content (Mayer, 2014). Changes, while gradual, offer
consistency across the nation, as Ingvarson described:
In recent years, there have been significant steps towards achieving greater
national consistency in schooling across the eight states and territories. This
consistency includes school curriculum and policy related to the
accreditation of teacher education and standards for entry to the profession
(Ingvarson, 2010, p. 50).

These programs are now designed to meet the rigour of university quality
assurance and accreditation processes; the teacher registration regulations; the
demands of teaching; and, the outcomes of research into teacher education (Reid &
O’Donoghue, 2004).
The concern over the quality of teaching is related to national pupil
performance but is not confined to only Australia. This sense of crisis further
pervades Australian education after a decline in international testing rankings (Kell
& Kell, 2010).

Australia's participation in international student performance,

administered every three years, have shown a steady drop in the Programme for
International Student Assessment (PISA) student achievement tests relative to other
nations. PISA literacy and numeracy tests, first held in 2000, compared test results
across 41 countries, with Australia ranking 6th for mathematics and 4th for reading.

6
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Results for Australia have since declined, with comparisons in 2012 across 66
countries, ranking Australia 19th for mathematics and 13th for reading
(http://www.oecd.org/pisa/keyfindings/pisa-2012-results.htm). These internationally
publicised results have further fuelled a deeper scrutiny of schools and the teachers
of these students.

The data from these tests has been used to compare the

performance assessments of students across Australian states and territories to the
OECD average (Ricci, 2015; Thomson, De Bortoli, & Buckley, 2013; Wilson,
Dalton, & Baumann, 2015), the quality of initial teacher training being identified as a
reason. The decline in pupil performance has, amongst other things, been attributed
to teachers who are gaining entry to initial teacher education courses with minimal or
inferior credentials.
High stakes international pupil testing continues to bring dual pressures not
limited to the pupils who sit these examinations. These tensions are characteristic of
modern global economies and reflective of the pressure on countries to perform
highly in a global competitive marketplace and, expectations on teachers to deliver
high quality results. The poor teaching quality has been blamed for the decline in
Australia’s overall position in international tests (Jensen, 2012; Kell & Kell, 2010;
Pyne, 2014).
Some critics have queried the objectivity of global assessment practices,
challenging the suitability of current testing. Questioning what is not measured by
such testing, has signalled concern around how global testing fails to address the
diversity of sociocultural needs within nations and economic inequality (Rogers,
2014).
One perspective is that these forms of global examinations are:
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No longer an isolated and discrete form of monitoring and performance but a
global policy instrument [that] has seen the adoption of a policy ensemble
that includes curriculum reform, monitoring of teacher standards and the use
of tests in determining resources (Kell & Kell, 2014, p. 16).

The success of participating Asian nations has stimulated further investigation
into educational strengths and weaknesses of participating nations. Some advantage
for successful Asian countries seems related to the strength of the ‘centralised and
uniform’ Asian curriculum, with a more ‘concentrated and integrated approach’, as
compared to the fragmented curricula of the US and Australia (Kell & Kell, 2014).
A recent study by the Grattan Institute (Jensen, 2012) attributes the quality of
teaching to be associated to the balance between contact and non-contact teaching
time. Jensen (2012) reported that contact teaching hours in Australia were higher
than in the more successful Asian nations, with an implication that less time was then
afforded for professional development, active collaboration and personal learning
needs in Australia (Kell & Kell, 2014).

Summary
Teacher education has been continually identified as in crisis and in need of
radical reform. This is an enduring theme. Despite an average of one review each
year since the 1970s, a perception persists that teacher quality and teacher practices
are failing to produce the teachers who have the requisite capacity to meet the
challenge of the classroom. Classroom performance is increasingly being compared
at an international scale that adds direct pressure on pupils, teachers and
governments, as well as indirect pressure on pre-service teachers.

8
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Drivers of change
Changes to educational policy and practice were driven by the emergence of
economic rationalism or neoliberalism in the 1980s. Policies advocating for the free
market and a smaller public sector were at the core of neoliberalism. Explained by
Michael Apple (2005a) as a ‘supermarket’, neoliberalism stressed individual freedom
and the notion of public choice in an unfettered market. Neoliberalism was
popularised with the collapse of Keynesian economic theory that emerged following
World War Two. It gained momentum with the election of President Reagan (US)
and Prime Minister Thatcher (UK) in the 1980s and saw the dawn of global
engagement. Neoliberalism was both a consequence of increased globalisation and
was accelerated by it. Globalisation today reflects international influences, where
free trade has enabled a convergence of markets, which now operate competitively
on an international scale (Giddens, 2002; Held & McGrew, 2000; Hyslop-Margison
& Sears, 2006). For education a neoliberal outlook emphasises a need for learners to
be prepared for and streamed into the workforce as economically productive citizens
(Hirst & Vadeboncoeur, 2006).
Neoliberalism gained momentum in Australia during the Hawke Labor
government in the 1980s and saw the deregulation of the economy and a policy
setting that favoured the restructure of the economy to be efficient and competitive.
The emphasis on economy replaced a welfare outlook with one that encouraged
individualism and a smaller state presence (Apple, 2005b; Carter, 2010; Connell,
2009; Pusey, 1991). Some examples in the 1980s included the emergence of schools
as a business and, for higher education building international education, became a
commercial industry operating in a competitive market space (Marginson & Sawir,
2011).
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There is a populism surrounding the promise of smaller state activity around
lower tax, freedom and less regulation. Yet smaller state activity brought
unpublicised hidden costs. In meeting the demands for efficiency and individualism
was an exponential increase in accountability (Britzman, 2007). Where smaller state
activity appears immediately beneficial to the community, and freedom to
individuals, the collective responsibilities change (Sharp, 1991). Sharp also describes
the profound contradictions that neoliberalism brings that include heightened
bureaucratic measures that intrude into areas previously untouched by government.
Neoliberal discourse integrates notions of reciprocity as the consequence of
responsible and productive performance of individuals. It relates to employers,
families and social support systems and ostensibly generates increased satisfaction
and enjoyment. Brown and Baker describe this as:
The neoliberal citizen, self-reliant, constantly self-reinventing and
perpetually enterprising is an austere being. Even his or her enjoyment is
measured against the objectives of fulfilment, fitness or perhaps the
achievement of an elusive ‘‘work-life balance’’ (Brown & Baker, 2012, p. 5).

In contrast to previous ideologies about state schooling, the new order, based
on a strong state sector that can mediate competing class conflicts, proposed that
‘accountable education is inextricably linked to issues of class emancipation, to the
search for a different kind of social, economic and political order’ (p. 12).
A further contradiction within the neoliberal or ‘new right’ approach is the
presences of both an unfettered freedom and also a plea for traditional values in
society. In education these traditional values surfaced as concerns over standards and
a view about going back to basics. The back-to-basics movement was also a backlash

10
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in the 1970s to reforms in the 1960s which reversed racist and inequitable practices
in US schools (Aronowitz & Giroux, 1985; Morgan & Robinson, 1976).
The back-to-basics approach can be summarised as fundamental curricula, or
“good teaching”, which is centred on controlled pace of learning and firm discipline.
The effect of this is a narrowing of curricula choices and valorising lock-step, timeon-task pedagogies. This approach also embeds assumptions that all students will
learn at an equal pace. Giroux (1988) adds that the endorsed content and pedagogy of
this teaching perspective reflected singular values (Giroux, 1988) and eroded
progressivist ideas about learning in which individuality, progress, and change is
central to fundamental to education.
Part of the neoliberal focus has also been to strongly define what is ‘good
teaching’ (Connell, 2009) and what is seen as sound and relevant education provided
by teachers of integrity (Biesta, 2009). Yet neoliberal practices have covertly shifted
tasks that were once the responsibilities of the government to individuals (Biesta,
2015c). As Mark Banks describes, the lives of individuals’ in a post-industrial
workforce have become intertwined with a ‘continually active, total economic body’
(Banks, 2009, p. 680).
In another, contradiction around competency and relevance in today’s learning
environment reflects a global focus in contrast to the personal efforts and personal
integrity of the teacher (Britzman, 2007; Connell, 2009). As Biesta (2015c) points
out, a neoliberal world brings associated assumptions that a community knows what
it seeks. In being accountable to the 'community', 'the public', and 'the people' these
actions may risk achieving the opposite of what is intended and initiate an erosion of
a responsible, accountable and democratic professionalism (Biesta, 2015c; Sharp,
1991). Brennan and Reid’s (2009) comprehensive account of neoliberal governance
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in Australian education has described the way in which the Commonwealth
positioned itself with a sovereign-like legitimacy to override the constitutional
educative rights of the states. Allegations that quality and performance have been
inadequate have given rise to Federal Government initiatives such as a national
curriculum, standardised testing and teacher standards, each representing governance
mechanisms that will increasingly control and allegedly improve educational
practice. These practices are directly at odds with recommendations from scholars
who suggest that a standardised curriculum should be replaced with new learning
outlooks that embed globalisation and diversity (Cazden et al., 1996; Cope, 2000).
An overwhelming standards agenda, with an emphasis on accountability and
expectations of compliance generate a restrictive effect on teacher professionalism.
Significant decline in the autonomy of teachers, replaced by performative, and
publically announced measures of success, has changed the outlooks of many in the
educational arena (Angus, 2012; Ball, 2003; Smyth, Down, McInerney, & Hattam,
2014).
Michael Apple (Apple, 1981, 2014) provides an explanation of these
mechanistic developments in what he terms technologies of control. He forewarned
that the commodification of education would gradually shape school curricula, and
ultimately, through the incipient beliefs that tighter controls and accountability
measures are good, ultimately strengthen the technical controls of the state.
According to Aronowitz & Giroux (1985), and Slater (2015), the cost of
implementing neoliberal, managerial policies that are framed by the technologies and
ideologies of audit cultures, is borne by teachers. Teachers’ work is increasingly
being reduced to reductionist and instrumental procedures that, in turn, casts blame
upon teachers (Smyth et al., 2014). For these authors, the politicization of teachers’
12
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work needs to be countered by a refreshed and re-humanized vision of teaching.
There are firm beliefs that the practices of neoliberalism have also generated a
tendency to negate agency, identity and, previously articulated educational outcomes.
A consequence of this is alienating, further displacing and ‘Othering’ teachers and
learners (Hirst & Vadeboncoeur, 2006). Expanding on these notions Angus (2012),
Choules (2007) and Sharma (2006) suggest that those who have been ‘othered’ have
been placed at a disadvantage by a neo-liberal education system that is grounded in
accountability, managerialism and diminished levels of humanistic respect.
Scholars such as Codd (2005), Connell (2009), Gilroy (2014) and Mayer
(2014) further suggest that the neoliberal nation state approach distorts the integrity
of Australian education. They argue that the development of teacher standards is
perceived to be an underlying mistrust of professions and that codification and
auditable control of teachers work collectively represents a refreshed method of
visible and sanctioned sovereign power. The suspicion of professions, the de-skilling
of teachers, the escalation of work requirements have all intensified the loss of
autonomy and respect that, as Michael Apple (2005a) points out, further drive neoconservative policies.

Understanding these developments can be viewed via

Bourdieu and Passeron’s ‘habitus’ (1977) or Taylor’s ‘social imaginary’ (2002),
frameworks that describe and prescribe how things work and how these become
norms of practice. Extending this concept is a ‘policy imaginary’ (Angus, 2015;
Thomson, Hall, & Jones, 2010) that is characterised by an emphasis on performance
and measurement that represents an:
Equation of organizations, teachers and pupils into categories and numbers,
where schooling is seen as infinitely calculable and available for calibration
and permanently available for forensic dissection through apparently
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objective, scientific and transparent computational practice (Thomson et al.,
2010, p. 652).

This outlook towards education suggests a deficit view of learning where
shortfalls in standardised testing practices are publicised, and teachers and learners
are rendered as good or bad data. In this respect, many scholars raise an important
question: Does good data represent good education? (Angus, 2012; Apple, 2005b;
Biesta, 2009; Slater, 2015; Thomson et al., 2010).
Fundamental curriculum changes, contained in syllabus released as recently as
2013, reflect a shift in values and content determined by the federal government.
Finding some parallel in the work of William Bennett’s Book of Virtues (1993),
today’s government in Australia is demanding the reestablishment of ‘traditional
virtues such as patriotism, honesty, moral character, and entrepreneurial spirit’
(Apple, 2005a). For example, a ‘return to basics’ national curriculum, announced in
2015, will focus on phonics and place renewed emphasis on Judeo-Christian heritage
content that is underscored by respectful relationships (Bita, 2015). This amendment
will remove the current references to Key Learning Areas, such as history and
geography and the present cross-curriculum priorities, such as Indigenous issues and
Connections to Asia. During a period of adjustment teachers and learners will be
required to derive content and relevant scholarship from two curricula
(https://www.studentsfirst.gov.au/review-australian-curriculum).

Implications

for

teachers is that scrutiny of their teaching will extend to the quality of their students
moral behaviours, whilst demanding improved student performance on the national
and international stage.
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Summary
Education practices in Australia have been responsive to globally driven
neoliberal agendas that have encouraged individualism, with contradictory demands
around accountability. Policy debates about teachers and teacher education are
increasingly divided. One perspective suggests that the centralised control of
curriculum and pedagogy will overcome the autonomy of teachers and operate
around tightly controlled objectives and outcomes. Contrasting views promote the
integrity and veracity of the profession and argue that managerial practices meet
neither the needs of the community nor the profession.
The historical and political perspectives outlined previously provide a
background that helps to understand the shape and form of contemporary ITE in
Australia. The pragmatics of coursework, perceived readiness for teaching and
perceptions around quality are further explored in the following section of this
chapter.

Australian teaching qualification and practicum requirements
In Australia, those who wish to teach children from 0 -18 years of age are
prepared through participation in courses in Higher Education to complete a fouryear undergraduate Bachelor of Education degree and must additionally demonstrate
a graduate level of proficiency across nationally developed teacher standards.
Students who are graduates and already hold degrees in specialist disciplines such as
sciences, arts or business may take up employment in teaching following the
completion of 1-2 years education-focused studies. Options exist to offer specialist
qualifications or to be discipline-or sector-specific. For example: middle and
secondary teachers usually focus on education and specialist subjects, such as
Chapter 1: Background and Introduction
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science, history, arts, whereas primary and early childhood teaching focus on the
formative learning needs of children. All courses include curriculum methodology
and pedagogical studies and mandatory Professional Experience, often also referred
to as practicum or colloquially as the ‘prac’ (Aspland, 2006; Mayer, 2014).
The contested landscape of ITE has seen a change in the language used to
describe, conceptualise, structure and supervise workplace learning, from workintegrated learning (WIL), practicum, or placement, to Professional Experience
(Darling-Hammond, 2006; Groundwater-Smith, Deer, & March, 1996; Le Cornu &
Ewing, 2008). The term ‘pre-service teacher’ has replaced the term ‘student teacher’
and refers to a student who is undertaking an industry-recognised program of teacher
education (Buckworth, Robinson, & Kell, 2013). Professional Experience typically
involves supervised placement periods in schools, in which ITE students will
undertake incremental and supported teaching roles according to the accredited
course structure. Throughout this research the terminology Professional Experience,
practicum and pre-service teacher is typically employed.
In ITE, a sound pre-service and supervisory teacher relationship is integral to
the Professional Experience and provides a mechanism by which theoretical content
is integrated and demonstrated in a practical workplace context. In the increasingly
complex process of becoming a teacher, it is critically important that beginning
teachers explore their own experiences, relationships and interactions in order to
develop a growing sensitivity and attunement to a diversity of pedagogical needs. At
the same time, pre-service teachers will potentially bring prior experiences in to inschools placements, combining important parts of their personal history with an
emerging teacher identity (Beauchamp & Thomas, 2009; Cattley, 2007; Gohier,
Chevrier, & Anadon, 2007; Wilson & Deaney, 2010).
16
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Duration and assessment
Until recently Professional Experience in ITE courses varied widely in
structure, length and expectations. Historically, little consensus has existed on how
much Professional Experience there should be, when Professional Experience should
begin and the most suitable structure. For example, in the Northern Territory the
2004 Teachers Registration and Standards Education Act legislated 45 days of
practicum for registration purposes, with state based legislative variations that ranged
from 45 to 140 days.

Similarly, assessable in-school requirements across

jurisdictions were disparate. States and territories devised their own professional
standards, with responsibilities and expectations that, while inbuilt into university
courses, differed significantly across jurisdictions. The establishment of a national
regulatory body, Australian Institute for Teaching and School Leadership, hereafter
AITSL, (2001) now oversees accreditation of ITE programs, specifies a required
number of incremental in-school Professional Experience days/weeks and has
developed the Australian Professional Standards for Teachers to be incorporated into
ITE courses at the graduate level. This regulatory authority has, in 2012, mandated at
least 80 supervised days of teaching for undergraduate students and 60 days for
graduate-entry students. The completion of these days are explicitly structured
around meeting the nationally agreed professional teaching standards.
Assessment of the Professional Experience has also been variable in terms of
quality and assessment. Pre-service teachers undertake observations and scaffolded
teaching that have assessment input by both academic and school-based staff.
Across Australia different methods of evaluating graduate pre-service teachers
include a variety of assessment approaches that identify academic and practical
progress. Typically, these include a capstone portfolio task that demonstrates pre-
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service teacher learning and teaching ability with explicit responses aligned to
expected standards of practice. Academics and teachers mutually assess
developmental

progress,

final

capstone

tasks

and,

where

required,

the

underperformance of pre-service teachers.
There is a paradox that emerges as a consequence of a neoliberal approach and
the devolution of practice. Whereas the federal government is promoting
standardised curriculum, regulation of practice and accountability routines, a
diversity of contexts, people and communities can influence the application of policy
in a range of schools. Variations in beliefs, attitudes and dispositions are interwoven
with knowledge, skills and behaviours that are enacted in classrooms containing
diverse and unpredictable variables that influence outcomes (Clarke & Drudy, 2006;
Hodges, Eames, & Coll, 2014; Smyth et al., 2014; Yorke & Vidovich, 2014). This
means that addressing a singularly uniform curriculum and national outlook around
teacher standards, ITE scaffolding of practicum experiences may be qualitatively
different from one setting to another.
In sum, an increase in transparency of ITE Professional Experience practice
offers equity, accountability and transferability for graduates across Australia. Yet,
as academics point out, mandates that dictate generic sets of learning, common
understandings of assessment and, a uniformity of regulatory measures may fail to
capture the extent and nature of teacher’s work.

Power imbalances
Australian schools have historically used the UK apprentice system of teacher
training used in English grammar schools, as the template for preparing teachers in
Australia. From the 1860’s through to the 1920’s this form of teacher preparation
18
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comprised of learning designed to acculturate and replicate existing skills-based
practices through copying, modelling and repetition (Aspland, 2006; Gilroy, 2014).
Responding to UK and US research recommendations in the 1940s, teacher
education practices in Australia began to embed psychological and child-centred
educational theory into teacher training. Until this time an artisan apprentice-like
approach focused on the technocratic and craft based orientations on teaching that
had the effect of reducing pedagogy to a simplistic view around the transmission of
practical skills and content. This highly structured model provided apprentices with
minimal choice in their program and was typically practiced in universities and
teacher training institutes in the 1960-1970s. A hierarchy accompanied this approach,
where the absolute, unquestioned authority of the master craftsman not only failed
students and teachers (Aspland, 2006; Connell, 2009) but also disassociated
professional knowledge and practice. One consequence of this craft approach to
teaching has been a theory–practice binary that prevails in teacher education today.
For example, many ITE students have demonstrated an unconcealed preference for
practical practicum skills as opposed to university based theoretical learning
(Aspland, 2006; Reid & O’Donoghue, 2004).
Efforts to reverse this perspective are embedded within new approaches in
contemporary ITE programs, where reciprocal and transformative partnerships
between the university and the education community employ a range of approaches
to prepare new teachers (Korthagen, Kessels, Koster, Lagerwerf, & Wubbels, 2001;
Mayer, 2014; White, Bloomfield, & Le Cornu, 2010). Differing to the copy-andreproduce apprenticeship model, new approaches to the preparation of teachers have
embraced new ways of learning but imbalances of power still endure. These stem
from the position of the academy, the position of the employer as master and, the
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power-laden practices within classroom where historically produced differential
power relationships, have the potential to shape the experience of ITE students. Preservice teachers with substantial life experiences, values and norms may be
perceived to be in conflict with hosting schools and teachers. Conflicting values,
irrespective of the ability and performance of the pre-service teacher, may lead to
pre-service teachers being deemed as being ‘at risk’ of failure (Butcher, Bezzina, &
Moran, 2011; Kruger & Teaching Australia-Australian Institute for Teaching School
Leadership, 2009; Ure, 2009), placing the pre-service teachers in jeopardy of
completing of the practicum and succeeding in their course. Deeper exploration of
these experiences is central to the focus of this study and indicates a need to return to
some of the background around the perceived crisis discussed earlier.

Critique of ITE and the focus on practicum
Teacher education has been the subject of numerous reviews and reforms and
has been the subject of constant scrutiny. There has been continued hysteria about
improving standards of teacher preparation. The impact of educational reviews has
meant that there has been a constant stream of reforms for practices around ITE in
Australia, although as Bates (2002) and Angus (2012) point out, even for the few
recommendations that have been implemented, for little impact.

Changing nature and shape of the Professional Experience
Until the late 20th century tertiary education in Australia was a binary system
modelled on UK education practices, with Colleges of Education (CAEs) offering
vocational studies that complemented universities (Martinez, Craig, Kane, &
Gainous, 2005; Phillips, 2010; Sim, 2011). From 1920’s until the late 1980s state
20
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administered CAEs and Teachers’ Colleges focused on modelling and replicating
those teaching practices deemed as good. In the 1970s and 80s microteaching
(Turney, 1977) emphasised a strong practical focus concerned mostly with teaching
methods, discrete skills, videoed-lessons and questioning and reinforcement
(Aspland, 2006; Connell, 2009; Gilroy, 2014).

The intense practical program

afforded little room for reflective professional practices and even less space for
educational research (Aspland, 2006; Connell, 2009; Gilroy, 2014; Le Cornu &
Ewing, 2008; Mayer, 2014). This again replicated the practices of the UK and the
US.
Australia is not unique in its plethora of reviews and critiques. A similar panic
about reform, articulated in particular ways and enmeshed in each other, has emerged
over the past 40 years in the United Kingdom and the United States of America.
Declarations of mediocrity and alarm around education quality were central to the
United States A Nation at Risk report (National Commission on Excellence in
Education, 1983) where teachers’ roles were reduced to near clerical status under the
Reagan Bush reform movements (Aronowitz & Giroux, 1993). UK universities
supplanted polytechnics in the 1980’s (Denovan & Macaskill, 2013; Gilroy, 2014).
This was closely followed by the creation of a Council for the Accreditation of
Teacher Education (CATE) purportedly to safeguard teacher educators. The UK’s
professional standards developed by the Teacher Training Agency (TTA) in the
1990s, cast prescriptive benchmarks that outlined the attributes of an efficient and
effective teacher, along with demands that ITE students be assessed against all
standards. In the United States of America, the National Council for Accreditation of
Teacher Education (NCATE) introduced audit measures, accrediting and publishing
teacher education programs and teacher standards.
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These actions, deemed to underscore a distrust and suspicion of university
teacher educators (Gilroy, 2014) have now been replicated in Australia by Teaching
Australia in 2005 (Mayer, 2014). Regulation of teacher and ITE quality commenced
in Australia following the 2003 endorsement by The Ministerial Council on
Education, Employment, Training and Youth Affairs (MCEETYA), of the Standards
and Guidelines for graduates, along with recommendations for the introduction of a
national accreditation authority for ITE programs and providers (Gore & Morrison,
2001; Ingvarson, 2006; Mayer, Luke, & Luke, 2008; Ramsay, 2000). Following
consultation with over 6000 school leaders and teachers across Australia, draft
standards were developed and validated in 2010, and have replaced standards
previously developed by specialist subject associations, and respective states and
territories.
Criticism persists, as academics point out the inherent limitations of
prescriptive standards and express concerns that such a reductionist approach is
failing to meet the complexities and uncertainties of the contemporary educator of
the 21st century (Bates, 2004; Biesta, 2015a; Reid & O’Donoghue, 2004; Sachs,
2001). Reid & O’Donoghue (2004) suggest that, in contrast to being theoretically
informed, teacher standards can often be narrowly instrumental and little more than a
‘compendium of capabilities drawn from common sense understandings of what
constitutes ‘good practice’ (Gilroy, 2014).
The ongoing dissatisfaction in the UK and the USA around teaching quality
has subsequently cast blame on universities. Higher education is alleged to be failing
to provide good quality teachers that points to an associated consequence that the
‘social and economic development of the country is compromised’ (Reid &
O’Donoghue, 2004, p. 563). Public declarations of a lack of faith for university based
22
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teacher preparation have been broadcast by the US Secretary of Education, Arne
Duncan who believed that schools of education had done a ‘mediocre job’ in
preparing effective teacher graduates (Richmond, 2014). The Former Secretary of
State for Education of the UK, Michael Gove, made analogous sentiments
proclaiming, ‘In the past the education debate has been dominated by education
academics – which is why so much of the research and evidence on how children
actually learn has been so poor’ (Gove, 2013). In prefacing this statement Gove
claimed that the work of today’s teachers is in ‘reputational decline’. He declared
that today’s teaching makes little difference to learning and, that teachers are
currently ‘sidelined’ from true teaching and learning. His final claim announced that
teachers have become responsive primarily to accountability, policing and processes.
Australia’s former Minister for Education Minister Christopher Pyne voiced a similar
lack of conviction in university teacher preparation in 2014. His claims that ‘ . . .
courses are too theoretical, ideological and faddish . . . standards are too low at some
education institutions - everyone passes’ (Pyne, 2014) initiated yet another inquiry –
Teacher Education Ministerial Advisory Group, Action Now: Classroom Ready
Teachers - into the quality of ITE practices.
Recommendations for a return to school facilitated ITE programs such as
‘Teach First’, ‘Teach Direct’ and ‘Teach for America’ have been closely replicated
in Australian developments. These approaches propose that empowered schools can
ably manage ITE and can typically elect elite recruits and subsequently employ their
own trainees. They are authorised to nominate a partnering teacher-training providers
and manage joint funding; and, determine the content and program depending on
context

(see

https://www.gov.uk/guidance/school-direct-get-involved-in-initial-

teacher-training).
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The less than favourable international testing results of the UK and USA, has
not precluded Australia following the lead of these nations, with moves to reject
teacher preparation in the academy and overturn this responsibility to schools. Like
these

international

counterparts

‘Teach

for

Australia’

(hereafter

TfA)

(www.teachforaustralia.org) largely bypasses teacher preparation offered in the
academy and engages schools and high performing teachers as proxies to prepare
high performing graduates as new teachers. Ironically, this followed the 2005
Teacher Training Review that signalled a potential return to school-based teacher
education or the reincarnation of an apprenticeship model (Dyson, 2005). In TfA
programs pre-service teachers commence learning with an intensive in-residence
program followed by an extended situated placement that makes up the majority of
the two-year course. As Gilroy (2014) points out, passing ITE responsibility to
schools presents an interesting paradox. If higher education has failed to produce
quality teachers then how will those poor quality teachers be able to teach future
teachers? If, in fact high-quality teachers exist in schools, then were these teachers
not educated in higher education?
In response to The Teacher Education Ministerial Advisory Group, Action
Now: Classroom Ready Teachers (Australian Government, 2015) review into ITE,
the present government has demanded further action toward improving teacher
quality, suggesting that this must commence when they are first prepared for the
profession. A fixed and urgent two year period has been assigned in which agreed
teaching standards will be reviewed, partnership approaches to Professional
Experience will be formalised and, research into teacher education strengthened (Le
Cornu, 2015).
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Until now research into ITE and Professional Experience has held low status
and minimal regard (Le Cornu & Ewing, 2008; Reid & O’Donoghue, 2004). The
Action Now (Australian Government, 2015) report recommends and endorses
research into this social science, and advocates ongoing monitoring of the impact of
introduced reforms to inform continuous improvement of ITE.
In summary, government actions in Australia, US and the UK signal a belief
that the university is too academic and that the best preparation is within the
classroom. These actions reinforce notions that the authentic place of learning is in
situ or the ‘real’ world. Popular discourse is that teacher preparation programs
grounded in the workplace alone have failed in terms of teacher quality, pupil
success and economic sustainability. Such programs place heavy demands on schools
in terms of leadership, ability and responsibility. Yet the populist approach of the late
twentieth century that stressed a back-to-basics movement has re-emerged.
Professional Experience unquestionably remains pivotal to completion of the
degree qualification and thence eligibility for teacher registration. A combination of
regulatory mechanisms, accreditation, national curriculum and teacher standards,
have presented profound implications around the nature of the Professional
Experience (Aspland, 2006; AITSL, 2011; Mayer et al., 2008). Ultimately
accountable to regulatory bodies, Professional Experience activities are becoming
increasingly prescriptive. Like their practicing teachers, pre-service teachers must
demonstrate compliance rather than creativity and, in some instances adhere to
scripted pedagogies. In Australia, emerging and nationally supported pedagogic
practices rely on teachers who are provided with formulaic and closely scripted
lesson

plans

as

part

of
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learning

packages,

for

example;

MultiLit
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(http://www.multilit.com/research/) and Direct Instruction (http://www.nifdi.org/)
with common expectations that all students will proceed at the same pace.

High expectations and high risk
These newest initiatives represent national policy solutions that bring
significant resourcing and recurrent funding implications and, as academics suggest,
are high risk (Apple, 2005a, Ball, 2003, Britzman, 2007, Mayer, 2014). Current
discourse proposes that fundamentally, legal and bureaucratic accountability
frameworks risk losing sight of the autonomy, complexity and professionalism of
teachers’ work (Mayer, 2014; Otto, 1986; Rowan, Mayer, Kline, Kostogriz, &
Walker-Gibbs, 2014; Smyth et al., 2014).
Marilyn Cochran-Smith further describes:
When teacher education is defined as a policy problem, the goal is to
determine which of the broad parameters that can be controlled by policymakers (e.g. teacher testing, subject matter requirements, alternate entry
pathways) is most likely to enhance teacher quality (Cochran-Smith, 2008, p.
273).

Collectively, many countries within the OECD have responded to the need for
improved

educational

outcomes

by

embedding

expectations

for

greater

standardisation and accountability across all educational levels. The common
approach is to measure or assess teacher quality that notionally supports the quality
and transportability of teaching, yet ultimately works to define a generic teacher.
Such a generic teacher will demonstrate a mono-cultural outlook that has been
grounded in a hegemonic need for national and global comparisons (Mayer et al.,
2008; Sachs, 2001).
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Educational experiences are unquestionably relational and essential in the
preparation of new teachers. Yet, harmonising respectful and trusting relationships
with academic outcomes in an increasingly technical, accountable and competitive
context, poses additional challenges for the preparation of new teachers. These new
realities add to traditional educational demands and are complicated by evolving
contemporary pressures for teachers, adding layers of difficulties and strain as each
systemic cog is adopted, embraced and refined, or overturned. As Britzman suggests,
‘Our work . . . like the world where we live, is always out of joint. . . Now,
we have the odd postmodern condition of sending our student teachers back
to the Nineteenth Century School where they encounter the twenty-first
century child’ (Britzman, 2007, p. 11).

This combination of societal developments and global demands that impact the
development of the emerging pre-service teacher is captured in the thesis statement
below.
Contemporary Professional Experience remains largely responsive to
dominant, outmoded schooling practices that preserve existing conceptions of
knowledge and power (Angus, 2012; Biesta, 2015; Britzman, 2007; Gore &
Morrison, 2001; Sachs, 2001). Despite claims that the Professional Experience is a
mediated and supportive experience, some teachers and systems continue to impose
value-laden, unrealistic and inappropriate expectations for pre-service teachers and
new graduates to the profession. This highlights a contradiction of system driven
expectations and the realities of pre-service teachers being viewed as deficit.
A series of claims that substantiate these statements are informed by the
reshaping of Australian educational policies and are responsive to the demands of an
increasingly globalised education agenda. Insights into these developments are
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supported and confirmed by participant voices that can offer convincing and
conclusive comments.

Surfacing a darker side of Professional Experience
The purpose of this research is to explore the lived experiences of pre-service
teachers in ITE courses in Australia and seek the deeper meanings associated with
their Professional Experience – in particular the successes but also the risks, failures,
challenges and moments of doubt they experience during this time. Participants’
stories, revealed as narratives and that draw from experiences in education programs
in primary and secondary schools, serve to illuminate facets of teaching that, until
now, have been left mostly unexplored. These narratives reveal, not only the
disruptive incidents that were experienced, but also some of the assumptions that
they bring to teaching. In addition, their stories illustrate their flexibility of outlook
that can enrich Professional Experience and, in the long term, ITE and teaching
practices.
The intensity of these experiences, the subsequent feelings of doubt,
ambivalence and insecurity illuminate some of the uncertainties that sadly, permeate
the lives of many pre-service teachers. The stories and interpretations of these
experiences may provide a mechanism by which deeper aspects of this experience
can be uncovered and that may, in turn, become influential in subsequent practices
for teacher preparation.

Framing the approach
In framing this thesis I sought a mechanism that not only provides structure
and relationship but also connects theoretical and methodological perspectives. My
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goal was to see beyond the Dewey’s ‘blueprint’ of persistent practice and reveal
deeper issues within ITE that might help to inform influence and future practices.
While not without difficulty, merging the theoretical and methodological
perspectives has provided a means for the exploration of actions that span external
and internal pressures for individuals entering ITE programs. Within this frame the
external pressures represent those actions that are enacted at international, national
and jurisdictional levels while the internal pressures reflect those in the school and
personal space. Some pressures are duplicated across these spaces with varying
degrees of impact.
A focus on internal pressures brings forth concerns around personal and
professional uncertainty, identity and resilience and issues of relational power. This
frame, including some of the duplicate tensions, is represented in the table below:
Table 1: Frame of thesis

External Tensions

Internal Tensions

Change

Uncertainty and risk



Global competition



Personal



Learning theories



Professional



Learning communities

Power

Power

Organisational and sovereign

Relational /Alterity

Accountability

Resilience/Agency

Organisational

Identity/biography

Theoretically, the research was conducted using a lens that, according to
Hargreaves (1994), portrays ‘accelerating change, intense compression of time and
space, cultural diversity, technological complexity, national insecurity and scientific
uncertainty’ (p. 3). In particular, I have concentrated on the way in which theorists of
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reflexive modernisation (Beck, Giddens, & Lash, 1994; Giddens, 1991, 2002) target
today’s modernity and provide powerful insights into social changes affecting
Western societies. Typically, theorists of reflexive modernisation connect various
social developments to reveal those outcomes reflected in contemporary society.
Especially applicable to this study has been the central theoretical construct of
‘uncertainty’ and ‘risk’ as constituted through Beck’s work on reflexive
modernisation. Beck and Beck-Gernsheim’s (2002) work on ‘Individualization’,
highlights that individuals are blamed for ‘system failure’ and emphasise a need to
identify, fortify and strengthen personal biographies. This perspective resonates
strongly with the theoretical perspectives of Bauman (2001) and Bandura (2001)
whose work concentrates on the development of identity, or for this study, teacher
identity. Further focus is made on the classification and objectifying practices of
identity in terms of alterity, silencing and normalisation of bias in ITE (Angus, 2012;
Rizvi, 201, Smyth et al., 2014). Other theorists share a ‘lust for absolutes, for
certainty’ (Lather, 1991, p. 6), which resounds loudly with the focus of this study.
Hypothetically, those entering the realms of ITE bring often-unstated expectations
around entering a previously known, secure and certain profession. Lather further
describes those ‘messy, boundless, infinitely particular and endlessly still to be
explained’ (Lather, 1991, p. 6) discourses and meanings as symbolic representations
of yet to be encountered unknown spaces.

Use of these discourses offers

constructive action toward the identification of relevant knowledge, while governing
the ways in which a particular topic, in this case, uncertainty and risk within ITE, can
be discussed and reasoned.
Methodologically, I have drawn principally on phenomenological principles
and techniques as the means for understanding and as the vehicle for data generation
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(Gadamer & Lawrence, 1982; Heidegger, 1968; Merleau-Ponty, 1996; Polkinghorne,
1989). This study has been positioned as interpretative research that sought to
expose various understandings of the meanings of practicum challenges as
experienced by pre-service teachers.
The phenomenological process is infused with memory, description and
contemplation that are essential to an interpretative process. In moving beyond
description the research seeks to illuminate meaning and provide theoretical insight
into the impact and outcomes of uncertainty from the perspective of a pre-service
teacher. A further benefit that phenomenological research offers is the potential to
uncover truths that lay dormant, unanticipated yet ontologically and profoundly
authentic. Where other research approaches may identify emergent themes, the
intuitive and reflective nature of phenomenological research can augment the
researcher’s interest and uncover more than mere descriptive experiences.
For the purposes for this study, I drew upon the phenomenological techniques
of Jonathon Smith’s Interpretative Phenomenological Analysis (IPA) (Smith,
Flowers, & Larkin, 2009) employing purposeful interviews and iterative analysis of
data. ‘IPA is particularly well suited to the ideographic approach as it enables finegrained and contextual analyses of the phenomenon under investigation’ (Eatough &
Smith, 2006, p.118). In this approach stories of the participants were authored as a
consequence of unfolding relational experiences with data interpreted and analysed
in a quest for experiential understanding and deeper meaning.
This approach recommends small samples with between 5 – 8 participants
being considered best practice. Using the IPA phenomenological method the
experiences were collected and distilled to ultimately represent those ‘lived’
relational periods for pre-service teachers. IPA gives central place to the experience
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of the individual while acknowledging multiple influences, such as historical,
temporal and social norms and practices of that experience. The study has drawn
from interviews with six (6) pre-service teacher participants from universities across
Australia, and was representative of learners across 4 states/territories with data
collection and analysis undertaken between 2013 and 2014.

Explaining key terms
In framing my research a number of contested terms became evident. The
following signifies my position in relation to the multiple meanings surrounding
these closely intertwined terms. In particular, ‘Neoliberalism’, Sovereign power’
‘Governmentality’, ‘Managerialism’ and ‘Performativity’ are considered below.
Further to the outline of neoliberalism provided earlier, I draw on academics
who understand the neoliberal practices as controlling mechanisms, with policy and
practice providing the means by which to target and attack organisations which, in
this study, are the education sectors (Biesta, 2015c; Furlong, 2013; Kaščák & Pupala,
2011; Sachs, 2001; Smyth, 2008). Furlong (2013) describes the perceived crisis in
education as ultimately fuelling ongoing pursuit of neoliberal policies, which are
erroneously seen as ‘fixing’ the problem.
Slater (2015) points out too, that neoliberal action is insidiously principled, in
that it appears to remedy the very crises that it created. He proposes that this
remediation is complicit in normalising its processes.
Not dissimilarly sovereign power is complicit in regulating its constituents, not
in the neoliberal and accountable manner, but through subjection to countless fields
of visibility (Foucault, 1982; Foucault, 2000). Sovereign power represents an
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unquestioned power that is wielded in an attempt to control. Typically monarchs and
dictatorial leaders use this type of power as a surveillance mechanism to bring
desired order to their constituents. The sovereign power of the Commonwealth,
while purportedly well intentioned, has overridden the constitutional responsibilities
and work undertaken by the states, and seems to be largely responsive to the global
competitive agenda.

As an example, within the current context Australia is

positioning teacher education within the competitive ranking of the Western world,
with dual consequences being the quest for quality and the introduction of teacher
standards. Opinions around these developments remain divided.

One recurrent

perspective suggests that these standards represent a controlling mechanism that
seeks to disempower teachers and control teachers' work and teacher education.
A consequence of these actions, often discussed as governmentality, again
described by Michel Foucault (1977) refers to the ways in which control is enacted.
The often-subtle machinations of disciplinary power nevertheless shape the detail,
the logistics and the minutiae that control behaviour, which, for educators, denies the
right to make normative professional judgement around appropriate courses of action
toward good education (Biesta, 2007).
Opinion around the inclusion of managerialism in education is also mixed.
Where hierarchy, accountability and measurement hold precedence over the
creativity and professionalism of teaching, quality pedagogical practices run the risk
of being discounted within tightly managed organisational structures (Burnard &
White, 2008; Simpson, Hastings, & Hill, 2007). In today’s globalised and
competitive education space I argue that well-managed organisations (Hodson,
Roscigno, & Lopez, 2006) are integral in maintaining equitable and productive
learning processes.
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Performative processes in this thesis refer to regulative, measured practices that
enable neoliberal approaches (Ball, 2003; Biesta, 2015c; Furlong, 2013; Kaščák &
Pupala, 2011; Smyth et al., 2014). Aligned with the Foucaultian concept of
‘performativity’, there are solid associations with surveillance strategies that confirm
a culture of managerialism and expected compliance across the education profession
(Angus, 2012). To recap, the neoliberal individual is expected to be enterprising and
innovative and to cope with mixed successes. While material and symbolic
incentives may encourage ongoing efforts, productivity and comparison reflects the
measure of individual or organizational worth. My position here parallels that of
many educators in contemporary classrooms and academies. Whilst I have passion
for education, my enthusiasm may wane under the watchful eye of regulators.

Presentation - Structure of the thesis
This introductory chapter has provided the context, purpose and impetus for
this thesis, and declares my decision to use a phenomenological research approach.
Here I have identified the rationale for the study and presented the research question
that defined and refined my focal point. Here too, I have introduced key literature
and terminology and an overall frame for the dissertation that follows.

The

remainder of this introductory chapter will conclude with an outline of the following
five chapters that make up this thesis.
Chapter 2 elaborates on the global position that informs practices in teacher
education and focuses attention toward current challenges and trends in ITE. The
literature review is presented in two parts, each contributing to a deeper
understanding of the complexities of the Professional Experience in today’s
educational environments.
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The chapter frames the external pressures in education today amidst a
competitive marketplace that prioritises measurement and productivity. In addition,
it provides some background around the shifting paradigms, expectations and
variations in teacher preparation. In particular the situated school experience is
discussed.
The second section focuses on the transferral of these pressures to the
individual as they embrace quality-learning experiences. In addition an explanation
of risk and uncertainty is explored, with a particular focus on this significance and
profound influence on emergent teacher identities. The literature suggests an
uncertain world for emerging teachers and examines mentor teacher quality,
assessment practices and imbalances of supervisory power.
Chapter 3 is a two-part chapter that defines and explains the underlying
methodological principles and identifies the philosophical assumptions that informed
the research. The methodology enables insights not available to the prevailing
‘measurement culture’, provides the structure for the data analysis processes and, in
the second section provides detail of the approach used to collect and analyse data.
Chapter 4 is a brief prelude that introduces the participants, their backgrounds
and their placement experiences and then leads into the more extensive Chapters 5
and 6, the compilation and interpretation of the data. In these chapters participant
perspectives and stories are compiled that, following interpretation, were distilled as
two superordinate themes. Within each theme three recurring dimensions, provide a
structural background that is contextualised against each superordinate theme under
discussion. The data analysis also identified recurring elements within these
dimensions that held relevance for all participants. These dimensions rely heavily on
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the data, are replicated across each theme and have been grouped according to the
personal, environmental and relational descriptors.
The introductory superordinate theme ‘Derailment – A Shattering of
Expectations’ casts some illumination around pre-service teachers’ understanding
and beliefs in this defining and challenging period.

Interpretation provides

explanation and expansion on the thoughts and ideas conveyed by the pre-service
teacher often as contradictory and non-corresponding opinions.
‘Getting Back on Track –Self Belief and Affirmation ’ comprises a second
superordinate theme, again presented as a narrative that follows the same pattern as
the earlier theme, with interpretations discussed according to previously identified
dimensions. This theme offers insights as recently graduated teachers reflect and
consider what lies ahead as neophyte employees in the profession. Recurring
personal, situational and relational dimensions act as springboards to discuss
emergent thoughts and actions throughout the participants’ stories.
In Chapter 7, a discussion integrates the analysis and interpretation of
superordinate themes with sociological theories and educational developments as
introduced in the preliminary two chapters of this thesis.

Where appropriate,

interpretations are linked to germane theory and new literature introduced that
contests contemporary discourses and behaviours.

Here the interpretations are

further refined from the earlier narrative to align with characteristics of contemporary
teacher education, in particular with the identity development of those who are
becoming a teacher.
Chapter 8 presents conclusive remarks that, grounded in the thick descriptions
from the interview data, provide a better understanding of ‘how it feels to experience
this’. This concluding chapter presents resounding evidence, assembled from the
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accounts of the fears and foreboding and thence the transformative periods, as lived
by the participants. Using the IPA analysis forms a distilled conception and frame by
which these experiences connect to relevant theoretical foundations.

Insights,

implications, and comment offer new directions for future research and work-based
practice for pre-service teachers.
This introductory chapter detailed historical and political actions and
contemporary practice that collectively endeavour to improve the perceived global
crisis in ITE. In an attempt to augment these developments, this research focuses
attention to pre-service teacher risk and system failure during the mandated practice.
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I want to stay as close to the edge as I can without going over. Out on the
edge you see all kinds of things you can't see from the center.

Kurt Vonnegut (1952)

Introduction
This chapter explores some fundamentals of Australian and international ITE
and, the evolving practices that respond to and are shaped by external forces—forces
that hold implications for organisations and individuals within the teaching
profession. The chapter casts a wide net around education. As researcher, I am at the
centre of much of the discourse around ITE and seek deeper knowledge. In particular
I seek to understand newly graduated teachers experiences with failure. Knowledge
in this literature review explores policies and practices, from the global to the
individual and, intersecting ideological and internalised facets of education, from the
social to the personal. This breadth of knowledge forms much of Vonnegut’s ‘edge’
that, for the context of this study, intrudes upon the world of the educator. Subject to
political developments and changes in education, educators are regularly required to
modify pedagogy and practices. In essence, educators are compelled to move from a
world of certainty, through gauntlets of pressures, changing practices and
expectations, both external and internal, to times of unknowing and uncertainty.
This chapter is presented in two parts. This first section opens with an
overview of common understandings for education, and then moves into the external
pressures that impact contemporary ITE. These are organised as discussions around
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policy, and regulatory and institutional pressures. This section also further describes
ITE, the growth of professional standards and, the mandated practicum.
A second section follows with literature discussion around the internalised
consequences of these pressures and concentrates on the pre-service teacher, in
particular, their professional and personal identity development. The chapter explores
the notion of risk and the way this and other theoretical positions assist the analysis
of the students’ experience.

Changing notions of Education
As Freebody (2003) describes, education is a social training function, a public
concern with a focus on collective good (Rönnström, 2013), and a right that is
championed by those in western democratic countries. For decades compulsory
schooling has been pivotal in the development of education and the nation states.
Connell & Payne (1985) stress that carefully funnelled ideological content reflects
the morals and values of society, with some expectations being unrealistic.
Groundwater-Smith, Ewing & Le Cornu (2011) further indicate that education
comprises much more than merely the prescriptive daily elements of schooling as it
represents the sum of learning and knowledge over one’s life span.
Education . . . requires that students be recognised as full participants in the
learning process, as they come to explore and question the many and varied
experiences that they encounter in the classroom and beyond (p. 4).

Britzman (1986) argued that schooling operates at three levels. The first is
social control and order as a theme for classrooms. Second, is the categorisation and
organisation of the curriculum. Finally, she asserts that schools are hierarchically
ordered to reflect the social arrangements of society. Expanding on these points
40

Chapter 2: Literature Review

Groundwater-Smith et al., (2011) point out an increasing tendency for a standardised
‘one size fit all’ approach while Biesta (2015c) advises that education is where
students learn something, for a reason, and from someone. He suggests that
qualification, socialisation and subjectification are major educational drivers but
cautions that subjectification can develop as learning that is indiscriminately enacted
upon others. From another perspective Giroux (1992) describes education as serving
a dual purpose, one that questions the shortcomings in traditional views of schooling
and in doing so, reveals new educative possibilities. Giroux suggests that education
ought to be seen as actively problematising worldviews to illuminate aspects of the
social that are unstated, silenced and hidden. For example, he portrays the curriculum
as an educative tool that openly reflects political agendas, yet embodies veiled suites
of gendered and cultural dictates that characterise the undeclared values of the state.
These values filter through to the classrooms and academies in which learners
prepare for new roles as teachers. The introductory chapter referenced externally
driven policy pressures that influence today’s education. Tweaking, revising and
adjusting contemporary education values and practices in a competitive global
market place brings significant implications for today’s ongoing teacher workforce.
The next section further explores these pressures and examines a number of
contributing policies and contemporary shifts in values and practices for education.
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Part A: Externally driven policy pressures
There is general scholarly consensus that education remains politically driven
with the economic and cultural imperatives of a country ultimately dictating its shape
(Apple, 2002, 2005a; Britzman, 2003; Freebody, 2003; Groundwater-Smith et al.,
2011; Marginson, 2006) and with different societies valuing dissimilar knowledge,
values and practices. Bourdieu and Passeron (1977) outlined this perspective of
education as central to legitimising and reproducing the dominant social capital. One
contemporary view suggests that meaningful political involvement with schools is
increasingly positioned as a ‘production process’ where the primary aim is to provide
a normative education industry with conforming, ‘requisite human capital’
(Marginson, 2006). Foreshadowing further tensions in this already complex terrain is
the march of globalisation (Appadurai, 2006; Bauman, 2000; Giddens, 2002; Pathak,
2006) interspersed with western neoliberal societies within and across the
educational arena.
The neoliberal approaches of the late twentieth century have generated nonnegotiable market competition, a by-product of which is standardisation and
conformity in teaching and learning (Codd, 2005; Sachs, 2001).

Žižek (1997)

described globalisation as part of a philosophical struggle by dominant capitalist elite
that simply justifies a reproduction of the status quo. Relating this to education
Zeichner (2014) proposes that government choice that promotes ‘greater deregulation
and privatisation versus investing in strengthening the dominant college and
university system of teacher education’ (Zeichner, 2014, p. 551) has shaped the
education agenda for the nation. Increasingly, visible effects of these continual
developments have been a global focus on student outcomes as a measure of teacher
quality.
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In Australia, neoliberal and managerial policy has established education as a
global market as a state regulated project with centrally driven directives and
managerial interventions. Corresponding demands placed upon ITE continue to be
scrutinised as regular media attacks, national reviews and policy interventions
converge on the quality of teacher education.

Global competitive marketplaces
The quest for the most successful education system remains subject to the
political bias of the state and reforms that are implemented at a local, national and
global scale. As referenced in the introductory chapter, much of the rhetoric around
high quality education has been linked to the notion of teacher quality (Biesta,
2015c; Connell, 2009; Lovat, Dally, Clement, & Toomey, 2011), with the
development of high-quality teachers a central focus for all competing nations in the
global marketplace (Barber & Mourshed, 2007; Marginson & Sawir, 2011). The
Organisation for Economic Co-operation and Development, hereafter OECD
hereafter OECD, (2005) report Teachers Matter: Attracting, Developing and
Retaining Effective Teachers provides comment on contemporary strategies focusing
on the shaping of teachers:
All countries are seeking to improve their schools, and to respond better to
higher social and economic expectations. As the most significant and costly
resource in schools, teachers are central to school improvement efforts.
Improving the efficiency and equity of schooling depends, in large measure,
on ensuring that competent people want to work as teachers, that their
teaching is of high quality, and that all students have access to high quality
teaching (OECD 2005: 1).
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This OECD report further describes that global changes add numerous and
wide ranging complexities. Today’s teachers are expected to deal with innumerable
and diverse differences that include background, language, motivation, behavioural
issues and assessment requirements. Academics point out that each aspect, including
assessment, is subject to wide ranging interpretation (Boud & Falchikov, 2006;
Higgs, 2014). Simultaneously they are expected to be responsive to the ‘inexactness’
or difficult-to-measure outcomes (Walkington, 2010) that comprise social and
qualitative learning. In embracing these challenges, countries such as Singapore,
Sweden, Norway, NZ, Australia, UK, USA, China, Russia and Germany presently
hold high expectations for teachers, whereby educators are required to prepare
students to become knowledgeable workers in the context of rapid globalisation
(Rönnström, 2013). The quest for the ‘best’ education system is now a focus across
OECD countries, with testing across literacy, numeracy and science (for example,
PIRLS, PISA, TALIS, TIMMS) scheduled and undertaken by school pupils in
regular cycles. These large-scale testing measures help to shape a punitive culture,
where governments use globalised scores and league tables as a proxy for quality
(Apple, 2005b). The results, used inferentially as measures of teacher quality and
compliance with state determined values (Gilroy, 2014), have led to ongoing tensions
between countries where teachers professional judgement and control has been
reduced (Biesta, 2015c). With performance and results by country publicised, the
impact for Australia has seen marked change across policy, teaching standards and
endorsed curriculum, simultaneously providing and endorsing entry into the
neoliberal global marketplace. The neoliberal policies of competition presumes a
twofold result: that education will become more ‘productive’, and thereby fuel a
more competitive and successful and economy (Rizvi & Lingard, 2009).
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Globally, governments are responding to the neoliberal notions of competition,
efficiency and diversity, yet the enactment of policies preserve a narrow focus
(Biesta, 2015a) and predominantly target uniformity of practice (Day, 2000;
Martinez, 1996; Peters, 2001; Rönnström, 2013), surveillance and accountability.
The cost of this homogeneity of outlook is borne in terms of equity and social justice.
Relating this to the Australian context Martinez (1996) presents this paradox:
One voice acknowledges that Australia is a nation of diversity; a second
voice externally imposes central standards, which assume that all students,
teachers, lecturers and sites can be homogenised to common, measurable,
definable batches of commodities, capable of being graded in ways that
assure quality (p. 4).

Competition has fuelled the introduction of mandatory national high stakes
testing in Australia through standard assessments such as the National Assessment
Program Literacy and Numeracy (hereafter NAPLAN), the results of which are
publicised on the My Schools (Australian Curriculum Assessment and Reporting
Authority (ACARA), 2014) website, that identifies not only student results, but also
their schools. These accountability measures now appear to foreground teaching for
today’s teachers, as international competition becomes the norm, workplace demands
increase and, financial repercussions on teacher performance start to dominate
(Apple, 2005a). For example, Apple reports that schools complying with NAPLAN
testing may be eligible for supplementary financial support; and that teachers,
identified as causal to poor NAPLAN scores, may be denied pay increases. In
essence, under an umbrella of what is deemed to be good, these externally driven
neo-liberal and neo-conservative accountability pressures have placed additional,
challenging and potentially disastrous demands on teachers (Apple, 2005a).

Chapter 2: Literature Review

45

The success of the neoliberal focus for education remains in question, and is
contested. In resisting the managerialism and accountability mandates, teachers and
schools are endeavouring to reclaim the integrity of the professionalism and insist
that education and knowledge is broader than internally governed and value laden
pedagogies and testing regimes of neo-liberal policy frameworks (Angus, 2015;
Sachs, 2001; Smyth et al., 2014).

A quest for ‘quality’
Changes to educational goals, outcomes and processes have been underpinned
by societal changes across family, school, state, and nation that have, in turn, been
instrumental in generating policy changes (Freebody, 2003, p. 1). Increasing rhetoric
in reviews about the quality of education has foregrounded the rapid transformations
in the quest for quality learning. The opening chapter in the Top of the Class inquiry
(Parliament of Australia, 2007) and the ‘Action Now: Classroom Ready Teachers’
report (Australian Government, 2015), highlighted significant concerns around a
quality of teacher education, and advocated, amongst a host of recommendations the
crucial need for practicum reform. Other studies (Barber & Mourshed, 2007;
Darling-Hammond, 2006; Hattie, 2008; Hayes, Mills, Christie, & Lingard, 2006),
have reinforced the need for improved ITE processes with evidence identifying that
variations in student learning are linked closely to the quality of the teacher. These
sentiments echo Lingard’s (2005) claim; ‘of all the school variables it is teachers
who have the greatest effect on students learning outcomes’ (p. 174), although the
search for quality is often defined by more disparate and often parochial local
education contexts (Santoro, Reid, Mayer, & Singh, 2012). This means that
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education practice, for ITE, practicing teachers and educational jurisdictions remains
responsive to the changeable whims of governing bodies and powerful stakeholders.
Reviews into teacher quality have been instrumental in providing funding
towards improving ITE. Dedicated funding from the Smarter Schools Project
(Australian Government, 2010) was apportioned to Higher Education providers and
State and Territory Government bodies, and has assisted in supporting identified and
desired change. Of significance to this research is the Improving the Practical
Component of Teacher Education (IPCTE) program with funds of $550M
(Australian Government, 2010) to boost enrolments; strengthen partnerships between
educational providers and involved stakeholders; and, to improve the quality of
Professional Experience. In support of this, Universities of Australia (2013) initiated
a four-point plan around admissions, literacy and numeracy expectations, a common
assessment framework for Professional Experience and, a review of teaching courses
by the Tertiary Education Quality and Standards Agency (TEQSA) that has since
been ousted by the Abbott Federal Government.
Following the 2014 Government review the Australian Minister for Education
created a Teacher Education Ministerial Advisory Group (TEMAG) whose brief was
to focus on three qualities that frame and illustrate the current ‘concerns’ about
teacher education. These were labelled as: pedagogical approaches to teaching;
subject

content

and

understanding;

and,

quality

Professional

Experience

opportunities that put theory into practice. The Federal Government’s TEMAG
initiative (Australian Government, 2015) has dedicated funds of almost $17M
towards improving the quality of ITE.

A common Professional Experience

Reporting Framework, with clear expectations for supervision and assessment will
allegedly offer a streamlined and moderated approach to the assessment of
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Professional Experience and, support supervising teachers in their assessment of preservice teachers. In a quest for consistency and improved quality of placement
experiences, nominated exemplars of best practice examples have been sought. For
example, consistent approaches to practicum timing, length and frequency, and
quality partnerships between schools and universities will be published and
accessible across Australia.

Explicit focus on research into the Professional

Experience has also been one of the directives that, until now, have held low status
and minimal regard (Le Cornu & Ewing, 2008; Reid & O’Donoghue, 2004). The
Action Now: Classroom Ready Teachers (Australian Government, 2015) report also
advocates ongoing monitoring of the impact of introduced reforms to inform
continuous improvement of ITE.
The volume of reviews and reforms in the late 20th century, and the
recommendations from the 2007 review saw the development of the ‘Melbourne
Declaration on Educational Goals for Young Australians’ (Kato & Hearfield, 2008)
that identifies goals for education in Australia. Responding to these goals, two major
developments, ratified and implemented across the nation, included the formation of
a regulatory authority, AITSL, in 2011, and the creation of a national curriculum
(Australian Curriculum Assessment and Reporting Authority (ACARA), 2011). The
implications of these developments for ITE are discussed briefly in turn in the
paragraphs that follow.
Fostering and maintaining high quality professional and standard practices in
education is an overarching role of AITSL and theoretically can assist in unveiling
the complexity of teachers’ work. This regulatory authority oversees accreditation of
ITE programs, and specifies a required number of in school Professional Experience
days/weeks to be completed by pre-service teachers. Replacing the various state and
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territory developed standards and competencies, the AITSL prepared Australian
Professional Standards for Teachers have been flagged as ‘the centerpiece of national
reforms’ for the promotion of ‘excellence in teaching’ and are considered to be
‘enabling’ as ITE students develop as teachers (AITSL, 2011). AITSL provides a
consistent approach to teacher registration, and requires that the Australian
Professional Standards for Teachers be incorporated across all stages of ITE courses.
The definitive standards contribute to a framework for improvement of teacher
quality (Santoro et al., 2012) focussed on three main domains: Professional
Knowledge, Professional Practice and Professional Engagement. Seven standards
outline what is expected of a ‘fit and proper teacher’ and provide clear expectation
around the role of the professional teacher. Stages identify graduate, proficient,
highly accomplished and thence lead teacher with graduates expected to meet the
professional teacher standards at a graduate level as they exit ITE coursework. For
example, they must be able to demonstrate that they know their learners, know the
content and are able to use appropriate pedagogies and assessment approaches to suit
learner and context needs. Explicit statements around ethical practice, duty of care
and safe and inclusive teaching make up one complete standard (Standard 4). Finally
there is an expectation that learning for those within the profession is reflective,
ongoing, and collegial (AITSL, 2011).
Central to the scholarly discourse around a measurable, standards-driven
approach are queries as to whether this approach is merely a means to satisfy a
government agenda. Academics question the implications this brings to the place of
teaching, as it hovers between a professional undertaking as opposed to a mere job
(Biesta, 2009; Reid & O’Donoghue, 2004). As well as questioning teacher integrity,
the standards represent a technocratic culture of audit that thinly masks the
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ideologies of a neoliberalism (Apple, 2014; Aronowitz & Giroux, 1993; Bates, 2002;
Giroux, 1988).

As Bates (2002) envisages, the application of a panacea of

professional standards to the perceived ITE crisis will achieve little more than an
imposition of reductionist and restrictive technologies of control (Apple, 2005b) that
will serve to alienate teachers and learners. Bates describes this succinctly:
The impact is twofold. Firstly there is a call for higher levels of disciplinary
expertise. Secondly there is a call for much higher levels of professional
(pedagogical) expertise. The result is often a decoupling of the two
requirements (Bates, 2002, p. 219).

A growing body of literature further questions whether imposing teacher
professional standards may strengthen or negate the doubts that a neoliberal market
society generates around education and teaching quality (Connell, 2009). Despite the
quest for quality being ‘publically voiced’, the goals appear to be dedicated to
replacing the teaching focus on regulative accountability and ‘standardisation of
practice’ over a ‘quality of practice’, (Mayer et al., 2008; Sachs, 2001). In seeking
improved quality, Mayer et al (2008) review the ‘territorialising’ outcomes of local
regulative standards, and caution against the emergence of a generic teacher. They
argue for an enriched policy focus that encourages the development of teachers as
global citizens. Further doubt has been raised around whether regulatory demands
address the uncertainties of late modernity or are merely re-inventing structures from
past eras (Reid & O’Donoghue, 2004). In the interest of efficiency, a ‘measured and
performative’ culture of teaching (Angus, 2004; Ball, 2003; Codd, 2005) may
surpass the ‘entrepreneurial identity’ (Troman, 2008) and individual values of the
teacher professional. Ball (2003) claims that these reform processes are ultimately
mechanisms of market and leadership control strategies for the purpose of ‘re-
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regulation’ and, as a consequence, overlook the inherent need for equity and social
justice across educational practice.
Further doubts are raised around the motivational agendas behind levying these
standards, Giroux (1988) and Smyth et al., (2014) , the use of prescriptive curriculum
and definitive teaching packages. These authors suggest that this approach promotes
a deskilling of teachers and reduces teachers’ roles to that of compliant technicians,
or using Andreas Schleicher’s—Education Director of the Organisation for
Economic Development—terms: ‘interchangeable widgets’ (Bagshaw, 2016) that
carry out the dictates of the state or the package. Sachs (2001) has argued that a
national curriculum has the potential to bring standardised learning and monocultural values to the educational arena that fundamentally reflect the certain, stable
values of the dominant culture (Bourdieu & Passeron, 1977; Reid & O’Donoghue,
2004). Yet, an increasingly globalised world education demands flexibility and a
multiplicity of complex knowledges (Zeichner, 2005) that acknowledge and respect
the identity, development and ‘diversity of its constituents’ (Marginson, 2006).
In sum, today’s Higher Education sectors and ITE providers are responding to
the impact and the pressures as a result of numerous reviews and recommendations
made over the last decade, which includes an escalating scrutiny of Higher Education
practices (Bradley, Noonan, Nugent and Scales, 2008). Whilst recommendations
have been made, reforms since implemented are yet to be evaluated and, as research
indicates, ongoing scrutiny and measures toward improvement have generated
minimal fundamental changes for teacher education (Bates, 2007; Rowan et al.,
2014). Presently, comprehensive and convincing research about the suitability of
these reforms on learning outcomes for pre-service teachers remains unknown (Ure,
2009).
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Implications for teacher succession
An increased hysteria about demands for accountability placed upon teachers is
matched with equal concern about sustaining a teacher workforce. The 2015 ACER
policy insight report, The Teacher workforce in Australia: Supply, demand and data
issues, (Weldon, 2015) identified a rising demand for teachers with high growth
expected in primary school enrolments over the next decade. Primary teachers,
completing generalist teaching coursework, make up the majority of graduates,
(Australian Institute for Teaching and School Leadership (AITSL), 2014), while
secondary graduates, graduate with two or more specialist subject areas. Demands
for teachers have been amplified by a falling ratio of students to teachers. As student:
teacher ratios fall, demands for teachers increase. In Australia this teacher workforce
comprises close to 450 000 teachers (Australian Bureau of Statistics (ABS), 2014;
Weldon, 2015), with the highest proportion of teachers being in their fifties
(McKenzie, 2012). The most common age band for teachers and school leaders is 5155 years, fuelling concerns around planning for teacher succession (McKenzie,
2012). For example, as older teachers retire, additional demands will transfer to
replacement teachers, generating another problem for ITE, as increased support and
robust strategies for incoming teachers will be required.
The introductory chapter outlined the qualifications required for today’s
teachers that followed the 2011 MCEETYA endorsement for a national ITE
accreditation and teacher registration. Teacher registration, managed by regulatory
authorities in each Australian states and territory, requires a recognised qualification,
however this registration does not delineate between levels of schooling, nor subject
specialisation or sector (AITSL, 2011). Another prevalent issue that impacts the
quality across schools today is the availability of specialist teachers. Complexities of
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practice for graduates arise when discipline expertise and teaching pedagogy is
complicated by the demands of secondary curriculum. An undersupply of specialist
teachers in many disciplines and, the approved secondary student teacher ratio
creates further challenges. In secondary schools, many teach in subject areas outside
their area of expertise, for example, 20% mathematics teachers are teaching out-offield (Weldon, 2015, p. 9). While this discrepancy raises concerns around deep
learning it supports the notion that the pedagogy of teaching is transferable across
levels of schooling. Of equal concern to high teacher demands (Weldon, 2015) is
teacher graduate retention. Citing the 2015 Australian Teacher workforce report, an
estimated 10-20% of graduate teachers do not enter the profession and the attrition
rate of Early Career Teachers (ECT) remains equally alarming (Buchanan, Prescott,
Schuck, Aubusson, Burke and Louviere, 2013; Jalongo, 2006; OECD, 2005; Parker,
2009; Pearce & Morrison, 2011; Weale, 2015). Buchanan et al., point out that
attrition of early career teachers can be linked to the immense demands of full-time
teaching, and adjusting and coping with the disconnect between the ‘expectations of
pre-service teaching and the realities of in-service teaching’. Parker (2009) stresses a
need to enhance the well-being and engagement of teachers in the workplace and to
identify factors of work–related distress. Difficulties in adjustment, increasing
student: teacher ratios, rising accountability, mentoring demands and a lack of job
security have resulted in nearly 40% of graduates leaving the profession within their
first year (Lumsden, 2015), and between 30-50% of teachers leaving in the first five
years (McKinnon, 2016). Meeting retention needs within ITE, restoring confidence
in the quality of teaching, remains an ongoing challenge for employers and policy
makers.
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Schools as industrial work environments
The changing nature of education in Australia is evident in schools where
different contexts in terms of pedagogy, learning and job security impact those in the
profession. Changes in schools are grounded in the neoliberal principles that have
deregulated employment and, through devolution of finances, passed on the
responsibilities of staffing and budgeting to the leadership in schools (Codd, 2005;
Marginson, 2006). These developments are reflective of a shifting industrial
environment where the protective measures have been removed and core matters in
the federal workplace agreement have been delegated.
Deregulation of employment and the devolution of school budgets have
resulted in a casualization of the teaching workforce, in which increasing numbers of
teachers work in a contract basis. Certainty around ongoing employment is no longer
automatic, and the implementation of standards and accountability measures further
impacts upon the work of a teacher. The ability to link student national test
performance to the relevant school has caused concerns around performance reports
and the proposed introduction of so-called incentive payments for teachers that, as
Apple (2104) points out, have the likelihood to fragment and divide. As a
consequence today’s teachers are immersed in workplaces that now offer decreasing
security, demand greater measurable performance and expect conformity to
standardized and packaged curriculum.
Surveying the Professional Experience
According to AITSL (2011), the preparation of teachers for today’s classrooms
aims to blend contemporary and practical knowledges with flexibility to suit the
learning context. This means preparation is twofold. Academic coursework provides
insights into the fundamentals of educational theory, content knowledge and
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curriculum design. Aligned to coursework is situated or site-based Professional
Experience where pre-service teachers undertake observations and later demonstrate
their readiness for teaching through planning and teaching. These periods, that
combine on-site observation and supervision combine with professional guidance
and support (Cattley, 2007; Hastings, 2010; McBurney-Fry, 2005; Ure, 2009), can be
confronting and/or rewarding experiences, but importantly can critically shape the
pre-service teacher’s perceptions of teaching. Professional Experience is now
acknowledged as an essential requirement for ITE and is meant to offer
pedagogically sound, scaffolded approaches that mesh the principles and theories of
education with practice and, illustrate attention to differentiation for a diversity of
learning needs (Mattsson, Eilertsen, & Rorrison, 2012; Pratt & Collins, 2000).
In defining Professional Experience Schön (1987) suggests that it:
Approximates a practice world, students learn by doing, although their doing
usually falls short of real-world work. They learn by undertaking projects
that simulate and simplify practice; or they take on real- world projects
under close supervision (Schön, 1987, p. 37).

Professional Experience requirements are met through incremental days/weeks
that require the completion of specific tasks, and must explicitly meet course
outcomes and the graduate standards for pre-service teachers (AITSL, 2011). The
final Professional Experience is normally an extended period, usually between 6 − 10
weeks, where students teach in a full time capacity and demonstrate a high level of
proficiency to meet the standards for a graduate teacher.
Whilst the Professional Experience has the potential to prepare ‘work-ready’
graduates (Walkington, 2010), Boud (2001) advises embarking with caution as this
‘seductive option’ offers not only opportunities but countless, often unanticipated
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challenges for learners. Ewing, Grieshaber and McArdle (2006) add that, during this
time, actively challenging the beliefs of pre-service teachers can facilitate deeper
levels of engagement about what constitutes quality teaching.

Shifting workplace roles
Australia’s teacher education community is typical of Western educative
practices and is shaped by policies, organisational pressures and regulators. Some
subtle yet significant distinctions in Australian education practices are worth
highlighting.

Constitutionally,

the

state

and

territory

governments

hold

responsibilities for education. These entities provide financial support, staffing and,
in consultation with industry expectations, legislate prescribed curriculum. The
higher education sector, including Universities, is funded by the federal government,
and is the provider of accredited courses. Professional associations and the recently
ratified standards regulator (AITSL, 2011) drive and oversee policy; and in schools,
teachers and learners are required to enact these modifications. University and
workplace roles and relationships in ITE, while responsive to changing demands,
remain centrally positioned in a contested space. In this field of social science,
however, increasing value is placed on personally owned ‘professional and local
knowledge’ (Kent & Feldman, 2006; Lovat, 1999; Moore, 2013; Peters, 2001),
informed and developed learning with practitioners in the workplace that challenges
views of learning based in the academy (Ball, 2003; Cazden et al., 1996; Freebody,
2003; Sachs, 2001; Symes & McIntyre, 2000). Symes and MacIntyre predict that
work-based learning will be a ‘harbinger of fundamental change’ (2000, p.11) and
offer reflective insights to what has been traditional and formal professional learning
and practice. To elaborate, until the 1970’s the norm for Professional Experience in
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Australia remained grounded on behaviourist perspectives that reflected a viewpoint
where learners are reactive to environmental stimuli, rather than being agents of their
own learning. Elements of learning were definitive and discrete, with training
comprising teacher knowledge and competency based behavioural skillsets that was
matched to learning results for children and institutional achievement (Hodges et al.,
2014; Korthagen, 2004; Lovat, 1999). Arrangements and responsibilities for learning
were similarly aligned: the theory or the abstract was assigned to academics; and,
situational practice and supervision was allocated to practicing classroom teachers.
This dichotomy was amplified with academic advisors overseeing pre-service
teachers in schools, although increasing criticism emerged around the relevance and
effectiveness of such visits (Le Cornu & Ewing, 2008). The combination of teacher
and tertiary advisors supervising a student’s practice was often perceived as an
intimidating experience where many eyes from many angles provided, according to
Smyth ‘constant and universal surveillance’ (Smyth, 1993), where the potential for
authentic performance was compromised. In this time of emotional upheaval, teacher
graduates were asked to work under conditions that provided little opportunity to
share and practice new learning, frequently stymying the optimism and enthusiasm
of many who chose to enter the profession (Hastings, 2010).
University facilitated micro-teaching simulations and Professional Experience
environments have not levelled the disparity, and tensions and perceived imbalances
prevail (Mattsson et al., 2012) around the values of intellectual, research-based
discipline knowledge (Symes & McIntyre, 2000), as opposed to a shared, societally
useful knowledge (Lovat, 1999). Explicitly identified in the Auchmuty review (1980)
the detrimental disconnect between discipline and pedagogy orientations was
underscored as an area of need in the Top of the Class Report (2007).
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According to Billett (2001) workplace knowledge, where practice can confirm
theory, capitalises on applied learning, is performance based, and offers crossdisciplinary approaches to pedagogy. An increasingly casualized teacher workforce
makes the character of today’s education workplace more complex. This is further
complicated by the devolution of school budgets and the deregulation of
employment. School leadership is now tasked with employment and budgeting
demands, in addition to the professional development of teaching staff and the
performance and learning outcomes of their learners. It is into these changing
workplaces that pre-service teachers must immerse themselves and demonstrate
sound pedagogic practice.
Today’s approaches for Professional Experience are more attuned to the
workplace with workplace professionals expected to take responsibility for their
actions, and pre-service teachers can exercise decision-making and continued
learning. Notionally there is agreement that understanding the relationship between
critical thinking and professional decision-making is central to the development of
pre-service teachers as they emerge as classroom practitioners (Holt, Mackay, &
Smith, 2004; Peters, 2011). As active learners, students are scaffolded to work
productively within the domain of a cognitive apprenticeship (Brown, Collins, &
Duguid, 1989; Hodges et al., 2014). The application of theoretical knowledge to
classroom practice (Allen, Butler-Mader, & Smith, 2010) meets pre-service teachers’
and employer’s needs: embedding rich and reflective learning for organisations in the
workplace (Mitton-Kükner, Nelson, & Desrochers, 2010; Saltmarsh & Zlotkowski,
2011). Holt et al (2004) succinctly summed up the interconnectedness between
learning and informed actions ’whether it be theory-based practice or practice-based
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theory, the capacity to make professional judgment is critical to both perspectives’
(Holt, MacKay and Smith, 2004, p. 3).
Overreliance on workplace-focused learning, however, raises ongoing concerns
around the merit of situated practice (Zeichner & Tabachnick, 1981, p. 7). Taras
(2002) questions whether these methods for independent, autonomous learners are
‘being undermined in learners during their time at university’ (p. 502), while others,
such as Samaras and Gismondi suggest that school experiences offer little more than
‘an unmediated and unstructured apprenticeship which lacks course work and
adequate supervision’ (1998, p. 716). Further questions have arisen around the
logistics of assuring a quantity and quality of communication and, of sourcing
schools that are supportive and have capable supervision. In particular, concerns
have been raised around whether sufficient rigour and systematic learning can be
provided in the workplace. In her comprehensive Australian study Christine Ure
(2009) questions if arrangements based on a rigid apprenticeship models adequately
prepare pre-service teachers to become future independent workers in schools, where
flexibility and autonomy are required.
Many have now called for structures that promote reflection and evaluation by
pre-service teachers (Australian Government, 2015; Burant & Kirby, 2002; Moore,
2013; Parliament of Australia, 2007). Across Australia, suites of managerial
standards and technical measurement are validating the economic structures and
discourses of schooling, yet offer little to accommodate professional integrity except
in symbolic ways. Korthagen (2004), and later Gilroy (2014), caution against the
hypocrisy of some of the emerging measures. They suggest that exhaustive lists,
analogous to sets of behavioural competencies, have done little more than gradually
fragment the role of the teacher. Regulative practices potentially reduce teaching
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professionals to trainers, who, in turn, are expected to ‘deliver’ by their respective
agencies. Aspects of ‘machine-like efficiency’ (Connell & Payne, 1985) from the
nineteenth century are resurfacing in contemporary practices, with a possible return
to a policy that is grounded in performance payment (Apple, 2014). Here, teaching
practices must pass scrutiny and correlate to pupil performance. As Hirst and
Vadeboncoeur (2006) describe, the educative and complex social and moral core is
gradually being replaced with technically simpler, visible, accountable and economic
perspectives that now appear to represent today’s education.
Adding to these tensions has been a collective voice of pre-service teachers
who place greater value on experiential in-school experiences (Brady, Segal,
Bamford, & Deer, 1998; Britzman, 2007; Connell & Payne, 1985) over theoretical
knowledge.

In response, Feiman-Nemser (2001) suggested that embedding

‘conceptual coherence’ in course design may help to level preferential learning and
offer sustainable, economically justifiable learning opportunities approaches for
universities. Further, Symes and McIntyre (2000) argue that one impact of
neoliberalism on universities has manifested as funding cuts, with implications for
increased, non-negotiable involvement with industry. This has led universities to
work increasingly closely with schools and school practitioners with the objective of
providing workplace knowledge that valorises classroom culture beyond the
academy and adds ‘practical’ value to pre-service teacher learning (Billett, 2001;
Billett & Henderson, 2011; Sweitzer & King, 2013).
In summary, this section introduced pre-service teacher education and
expectations for ITE with a focus on the Professional Experience. Global trends have
injected competitive and comparative measures, have shaped educational
expectations and practices and are now reflected in educational settings. The merits
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of theoretical or academy-based learning as compared to workplace learning were
questioned and an overview of Professional Experience was discussed. From these
certaint times where expectations, learning, assessment and direction for the preservice teacher are clear, there are unavoidable and ongoing shifts of theory, policy
and practice that impact educators, and changes of pedagogical practices. These
changes and ongoing developments are explored in the following section.

Paradigm shifts for institutional change
Initial teacher education, theoretical perspectives and workplace-learning
practices, have seen marked swings and adaptations over the last century from a
prescriptive skills-based approach to an inquiry-orientated approach (Burridge,
Carpenter, Cherednichenko & Kruger, 2010; Zeichner, 1983). The following section
provides an overview of theoretical and pedagogical shifts in ITE, organised under
the following themes: theoretical shifts, contemporary practices and, shaping
teaching professionals.
Throughout the latter half of the twentieth century, education favoured
behaviourist theories and was primarily didactic in practice (White et al., 2010).
Teaching was predominantly a process of knowledge transmission using
demonstration, reinforcement as well as controlled and sequenced practice (Otto,
1986; Smith, Lynch, & Knight, 2007) that amplified notions of power and allotted
minimal focus on pedagogy (Brennan & Noffke, 2000; Freebody, 2003; Hayes,
Mills, Christie and Lingard, 2006; Lingard, 2005). Teacher training in the United
States, dominated by behaviourist orientations and mastery of disciplines, signified
this mode of learning. This meant that new and practising teachers had little say in
what or how they were to teach. Zeichner indicates some of the implications:
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The prospective teacher is viewed primarily as a passive recipient of this
professional knowledge and plays little part in determining the substance and
direction of his or her program (Zeichner, 1983, p. 4).

This ‘transmission perspective’, argues Pratt and Collins (Courneya, Pratt, &
Collins; 2000), was analogous to ‘pouring knowledge into empty vessels’ (Hodges et
al., 2014), and focused primarily on content, with little attention to the nurturing
qualities of education for individual children.
An epistemological shift from this behaviourist stance gained traction in the
late twentieth century and redirected focus on constructivist learning theory where
learning could be conceptualised according to experiential and situated and
experiential learning of participants. Progression from behaviourist orientations in
education to constructivist and reflective approaches, was first advocated by John
Dewey who proposed that: ‘Reflective thinking is always more or less troublesome
because it involves overcoming the inertia that inclines one to accept suggestions at
face value; it involves willingness to endure a condition of mental unrest and
disturbance’ (Dewey, 1910, p. 13). Various theoretical perspectives have
underpinned situated learning (Hodges et al., 2014; Mattsson et al., 2012) and reflect
evolving sociocultural views of learning. While cognitive developmental theories
reflect scientific advances of the twentieth century, a fundamental influence in
education has been constructivism. Constructivist theorists argue that the
construction of meanings is central to human development and is premised on
individuals constructing new knowledge from individual and collective interactions
with the world around them. Importantly, contexts that co-produce knowledge rather
than decontextualising learning (Brown et al., 1989; Hodges et al., 2014), are seen as
facilitating rich and relevant learning experiences. These theories, whilst recently
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contested by political leaders in the UK and the USA (Gove, 2013; Richmond,
2014), have underpinned contemporary teaching practices and gradually elicited a
shift from an apprenticeship model of learning for pre-service teachers. From the
1970s and 1980s (Le Cornu & Peters, 2005), a constructivist reality was evident as
pre-service teachers interacted with students and teachers, and began to connect their
theoretical understandings to sound pedagogical practices.
Implications of this changed paradigm for educators called for extensive
professional development, with changes in pedagogy requiring corresponding
changes in practices (Darling-Hammond, 2006; White et al., 2010). Where teachers
were once expected to keep order and teach prescribed content, a changed paradigm
meant that they were now expected to provide constructivist and successful learning
opportunities for all learners, a privilege previously reserved for a few.
These shifts generated a renewed focus on the effectiveness of existing
teaching practices. Research by Pratt and Collins’ (2000) describes the limitations
and constraints of apprenticeship approaches, and claims that inherent power
processes cloud the intended processes of socialising students into professional ways
of working. Studies by Cherian (2007) published similar findings, identifying that
teachers who used their position and their power to create a culture of subservience
were ineffective in supporting the pre-service teachers’ development of agency.
Likewise a prevalence of ‘judgementoring’ (Hobson & Malderez, 2013) was
predicated by an overemphasis on assessment of teaching. Further studies that
examined the technical, output driven perspectives found that pre-service teacher and
mentor teacher dialogue was diminished, a by-product of which has challenged
equality and empowerment of learners (Duckworth & Maxwell, 2015).
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Of interest once more is Dewey’s earlier work (1910), in which he advised that
experience provides, not only an essential component of learning, but also that
reflective practice and ‘learning by doing’ can augment constructivist-teaching
frameworks. His work suggested that in-school practicum experiences for pre-service
teachers provide a constructivist and reflective way of learning in which newly
acquired theories of learning can be applied and tested, although as noted earlier this
has this been challenged by recent instrumental and regulatory policy and action.

Constructive and reflective learning practices
Outwardly, learning may be regarded as knowledge acquisition and ‘problemsolving’ yet deep learning requires inward focus, critical thinking around personal
actions and modifying behaviour to achieve better outcomes (Schön, 1983, 1987).
Central to Schön’s concept of reflective practice is the ‘enabling’ that results as
learners begin to theorise their own practice. Re-awakening of Deweys’ reflectivepractice concepts was encouraged by pioneering research by Schön (1983) and
Argyris (1976, 1991) who, in coining ‘single loop’ learning, elaborated on ways in
which reflective practices can better connect learners and community expectations
(Ash & Clayton, 2009). In their early work Argyris and Schon described single loop
learning as connecting a strategy for action with a result. The strategy, informed by
overt reflection, can direct the individual towards a desired change. In advocating
this Schön notes:
Perhaps we learn to reflect-in-action by learning first to recognise and apply
standard rules, facts, and operations (characteristic of the academic
curriculum); then to reason from general rules to problematic cases, in ways
characteristic of the profession (characteristic of academic curriculum and
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the practicum); and only then to develop and test new forms of
understanding and action where familiar categories and ways of thinking fail
(characteristic of extended practicum and ongoing Professional Experience)
(Schön, 1983, p. 40).

Further development of Schön’s theory of reflective practice is the central idea
of reflection-in-action (Smyth, 1986), which hinges on our recognition of tacit
knowledge, or knowledge that results from lived experiences. A consequence for preservice teachers is that their reflections can inform new perspectives and shape new
identities and transformations.
Inextricably Professional Experience connects the world of the pre-service
teacher with reflective practices, where meanings are constructed through personal
and social experiences as they begin to form a new identity. As they learn to change
or ‘transform’ their frames of reference and begin to answer the question, ‘Who am I
as a teacher?’, new outlooks can inspire and stimulate new action. Aligned with
these types of interrogation are intercultural educational perspectives for educators
that can stimulate personal change and transformative learning (Jones, 2009;
Mezirow, 1991). For example, publications by Zembylas and Chubbuck (2008) and
Matoti and Junqueira (2013) stress the importance of contextual constraints (e.g.,
length of a course; practical difficulties) that can constrain the potential success of
transformative learning. A typology of reflection developed by Luttenberg and
Bergen (2008), describes the pragmatic, ethical and moral dimensions that
foreground the development of teacher identity. Offering a means to expand upon
the open or closed nature of reflection, this typology helps to make sense of the type
of understanding that follows the application of new concepts (Matoti & Junqueira,
2013). A similar framework of reflective questioning published by Croker, Trede and
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Higgs (2012), makes clear connections between the readiness, reciprocity and
responsiveness of individuals as they form collaborative and productive networks
that jointly contribute to the development of teacher identity.
According to Lave and Wenger (1991) learning is situated in social contexts
and is achieved through an interaction and practice with others of similar
professional interests. Wenger’s (1998) concept of Communities of Practice expands
upon these notions and prescribes elements of ‘mutual engagement, joint enterprise
and shared repertoire’ whereby individuals learn by engaging with, and contributing
to, their communities. These authors argue that community members refine their
practices through reciprocity with newcomers to that community. Using
contemporary approaches, community consultation, mentoring and coaching, this
reciprocity can be evidenced in pre-service Professional Experience and contributes
to shared knowledge (Billett & Henderson, 2011). They emphasise that enculturation
into the community of practice i.e. schools and academy, must occur before
becoming a teacher. Furthering Lave and Wenger’s (1991) concept of Legitimate
Peripheral Participation (LPP) has resulted in a reformed apprenticeship approach in
which learners engage in situated, informal and emergent learning whilst establishing
relationships with others in and beyond the immediate community. Hodges et al.,
(2014), describe an ongoing tension between the cultural norms of formal and
informal learning that has highlighted a weakness in Lave and Wenger’s work. In
this approach, no role is identified for formal education institutions in the learning
process and, as Reid and O’Donoghue (2004) point out, holds a very real potential to
simply replicate established practices. This holds consequences for learners to
undertake successful ‘boundary crossing’ (Engeström, Engeström, & Kärkkäinen,
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1995; Giroux, 1992), between communities of practice and formal learning and calls
for reconceived approaches around traditional assessments for learners.
Revisiting Schön and Dewey’s notions on the value of reflective practice,
Donald Schön further argues that the potential for success, is dependent on teachers
taking a ‘reflective turn’ (Schön, 1991, p. 5), in which past learning is continually
reapplied and modified in light of new experience, and is indicative of receptiveness
to new skills or insights. Implications for pre-service teachers include a readiness to
construct learning (Schön, 1991) around both ‘situated practices’ (Wenger, 1998)
and well-intentioned egalitarianism (Connell & Payne, 1985), amongst teachers and
the attitudes of professional communities of teachers.

Collaborative Relationships
Presently in Australia, the academy remains central in preparing teachers for
the profession, although reforms and reviews continue to reshape ITE. The Top of the
Class (2007) review indicated a need to strengthen relationships via partnership
developments.

Collaborative

relationships

are

underpinned

by

a

shared

understanding of how theory and practice intersect, inform and prepare pre-service
teachers for a future of change, challenge and lifelong learning (Butcher et al., 2011;
Eckersley, B., Williams, J., Cacciattolo, M., Kruger, T., & Cherednichenko, B.,
2008; Ure, 2009). Of the numerous partnerships between universities and schools,
the pressures of increasingly regulated approaches add further burden to partnering
associates, as audits encroach upon the responsibilities of providers and educators.
Further to this the federal government’s 2015 TEMAG report has called for an
investigation into partnerships that incorporate Professional Experiences (Australian
Government, 2015; Rowan et al., 2014).
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The following section provides a background into current partnership practices.
These varied approaches demonstrate the interconnected needs of the education and
the learner community, and the partnership structures for Professional Experience.
Ventures into partnerships with schools, educational jurisdictions and the broader
community have sought to provide strengthened connections between education and
social expectations (Mattsson et al., 2012) although, as acknowledged by Ball and
Tyson (2011) good teaching seeks to do more. It embraces equitable practices and
‘connects the cultures of school with diverse communities’. In support, Orrell (2004)
adds that quality programs are contingent on quality management across a
partnership and require an embeddedness of, not only teaching and supervision, but
also legal and ethical matters.

Partnering Organisations
Various forms of education partnerships have evolved in Australia, shifting
from

transactional

to

transformational perspectives,

in

which

roles

and

responsibilities differ significantly. Transactional partnerships, while enabling
worthwhile changes for partners, can be constrained by a focus on financial
agreements or prioritisation of activities informed by the interests of a dominant
partner. The Australian Government, targeting improved teacher education programs,
have prompted a review of these transactional practices (Toomey et al., 2005) that
mirror the UK’s TTA and the US Education NCATE developments (White et al.,
2010). Today’s partnerships are framed using a wider lens. Overcoming a focus on
transactional, fiscally bound partnership agreements, refocussed and transformative
partnerships can produce ‘generative growth’ as engaged partners achieve mutual
goals and benefits (Butcher et al., 2011; Peters, 2001; Toomey et al., 2005; Ure,
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2009; White et al., 2010) and participants move seamlessly between the two sites of
learning (Reid & O’Donoghue, 2004). Beyond the social, fiscal, knowledge,
capabilities and regulatory elements of partnerships Sim (2011) advises that the
interpersonal and equal demands of supervision are integral if practicums are to
benefit all stakeholders.
Transformational partnerships that maximise the benefits of these ‘blended
knowledges’ (Peters, 2001, p. 5) can overcome the perceived ‘questionable
mentoring quality’ where ‘ambiguous and shifting successes’ for pre-service teachers
can result in ad hoc arrangements around mentoring training and expectations
(Hudson, 2005). A commissioned report, Practicum partnerships: Exploring models
of Practicum Organisation in Teacher Education for a Standards-Based Profession
(Ure, 2009) outlined transformational partnership approaches for Professional
Experience in Australian universities. This report illustrated that ongoing/enduring
partnerships support future work in the school–they enable other things to happen.
Echoing this notion, Mattsson at al., (2012) and Hastings (2010) claim that
negotiated experiences that result from trusting, learning communities have the
potential to, not only achieve mutually beneficial values and also can be
transformative and sustainable.
Transformational partnerships in teacher education are evident across states
and territories in Australia, samples of which are tabled on the following page::
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Table 2: University/Community partnerships

University

Partnership

Philosophy

Victoria
University

Praxis inquiry

Fundamental to the ethos of learners

University of
South
Australia

Learning
Circles

Learning communities

Sydney
University

Learning
Partners

Tertiary Mentor to facilitate both pre and inservice teacher professional learning.

(Eckersley et al, 2008)

(Peters, 2011)

(White et al., 2010)
Ballarat

Building
Partnerships

Community Coordinators, from various
backgrounds, considered vital to the program
(Zeegers, 2005)

Charles
Darwin
University /
Central
Queensland
University

Teaching
Schools

Teaching Schools Coordinator liaises between the
university and school based Professional Learning
Leaders. In-school tutorials and assessment tasks
are negotiated jointly, as a combined
responsibility.
(Allen, Butler-Mader and Smith, 2010;
Buckworth, 2012; Smith & Lynch, 2006)

The universities in the above table represent trends over the last decade where
academy-based learning is purposefully connected with practitioners across schools
and communities. Jointly negotiated roles for professional learning across Australian
states and territories make evident a range of formally established partnerships that
are designed to strengthen the links between each organisation. Approaches to
partnerships in Professional Experience, while consistently seeking robust and
objective practices, typically require students to complete extended periods of
school-based practicum. The two principle methods employed in Australia, described
here as distributed and clinical approaches, are discussed in detail in the sections that
follow.

70

Chapter 2: Literature Review

Distributed or clinical approach?
The leading approach for Professional Experience is a network centric, social
interaction and partnerships between communities, schools and universities and may
be perceived as a distributed approach. (Allen, Ambrosetti, & Turner, 2013;
Buckworth, 2012). Across Australia, regulatory authorities and teacher unions
outline requirements that are common across many jurisdictions and, in practice,
signify the distribution of responsibilities between universities and schools. In this
approach, schools provide authentic classroom experiences that include: supervised
observation and teaching periods that embed reflective practice; sequential,
scaffolded in-school blocks undertaken over the duration of the course; and,
increasing responsibility for planning and teaching requirements integrated into the
coursework design. Responsibility is distributed around assessment, whereby
academic staff and workplace professionals collaboratively provide joint evaluation
of pre-service teacher progress.
Various approaches exist around authentic assessment of teaching with
Australian expectations today largely modelled on the US designed Performance
Assessment for Californian Teachers (PACT), (2008) and Authentic Teacher
Assessment (ATA), (Allard, 2014). Using this approach, pre-service teachers submit
a structured portfolio including teaching plans, teaching artefacts, and student work
samples. Similar portfolio assessments are used across Australia, for example,
Project Evidence (Sim, Freiberg, White, Allard, Le Cornu and Carter, 2012), the
University of Melbourne’s clinical practice examination (McLean, Davies,
Anderson, Deans, Dinham, Griffin, Kameniar and Tayler, 2013) and Victoria
University’s praxis inquiry and applied curriculum projects (Burridge et al., 2010).
Educators however, remain uneasy around the use of capstone tasks like PACT and
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ATA, suggesting that they may not capture the diversity of teachers’ work (Biesta,
2015c; Reid & O’Donoghue, 2004). Variations exist around flexibility, diversity and
granularity of requirements and responsibilities, but principally this approach
embraces and embeds the principles of Schön’s reflective practice (1991) and
Wenger’s Communities of Learners (1998).
In contrast Cogan’s ‘clinical approach’ (Smyth, 1985), grounded in medical
and behaviourist foundations, represents planned collegial and collaborative
interactions (Goldhammer, Anderson, & Krajewski, 1969), to better prepare effective
teachers. Practiced across the United States, as ‘Teach for America’ (National
Council for Accreditation of Teacher Education, 2011) the UK as ‘Teach First’
program, and Australia as ‘Teach for Australia’ program, this approach has been
developed and endorsed as a ‘national solution’ with initiatives that bypass
traditional ITE practices (Aspland, 2006), and is dependent on continuing private and
public sector partnerships (Garman, 1990; Sergiovanni, 1982). The quasi-apprentice
approach has been embraced in the UK where schools are authorised to recruit elite,
high performing candidates and provide all aspects of initial teacher preparation with
no obligation to universities. This approach proposes to minimise various forms of
culture conflict between academy and school and suggests that this model provides a
singular, generic and universal ‘best way’ for teacher preparation.
In some programs across Australia, eligible high-performing graduates
undertake brief, intensive theoretical learning prior to immersion into active and paid
teaching. As in the USA’s ‘Teachers for a New Era’ and ‘Teach for America’
approach, selected schools are used as clinical sites that partner with universities.
Identified high quality teachers, capable of interventionist teaching and university
mentors support unsupervised ‘internship’ students and use authentic assessment
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approaches to inform student progress (McLean Davies et al., 2013; White et al.,
2010). This mode of teacher preparation further contrasts the aforesaid approach,
where supervisory teachers are paid under a national award, have decision-making
responsibilities and are supported in limited and often disjointed ways (Hudson,
2005).
Debate, however, remains as to whether this form of practice is
‘disenfranchising’ teaching or offers liberating and enabling processes for teachers
(Smyth, 1985). Anderson (2013) identifies some of the contradictions of what she
terms a ‘quick-fix’ initiative. The approach that purports to overcome the perceived
deficit models and structures for learning, has failed to consider the potential
consequences of the rapidly initiated ‘Teach for America’ program. Success of the
current TfA programs in Australia, and the production of quality graduates and
supportive industry partners had led to widespread discourse that supports this
approach. Expansion, along a similar trajectory taken by the UK, is precluded by a
host of deterrents that include: union agreements held in Australia; the cost of paying
pre-service

teachers;

the

associated

costs

for

each

teacher’s

additional

responsibilities; and, the reluctance of schools to further add to their overflowing
workplace repertoire of ‘devolved’ and accountable responsibilities (Bates, 2002).
Scholars remain uncertain around the suitability and retention of selected graduates;
their readiness and adaptability for varying contextual needs; and, the enormity of
costs in maintaining this approach (Ure, 2009). Additional concerns are expressed
around the partnership dependencies, and the potential to inject inequities and bias
around student and teacher selection (White et al., 2010).
In summary, this first section has identified the complex, dynamic global and
national developments that reflect educational activities within our communities. The
Chapter 2: Literature Review

73

outcome of reviews, reports and subsequent recommendations presumes that changes
can and will be made to effect improvements. Changes in theoretical perspectives,
academic processes for readying pre-service teachers, has shifted from a didactic,
apprenticeship style of teaching to embrace reflective learning practices, and which,
in today’s educational practices, extends to embrace a community of learners.
Rhetoric remains around best practice in Professional Experience. Learning
communities built on sound partnerships, can generate mutually desired outcomes
and can facilitate reciprocal benefits. Professional Experience today is premised on
the notions of learning communities (Allen et al. 2013; McLean Davies, L., et al.
(2013) Wenger. 1998) that offer support and guidance in distinct, yet often
contrasting, ways. This study directs attention to the pre-service teacher, and how
they are navigating personal and professional uncertainties, in response to these
changes. These aspects are explored in the second part of the literature review that
follows.
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Part B: Internalising tensions – ongoing uncertainties
This second section further explores the changes, political pressures and
regulatory demands that can disenfranchise those in this dynamic profession. In this
second part of the chapter, extant literature includes the work of influential theorists
and explores globalisation, reflexive modernisation and risk societies, with
significance for educators where increasing accountability, regimens of power,
competition, and employment uncertainties prevail. In these uncertain times Beck
and Beck Gernsheim (2002) suggest that collective action and agency can empower
individuals. Complementary theories focus on the challenges in the shaping of
teacher identity and incorporate the resilience, efficacy and emotional turmoil that
face many beginning teachers.
This section commences with expectations inherent in becoming a teacher and,
in particular, describes some of the associated uncertainties and risks of Professional
Experience. Of particular relevance, is a distinction between the nature of risk and
uncertainty. Typically, risk and uncertainly are discussed as one, although as Silver
(2012) points out, risk is calculated, predictable and often visible, whereas
uncertainty is hard to measure and usually accompanied by imprecise layers of
consciousness. On the one hand, the unpleasant and unwelcome outcomes of bad risk
can be estimated. On the other hand, the equally disagreeable outcomes of
uncertainty are more difficult to forecast. Uncertainties for ITE are further explored
using a framework to connect the contemporary demands in ITE to the emerging
teacher and the realities of the classroom. This framework is arranged under the
following headings: Modernisation and Emergent Risks; Building a Biography,
Managing Practice and Contradictory Realities.
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Modernisation and emergent risks
Located within a globalised, political and economic context, education remains
responsive to competing technical and socio-political challenges that call for
resilience, conformity and preparedness for change (Smit, Fritz, & Mabalane, 2010).
An underwritten, often unstated expectation, claims Bourdieu and Passeron (1977),
Biesta (2015c) and Tamatea, Hardy and Ninnes (2008, p. 160) is the ‘reproduction of
desired social, cultural and symbolic capital’, allegedly to equip students for
classrooms, but dictated by the dominant ideology. As an unbiased transmitter of
valued culture and knowledge, schools have become the conduit by which the values
of society infiltrate to its learners. The relative autonomy of the educational system
conceals the social functions it performs, and ultimately acts to enable a more
effective distribution of a sanctioned status quo (Aronowitz & Giroux, 1985;
Bourdieu, 1973).
Pierre Bourdieu’s work provides a theoretical model for understanding the
characteristics of schooling and its connection to social order and control (Bourdieu
& Passeron, 1977). As noted earlier, Bourdieu contends that a major function of the
education system is cultural reproduction. For those entering the teaching profession
this culture becomes evident when pre-service teachers are obliged to reproduce the
culture of the dominant (Habibis & Walter, 2009), the practicing teacher. The
politicisation of school knowledge, culture and practice embeds dominant ideologies
and discourses within school curricula, and across pedagogic practices. Bourdieu
further suggests that status and equity are defined by this ‘habitus’ that is shaped by
power relations and the preservation of social inequality in contemporary cultural
environments (Dimitriadis & Kamberelis, 2006). As Bourdieu and Passeron (1977)
professed, the habitus combines economic, social, cultural and symbolic capital and
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is responsive to differing forms of status. Bourdieu’s explanation of status connects
four types of relevant capital. The first three are tangible and described as: economic
(financial), social (socially related assets) and, cultural capital (cultural and
educational background) forms. The fourth form is symbolic capital, a combination
of the former three that embodies more than the physical attributes (Bourdieu, 1986).
Within and across the habitus is relational, hierarchical and influential symbolic
capital that determines the dominant and the dominated (Edwards, 2009). In ITE this
is represented by the economic, social, and cultural capital of the practicing teacher
that has the potential to significantly influence the corresponding cultural capital of
their learners, the pre-service teachers. In an increasingly regulated and competitive
ITE environment, the habitus signifies a struggle as pre-service teachers strive to
build credibility around the forms of capital (Bourdieu, 1973; Duckworth &
Maxwell, 2015) that they bring to the education setting.
Charles Taylor’s notion of a ‘social imaginary’ (2002) presents many parallels
to Bourdieu and Passerson’s (1977) concept of ‘habitus’. Both scholars describe a
tacit, unconscious, yet powerful social phenomenon that embeds normalised, nonreflective responses within and across societal groups, who are yet to hold a ‘fully
articulated understanding of our whole situation’ (Taylor, 2004, p. 21). Taylor’s
(2002) ‘social imaginary’, provides a descriptive and prescriptive framework of ways
of thinking about how things work, and how meaning is formed around norms and
behaviours. In discussing the social imaginary Taylor explains:
I am thinking rather of the ways in which they imagine their social existence
– how they fit together with others and how things go on between them and
their fellows, the expectations that are normally met and the deeper
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normative notions and images that underlie these expectations (Taylor, 2007,
p. 199).

Taylor’s social imaginary focuses on how ‘ordinary people imagine their
present social surroundings to inform a future imagined reality. He describes these
imaginaries as shared by large groups of people who respectively become the
dominant (Angus, 2015; Rizvi, 2011). The strengths of the dominant imaginary and
the implicit construction of reality legitimises and normalises ‘how [things] ought to
go’ (Taylor, 2007, p. 120). According to Rizvi and Lingard (2009) today’s global
discourses and practices form a ‘neo-liberal imaginary’ that has shaped the public’s
present and future social imaginary. Rizvi (2011) further explains that, by nature, the
social imaginary seeks a simplicity that tends to differentiate as a binary form, for
example, the dominant and the dominated. It is through this hegemonic, noncontested and power-infused lens that the dominant and the dominated imagine that
the realities of the present will inform future social existence (Angus, 2015).
Those who dominate have the power to present a normalised version of reality
that, circuitously, reinforces their own position, which Bourdieu called symbolic
power (Bourdieu, 1979; Dimitriadis & Kamberelis, 2006; Edwards, 2009; Habibis &
Walter, 2009). The subtleties of this, often covert and non-visible power, manifests
as self-perpetuating, self-validating control that legitimates the imposition of a
‘social world that is consistent with its interests’ (Aronowitz & Giroux, 1985, p. 30).
Habibis and Walter (2009), point out that today’s defining focus for contemporary
educators is established by the principles of a neoliberal competitive market
environment that perpetuates unequal social arrangements and normalises these
behaviours.
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Further extension of Bourdieu’s symbolic capital is symbolic power. This
notion is grounded in the symbolic capital of entitlement that stems from cultural
backgrounds and class relations. In education workplaces, learners are made
explicitly aware of hierarchies, social standing and the privileges of those in
positions of power (Habibis & Walter, 2009). On the one hand, the teacher is the
expert,

demonstrating

normative,

unchallenged

practices,

whilst

offering

opportunities for the pre-service teacher to contribute (Ambrosetti, 2014; Hastings,
2009; Rorrison, 2010). On the other hand, the pre-service teacher is in the midst of
constantly ‘becoming’ (Wallin, 2010; Wolfgang, 2013), and is not well positioned to
question the nature or direction of the relationship. Scholars note that the imbalances
of authority in current Western capitalist cultures (Reid & O’Donoghue, 2004;
Suddaby, 2010) can exacerbate what ought to be a minor issue. Sim’s (2011)
Australian study illustrated the power of supervisory roles that can manifest as
tensions between pre-service and established teachers’ identities. Instinctively
bringing their learning experiences to classroom practices teachers may
unconsciously replicate their own school and learning experiences and reproduce the
dominant cultures and practices (Reid & O’Donoghue, 2004) of the past.
Bourdieu’s notions of cultural capital and the creation of inequality are
expanded in his concept of ‘symbolic violence’ that assumes a class-divided society.
Symbolic violence further reproduces the power of the dominant and maintains the
incumbent status in the hierarchy (Aronowitz & Giroux, 1985; Bourdieu, 1979;
Duckworth, 2013; Habibis & Walter, 2009). Intimidating and coercive, the use of
symbolic violence makes the habitus appear natural and legitimates the casting of
judgement. As a consequence, the actions and abilities of those who are dominated
are deemed to be inferior.
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Symbolic violence is paradoxically strengthened by docility, or submission, of
the dominated (Giroux, 1988). As Bourdieu suggests, those who are dominated have
little recourse as legitimate instruments of knowledge such as, textbooks, cultural
norms and, gendered and expected behaviours define the situation. Bourdieu states
that a demarcation of status makes clear between those who belong in the dominant
group and those who do not. He refers to this as an intuitive culinary taste where,
‘taste is a natural gift of recognising and loving perfection . . . and persons of
refinement know this instinctively. For those who do not, rules are needed.’
(Bourdieu, 1984, p. 68). The analogy for education, when symbolic violence is
dispensed, is plain. Performative regimes in schools impose a form of symbolic
violence that innately supports economic and competitive perspectives (Angus,
2015), and in which educators derive the rules and pre-service teachers must learn
and demonstrate their understanding of the rules according to the edicts of the
dominant group.
The nature of teachers’ work and the unwritten endorsement of symbolic
violence proliferate throughout contemporary workplaces. As an example, Barbara
Ehrenreich’s (1999a, 2002) study provides some comparison to the subservient
positioning of pre-service teachers. A United States journalist working undercover,
Ehrenreich entered the world of the working poor in order to portray the realities of
their situations. She experienced first-hand the struggles of those who, whilst
working two to three jobs daily barely eked out a living, and whose destinies
remained bleak. Ehrenreich’s experience of life on the edge reinforced the realms of
power and symbolic violence to which the poor were subjected. They had few rights,
little freedom and their station in life was firmly cast. A parallel can be drawn to the
status of the pre-service teacher. Whilst they may not share poor levels of education
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or financial poverty, they are similarly living on the edge, with few rights, minimal
income, prescribed levels of freedom and, little representation by industrial sector or
trade unions. Symbolic violence in this form adds further weight to the ‘culture of
silence’ pedagogy posited by scholars over three decades ago, where classroom
knowledge represented little more than the imposition of learning styles and content
that reflected the values of the privileged classes (Aronowitz & Giroux, 1985;
Bourdieu, 1993; Freire, 1970). In this form the dominated, the low paid workers and
the pre-service teachers, can be viewed as victims of the unjust nature of capitalism.
They are viewed in deficit terms in policy and media and, until such time that
compliance and competence is demonstrated, acknowledged and accepted, continue
to be portrayed as culprits.
The theoretical standpoints outlined by Bourdieu and Taylor lead to key
questions around whether a meritocratic education system, grounded in performance
and measures of accountability, allows those with ability and determination to
succeed regardless of social background, or whether it operates to socially reproduce
inequality across generations. Scholars offer mixed responses to Bourdieu’s claims.
Bourdieu’s notions of social control and domination are central to his concept of
habitus, although Duckworth (2013) suggests greater fluidity and changeability, as
today’s interplay of socialised norms inform and guide behaviours.

Bourdieu’s

suggestion of a one-way process of domination by a homogenous dominant culture is
also contested. Academics point out that, in adapting to environmental, political and
technological change, cultures, such as education, undergo restructure and
transformation (Aronowitz & Giroux, 1985; Beck, 1992).
Contemporary education systems are compelled to adapt in response to the
perspectives and demands of the global marketplace (Biesta, 2015c; Marginson,
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2006; Mayer et al., 2008). Schools do not operate in a vacuum; they are not static,
and operate as dynamic learning environments. Swelling teacher enrolments, from
various vocations, backgrounds, cultures and contexts, are representative of modern
and mobilised communities that, shaped and defined by a globalised marketplace,
now demand intercultural and cross-curricular teaching practices (Kell & Vogl,
2012). Within this era of globalisation, education reform can be studied within the
theoretically grounded principles of reflexive modernisation. Scholars describe
reflexivity as a powerful and often-protracted process by which new thinking can
disrupt past actions and that can determine future alternatives (Alvesson &
Sköldberg, 2000; Davies et al., 2004; Finlay & Gough, 2008; Wacquant & Bourdieu,
1992) and start to change previously held thinking (Aiken, 2000; Davies et al., 2004).
Social theorists (Beck et al., 1994) connect these concepts into what they term
reflexive modernisation.

They outline that today’s complex society is the

consequence of industrial, technological and economic change, and that reflexive
action continues to drive further change (Aiken, 2000; Beck et al., 1994).

Societal and personal risk
The concept of reflexive modernisation (Beck et al., 1994) emerged as a theory
of Western modernity with its authors claiming that societies, Western and nonWestern, now face new demands and expectations that have been hitherto unknown.
The theory represents a theoretical attempt to make sense of the broad currents of
social change affecting Western societies, and describes the emergence of simple
modernity, when traditional society was displaced by the industrial society. Simple
modernity saw the emergence of class across Western society, wealth accumulation,
scientific advances and the advent of capitalism (Aiken, 2000; Beck et al., 1994;
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Budathoki, 2009; Pathak, 2006). Debating the completeness of simple modernity,
scholars such as Habermas (1990), suggest that differentiations across society are yet
to be resolved before progress to another phase can occur (Hudson & Hudson, 2004).
Processes of reflexive modernisation connect modern society to a
corresponding increase in the production of manufactured, incalculable risk and
uncertainties and, the multifaceted dimensions of globalisation (Beck & Grande,
2010). These authors outline the hierarchically cascading impacts of risk that
proceeds heedless to national boundaries. They describe a shift of responsibilities
from: statist, where the state provides protection; societal, where risks are covered at
a social level (families, companies, etc.); to the neoliberal, in which the individual
copes alone with risks (Beck & Grande, 2010). Beck summarises:
The term ‘reflexive modernization’, then, refers to the transition away from a
first modernity locked within the national state, and toward a second, open,
risk-filled modernity characterized by general insecurity (Beck, Camiller, &
Press, 2000, p. 19).

Reflexive modernisation outlines the way in which modernity and social
change, has generated its own risks, including advances in human technology and
climate change (Beck et al., 1994). It suggests notions of choice in shaping a future
modernity may differ from decisions of the past. This phase, suggests Beck, will see
‘the return of repressed agency after decades of domination by structural
determinism in both functionalist and Marxist forms’ (McMylor, 1996, p. 53).
Unexpected but characteristic to this period has been the continuity of the values,
structures and repression of the industrial society, although Beck predicts these will
be replaced by agentic action as declining traditions are replaced by sanctioned
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individualism for everyone (Beck & Beck-Gernsheim, 2002, p. 147; Hudson &
Hudson, 2004).
Beck and Beck-Gernsheim (2002) suggest that local and national governance
structures are changing as a result of these advances. They further point out how
dominant political agendas are influenced by sub-political groups, professional
groups, individuals and collectives, commenting that now ‘agents outside the
political or corporatist system are allowed to appear on the stage of social design’
(Beck, 2015, p. 20). As agentic groups formulate the future, sub-political change
challenges previously accepted norms of nationalism, racism and domination. Beck
and Beck-Gernsheim’s theory reinforces notions that, as the long-held bastions of
power gradually change, new approaches emerge that can confront the previously
repressive forces (Aiken, 2000).
Beck’s risk theory is germane to this research as it provides a mechanism to
focus on the present societal dynamics of change that includes education, and is
responsive to unforeseen consequences, ‘push factors’ and, processes of
modernisation. Post-modern theorists (Bauman, 2000; Beck, 1992; Giddens, 2002)
argue that the risk-filled global marketplace is inextricably linked to individuals and
community groups as traditional certainties are eroded and values gradually
disintegrate.
Where Beck contends that capitalism and societal change have generated
increasing societal risks, other theorists (Atkinson, 2007; Curran, 2013) argue that
power and class relations feature as prominently. Like Bourdieu, Curran (2013)
expressly suggests that class can conceal the production and distribution of power
differentials, and significantly affect issues of equality, while Atkinson (2007)
questions the fundamental historical credibility of Beck’s theory. An association with
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ITE becomes obvious here, as the class of the pre-service teacher is automatically
cast as secondary to authoritative figures. Unequal differentials are preserved and
uncontested as expectations for pre-service teachers clearly demarcate status,
expectations and, acceptable levels of engagement as subordinates learn the craft of
teaching.
Beck’s theoretical position aligns to and complements the work of his
contemporaries. For example, Giddens’ works largely reflect the language of class;
Goffman’s (1956) focus is concerned with the minutiae of the self and presence;
while, Bauman’s (2000) ‘liquid modernity’ has prioritised the impact of economic
resources over class theory. Beck’s expanded hypothesis suggests that, together with
improved welfare and increased access to education, a new consciousness and
freedom has emerged. As Beck suggested, individual rights to education today can
be ‘moderated’, ‘subverted’, and ‘suited’ to one’s sphere of action’ (Beck, 1992, p.
49).
Supplementary to the theory of Reflexive Modernisation are new ideas of
cosmopolitan modernities. This concept of diversity and belonging (Yuval-Davis,
2005) presents a way of interpreting and coping with widespread diversity (Beck and
Grande, 2010; Marginson & Sawir, 2011) across Western and non-Western
modernities. Today, cosmopolitan lives result from transnational, classless
individuals who, free of socio-economic and political constraints, bring contrasting
perspectives and legitimised values. Paradoxically, the lives of these individuals is
not matched by unfettered political freedom, as the interconnected globalised world
is not yet a world without borders, but is in the midst of continual change processes.
These developments call loudly for enriched interactions and harmonious existence.
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As Beck describes:
This caterpillar of mankind is in the process of emerging from its cocoon,
but lamenting the latter’s disappearance because it does not yet suspect the
existence of the butterfly it will yet become. On the other hand, it could also
happen that we trust too much in the often-quoted hope, expressed by the
poet Hölderlin that what saves us grows with the dangers we face. Then, the
impetus to make the effort necessary to become a butterfly would be lost
(Beck & Grande, 2010, p. 179).

The advances of global change and localised societal development find
numerous parallels to ITE. For over three decades educators have been expected to
be responsive to the competitive market forces that reflect the current neoliberal
perspective of economic efficiency (Smyth, 2008). They now must also face the
challenges of pursuing excellence and equity in a climate of narrow forms of highstakes accountability and competition (Angus, 2015; Apple, 2009). They have, as
Saltmarsh and Randell-Moon (2015) suggest, been enlisted into new domains of
teaching where maximising institutional efficiency and productivity surpasses
personal and humanistic risks. As a corollary of this, universities focus on increasing
enrolments and heed government emphasis on deregulation and free markets
(Bradley et al., 2008), while schools must demonstrate enterprise; public
accountability for student learning outcomes; and, improved school performance
reflected through national assessment examinations.
As Beck has suggested, tapping into the ‘inner wealth’ and multiplicity of its
constituents is no longer socially, spatially or temporarily bound and is nonnegotiable. In support, educators (Britzman, 2003; Phelan et al. 2006; Santoro et al.,
2012; Sudzina, Giebelhaus, & Coolican, 1997) suggest that, for teachers, a raised
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consciousness of own culture and identity can enable control of the social
mechanisms that would otherwise control them. Today’s teachers represent a
diversity of ages, backgrounds, cultures and life experiences, and potentially offer a
wealth of learning opportunities to Australian classrooms because of their diversity.
Valuing and integrating these accumulated histories and biographies (Beck, 1992;
Kell & Vogl, 2012) with educational practices are a part of the overall challenge in
readying the next generation of teachers.

Building a Biography and forging Professional Teacher Identity
Becoming a teacher integrates the biography of the learner, as they mesh, not
merely theories and practices, but also their values and beliefs that are played out as
practices and framed within the context of their classrooms (Otto, 1986; Rorrison,
2010; Smith et al., 2007). Beauchamp and Thomas (2009) and Wilson and Deaney
(2010) confirm the importance of instilling an active awareness of teacher identity
that shapes outlooks and obligations (Britzman, 2003; Darling-Hammond, 2006;
Korthagen, Loughran and Russell, 2006), yet transitioning to this new outlook is far
from automatic (Beauchamp & Thomas, 2009). Marginson and Sawir (2011) suggest
that people draw on more than one identity, as they understand themselves in relation
to what they do. Recommendations throughout literature on teacher identity suggest
that embedding explicit and scaffolded identity development in ITE programs
generates more than mere reflection. It can provoke tensions, facilitate discourse and
circulate beliefs about self and ways of engagement (Papatraianou, 2012;
Smagorinsky, Cook, Moore, Jackson, & Fry, 2004). Alsup (2006) describes this
learning during ITE as ‘situated identities’ in which ‘borderland discourses’ begin to
emerge and the research of Pearce & Morrsion (2011) identifies that dynamic,
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interactive and reflective professional identities can bridge personal, theoretical and
practical discourses.

Theorising agency
A need to establish professional identities in today’s risk society has been an
area of focus of a number of social theorists. Zygmunt Bauman (2001) proposes a
theory of individualism that seeks to explain individuals’ globalised positions, and
ownership of freedom, choice and movement (p. 2).

Pierre Tap’s 1979 study

describes the sense of belonging or ‘identization’, (p. 7) to which individuals strive;
Bandura (2001) expands on an empowering and agentic response using Social
Cognitive Theory; and, Beck and Beck Gernsheim (2002), introduce a concept of
individualization. These theories closely align with the concept of agency (Biesta,
2015b) in which individuals reflexively appraise their actions and determine
appropriate future actions towards a more desirable outcome. The notion of agency,
critical to developing a full picture of one’s identity (Beauchamp & Thomas, 2009;
Biesta, 2015b; Day, Kington, Stobart, & Sammons, 2006; Priestley, 2011) can
overcome tensions, facilitate progress, or transform oneself or one’s contexts as new
norms signify new ways of living and stress the rights, moral order and obligations
between individuals. They replace the working class cultures’ principles of solidarity
and sharing and legitimate the rights of individuals (Aronowitz & Giroux, 1985).
This study builds on and further explores the work of Beck and BeckGernsheim (2002), who encourage forging identities and biographies to counter the
tensions created by risk societies. Elaborating on the nature of risk societies, the
authors describe a twofold outcome: first, the disintegration of previously valued
social norms, including social status, gender, and family and; second, the assembly
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of new expectations of individuals in emerging societies (Beck & Beck-Gernsheim,
2002). They assert that previous assurances, constraints and determinations have
dissipated, opening new opportunities for individual agency and choice. The authors
argue that an identified decline in social order, class, ethnicity and the traditional
family highlights a need to recognise and strengthen one’s identity to realise future
certainties. As free agents, individuals can construct their own biographic identities,
make behavioural choices and decisions in order to navigate through changing social
systems.
Notions of agency further contest Bourdieu’s Education as Reproduction
theory as his notions of domination fail to account for the agency, ability and
willingness to reconstruct one’s future. Bourdieu’s theory discounts the creativity of
individuals as active agents in the construction of change. This is where the work of
Beck finds firmer ground.
Building on Beck’s earlier work on risk societies and reflexive modernisation,
Beck and Beck-Gernsheim (2002) suggest that modernity has unintentionally
provided a wider range of life choices for individuals. Important to their argument is
the offer of liberating opportunities for individuals, who can now dictate their own
biographies, in contrast to traditional societal patterns that have narrowed the range
of freedom and options.
Beck and Beck-Gernsheim’s (2002) thesis on individualisation is a collection
of papers covering diverse issues around the progression of norms beyond the
traditional. To illustrate their concepts, they use examples such as ‘outmoded
zombie’ categories (which they refer to as out-dated ideas which people hold on to,
as habit; long-held ideologies or sentiment); the ever changing political contexts of
globalisation; change and conflicts in family structures; the changing demographics
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of working populations; and, possibilities for life lived for oneself rather than for
others. Beck and Beck-Gernsheim (2002) suggest that ‘individualization’ refers to ‘a
life of one’s own in a runaway world’ and outline 15 points for consideration as a
typology to reference the challenges that individuals face. Primarily Beck and BeckGernsheim provide this typology to understand social structures, and reinforce that
individualism, diversity and scepticism are implicit in today’s Western culture. It is
not the purpose of this research to examine each of these points, each idea
contributing to the gestalt of the concept of individualisation, although their points
can be categorised within the following four sections. Labels that capture the
predictions outlined by these authors are: Changed Ownership; New Traditions;
Individuals as Change Makers; and, Attribution and Acknowledgment.
1. Changed Ownership highlights that, for today’s individuals there is
increased independence and choice. As individuals begin to experiment with hitherto
unattainable freedom and ownership they are correspondingly expected to with new
forms of responsibility. Often viewed as autonomy, these responsibilities may
additionally become a burden and, in some instances, are perceived as an abrogation
of obligation on behalf of the state, its organisations and traditional society.
2. New Traditions reference the de-traditionalisation of behaviours that is
coupled with diversity, mobilised lifestyles and the dis-embedding of past behaviours
and re-embedding with new practices. New freedom brings a need for individuals to
build, shape and reinforce fresh, bespoke identities that meet the ideological demands
of neoliberalism, yet embed attributes of agency, independence and choice.
3. Individuals as Change Makers refer to those who are active, inventive and
resourceful. Replacing passive response with reflexive, informed decision-making,
individuals can take increasing charge of their destiny, employing dialogue,
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negotiation and compromise in times of increasing global uncertainty. Further,
individuals are more responsive to change than the less adaptable machinations of
the state.
4. Attribution and Acknowledgment make reference to changed practices
towards accepting the differentiated merits of all individuals. Core to the notion of
individualisation theory is an understanding that Western societies are no longer
made up of traditional normal persons. Rather, each individual references his or
herself to their own context, their own idiosyncrasies and their own biography.
Replacing the judgmental observations around difference, individuals celebrate their
difference and forge an identity and embrace opportunities for informed and
unfettered choice. Individuals actively supplant preserved traditions and structures of
post-industrial democracies with equality of voice. In essence, individualisation
theory displaces traditionally imposed lifestyles with individuals who celebrate their
own ‘legitimate strangeness’ as a new form of ‘standard deviationism’ (Beck &
Beck-Gernsheim, 2002).
Individualisation offers an optimistic message that celebrates individualism.
Agency that reinvigorates engagement with political, societal and ontological
outlooks (Hudson & Hudson, 2004) underpins the idea of a ‘life of one’s own in a
runaway world’ (Beck & Beck-Gernsheim, 2002, p. 23) in an increasingly
differentiated society. The authors suggest that accountable-actions and devolving of
responsibilities to its individuals requires people to be responsible for more of their
own lives (Beck & Beck-Gernsheim, 2002, p. 24). The result is newfound choice or
‘elective biographies’ where individuals are left ‘to wander between functional
worlds’ (Beck & Beck-Gernsheim, 2002, p. 23) that leads to an atomisation of
individual lives across societal structures. The authors suggest that these changes are
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most evident for women (Beck & Beck-Gernsheim, 2002, p. 54) and the nuclear
model of families (Beck & Beck-Gernsheim, 2002, p. 85) that finds close alignment
with many individuals in schools and educational workplaces.
Today, people and students in ITE demonstrate characteristics of what Beck
and Beck-Gernsheim (2002) have forecast as individualisation. The authors’
proposal for ‘individualization’ stems from a recognition of diversity that is inherent
in today’s Western capitalist cultures. They suggest that decline in social order,
families, religion, class and nationalism, will propel the increase of agency, and
compel individuals to become masters of their own destinies (Atkinson, 2007).
Individualisation suggests that there is a dis-embedding and then a re-embedding of
previously assured societal ways (Beck et al., 1994) and that to secure a semblance
of certainty, individuals must assemble their biographies to the overall conditions
shaped by emerging societies.

This theory suggests that, like agency building,

individualisation is not something that people have, as in assets or competency, but is
something that people must actively do. Contrasting thoughts are raised by Atkinson
(2007), who questions the notion of ‘re-embedding’, suggesting that this is merely
re-setting previous forms of ‘institutionalized individualism’ and that permanent ‘disembedding’ may offer a more accurate perspective. Atkinson agrees that
individualisation can be used to shape biographies and ‘structure the transfiguring of
life situations’ (2007, p. 352) and disrupt existing forms of status and exclusionary
practice.
Individualisation can be linked to the educational space, in particular in
countries with espoused values of neoliberal framing, for example, United Kingdom,
the USA, and Australia. New forms of agency that displace the politics of privilege
and exclusion correlate closely to Bourdieu’s notions of status. Gradually replacing
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the insular, unquestioned values and status of the middle-class (Angus, 2012) are the
agentic, endorsed actions of individuals who are valorised in a neoliberal ideology.
Newly legitimised and productive action become maintained as new practices that
Suddaby explained in his research on institutional work (Gill, 2014). Suddaby’s
findings (2010) call for deeper examinations of individuals and their institutional
experiences. His suggestion that we ‘incorporate interpretivist methods that pay
serious attention to the subjective ways in which actors experience institutions’ (p.
16) mirrors Beck and Beck-Gernsheim’s sentiments on individualisation, whereby
emancipated individuals retain a tendency towards ‘institutionalization and
standardization (of) ways of life’ (Beck, 1992, p. 90).
A number of Beck and Beck-Gernsheim’s typological points find close
alignment to issues encountered by pre-service teachers. These individuals are
entering a reformed and reviewed profession that reflects increasing high risk. The
implications of Becks and Beck-Gernsheim’s ‘life of one’s own’ can be evidenced
variously during Professional Experience, with beneficial and challenging
consequences. In particular, as pre-service teachers embark on newly sanctioned
individualism, they must embrace issues of diversity and equity. A challenge for preservice teachers is to determine the degree to which education accounts for
individualism and difference or whether education treats all of its learners as
identical.
The proliferation of human agency, prominent throughout Beck and BeckGernsheim’s thesis, suggests freedom from the previously dictated structures for
living, and offers hope for a changed future (Aiken, 2000). Options to take charge of
one’s own future can be a positive, liberating and empowering outcome whereby one
establishes one’s own objectives, rather than responding to the goals of another
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(Lather, 1991). Beck and Beck-Gernsheim’s terminology around ‘outmoded
zombies’ signify ‘clinging and the fear’ for past certainties and a reluctance to
embrace new ways. In contrast to this traditional position ITE students today
represent individualised approaches. Typically, they may complete their studies in
unfamiliar locations and settings and begin to formulate new ways of learning and
working. For example, external and online ITE enrolment in Australia is increasing.
In 2012 these enrolments made up 22% (6698) of all ITE enrolments, and reflected a
4% increase from the previous year (AITSL, 2014). Further, as Wilson and Deaney
(2010) describe, there are increasing numbers of ITE students who are entering the
teaching profession as career-changers. The 2015 Weldon report offers insight into
the changing nature of teaching, with part-time teaching loads becoming more
frequent, for example, 27% of primary teachers and 20% of secondary teachers work
part-time. As pre-service teachers discard traditional, cultural or familial borders,
they embrace changing educational spaces where they can begin to reflect on their
own actions, take ownership of their learning and further develop their own identities
(Beck & Beck-Gernsheim, 2002). Changing social aspirations towards lifestyle
choice, not necessarily associated with higher wages, may resonate with those
choosing teaching as a profession. In this profession a joint sense of professional
autonomy and ‘altruistic individualism’ (Beck & Beck-Gernsheim, 2002, p. 28)
drives a desire to control one’s future. The authors make clear that new-found
autonomy heightens the recognition of one’s own rights and the rights of others
(Hudson & Hudson, 2004).
Individualisation also presents challenges for those working in unfamiliar
settings with unfamiliar social norms. For pre-service teachers this may be
accompanied by a feeling of a loss of belonging and increasing uncertainties that can
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unfold as disempowerment and discomfort. Unfamiliar and multiple demands can
generate conditions where the individual can become a victim and be blamed as a
culprit. Of note are international students who increasingly experience risk and
uncertainty as they actively embrace the wider aspects of a global and mobile society
(Buckworth et al., 2013; Faez, 2012). These students are entering a profession that
purports to open doors to professional migration, yet they are often required to
comply with the practices of culturally dominant and relatively homogenous
mainstream teachers (Reid & Collins, 2013). This has seen an increase amongst
groups, who, shaped by their cultural backgrounds, are perceived as constituting risk
in some professions (Denney, 2005; Reid & Collins, 2013), as their qualifications,
classroom experiences and overarching intentions are questioned, cursorily ignored
or viewed pejoratively. Consequences that extend beyond a poor welcome for those
of culturally different backgrounds may include other staff members across the
school (Malins, 2011) and create division, cliques and fissures in educative
processes.
Teo (2000) posits hypocrisy around racism and ethnic domination. Whilst
outwardly promoting inclusionary practices, ambivalence exists around the degree to
which this extends and reflects an undercurrent of inequity that is deeply embedded
into Western practice. In essence, people purport to uphold the values of a
democratic society, yet act in ways that distance and privilege themselves from
minority groups. Racist discourses and behaviours embedded in, and sanctioned by,
the less transparent structures of power normalise the practices of the dominant. Hirst
and Vadebonceour (2006) describe the deceptive practices of neoliberal
managerialism that cloaks the inherent power of the dominant as practices
increasingly become necessary, measurable and accountable. The worlds of the pre-
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service and the practicing teacher are testament to these practices and a time in which
identity and relationship development is crucial.
During Professional Experience the pre-service teacher meets a triad of
requirements: the immediacy of classroom practice; the needs of educational
organisations; and, the expectations of the classroom teacher (Britzman, 1986;
Darling-Hammond, 2006; Knowles & Sudzina, 1992; Rorrison, 2010).

An

underwritten requirement for successful transformation to teacher is the development
of a ‘teacher lens’ attainable through observations, and an interactive, close working
relationship with mentor teachers (Courneya et al., 2008). Yet this lens can be
unsettled and disoriented by challenges that emanate from the pre-service teachers
themselves. One challenge for pre-service teachers, according to Britzman (2003), is
the negotiating, constructing, and ‘consenting to their identity’ as they become a
teacher (p. 221). Beauchamp and Thomas (2009) however, question the notion of a
requisite ‘acquiescence to an identity’, suggesting that this represents acceptance of
non-negotiable institutional values, with little room for negotiation or mutuality.
They maintain that identity development builds on this fundamental requirement
with a corresponding internalised awareness of the ongoing shifts taking place in
their experiential learning. For most teachers, prior experiences as school-based
learners have already shaped their beliefs about teaching and learning, with
experiences illuminating and ‘reinforcing innermost individualities’ (Courneya et al.,
2008). Alongside these perceptions, new constructions of knowledge, often moulded
by managerial discourses in school and universities (Smit et al., 2010; Stets & Burke,
2000) may generate conscious and unconscious challenges for students (Hastings,
2010) with factors that influence identity development including emotions (Lazarus,
2006; Zembylas and Chubbuck, 2003), emotional geographies (Hargreaves, 2001),
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resilience (Le Cornu, 2009; Tait, 2008), efficacy (Klassen et al., 2013; Klassen and
Chiu, 2011; Leithwood & Beatty, 2008; Tschannen-Moran & Hoy, 2001) and trust
(Boon, 2011; Codd, 2005; Ingvarson, 2011; Rönnström, 2013; Troman, 2008).
In forming or re-forming a teacher identity, teachers become aware of
interactions across society, that means that their sense of identity and agency can be a
powerful and productive force (Parkison, 2008). Forming a teacher identity,
premised on relationships with a dominant culture, relies too, on outlooks of
competency, self-esteem, and self-direction (Boon, 2011; Gohier, Chevrier and
Anadon, 2007; Pearce & Morrison, 2011; Tschannen-Moran & Hoy, 2001).
Literature suggests that practicum can enhance self-efficacy and confidence and lead
to ‘higher motivation, satisfaction and commitment’ (Gustems-Carnicer & Calderón,
2013, p. 1136). Matoti and Junqueira (2013) contest this notion. They suggest that
contributing factors, such as practicum length and poorly selected placements, can
affect the efficacy of pre-service teachers in current and future practicum.
Related research offers insights into the developmental learning of pre-service
teachers, with suggestions that pro-active problem solving, humour and time
management can provide effective coping strategies (Griffiths, 2013; GustemCarnicer & Calderón, 2013; Murray-Harvey, Slee, Lawson, Silins, Banfield &
Russell, 2000). Contrasting thoughts are offered by Moring, Fuhrman and
Zauszniewski (2011) and McWhirter, Burrow-Sanchez and Townsend (2008), who
highlight that other factors, such as memory or currency of stressful events, can have
a detrimental effect on one’s ability to cope. Parallel studies of coping and positive
emotions (Tugade & Fredrickson, 2004; Vulpe & Dafinoiu, 2012) use the concept of
‘ego resilience’ that describes an ability to reinterpret and rebound from negative
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emotional experiences. The use of ego-resiliency that regulates negative conditions
can adjust stress and maintain well-being.
In sum, for those entering the teaching profession, there is an explicit
requirement to develop a teacher identity. The shaping of this identity can be
impacted by overt and covert factors, and necessitates a need for individuals to
reflect upon and assess aspects of their character. These aspects can include,
emotions, self-direction and efficacy and, importantly the, individualisation (Beck
and Beck-Gernsheim, 2002), agency and resolve to draw upon as needed.

Relationships - conflicting discourses
Over three decades ago Otto (1986) explained that trust, respect and mutual
acknowledgment helped to foster communication and the development of personal
skills and abilities. Yet traversing new territories and relationships during
Professional Experience can result in ‘dis-ease’ (Giles, 2008, p. 117) caused by
indifference or where practices hold different values for each party. Buber (1996)
describes the occurrence of ‘I-it’ relationships as when one person in the relationship
is considered by the other as an object or a production unit. Where personal
philosophies contradict, the qualities of cooperation and equality can be overridden
by competition and individual success (Otto, 1986). Finding socio-political linkages
to Buber’s concept is the exclusion of others, or those individuals perceived to be
non-aligned to the norm. Biesta (2015c) refers to this as ‘subjectification’ and
suggests that learners who exist as objects of the actions of others’ have a reduced
opportunity to master particular knowledge or skills and aspects of socialization.
When one relates to another indirectly or for their own use, the outcomes or ‘what
happens between them’ is affected (Friedman, 2002). Knowles and Sudzina (1992)
98

Chapter 2: Literature Review

and others (Hastings, 2010; Papatraianou, 2012; Smagorinsky et al., 2004)
recommend various approaches to overcome these inconsistencies that include:
building transparent and heightened awareness of identity and responsibility as part
of academic learning; and supporting emerging teacher development through
mutually agreed goals within communities of practice and education partnerships.
Working towards these goals is in the interests of emerging and practising teachers as
they begin to collaborate and demonstrate sound pedagogy for classroom learners.

Managing practice: mentor teachers as assessors?
The distributed and clinical practices that frame today’s Professional
Experience casts practising teachers into the role of, not only modelling sound
pedagogy and scaffolding pre-service teacher learning, but also that of an assessor of
practice. The assessment of practice is complex, yet pivotal in shaping pre-service
teacher professional identity (Cattley, 2007; Hooley, 2007; Smit et al., 2010). It
occurs in diverse, temporary and variable contexts with implicit and unpredictable
assessment challenges that span mentor subjectivity and assumptions about required
learning. Importantly these assumptions may also reflect deeply held values and be
grounded in imbalances of power.
Situated learning experiences are enacted within a ‘complex discursive and
interactive space’ (Guojonsdottir, Cacciatollo, Dakich, Davies, Kelly and Dalmau,
2008) where the making of a ‘good teacher’ (Connell, 2009; Raffo & Hall, 2006) is
formally assessed by the practising teacher, who typically, and often unconsciously,
evaluates through the lens of their own practices and experiences (Biesta, 2007;
Courneya et al., 2008; Hastings, 2010; Rorrison, 2010). Constantly juggling the
guidance and evaluation ideally calls for unbiased attention to summative and
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formative assessment (Boud & Falchikov, 2006; Hodges et al., 2014). Primarily,
teachers must make responsible, sound and objective judgement about pre-service
teacher performance, simultaneously offering time for students to internalise and
reflect upon their learning. A crowded and changing curriculum, increasing
responsibility (Hudson, 2007) and corresponding needs for professional development
around mentoring means that the role for mentor teachers is increasingly complex.
Should teachers be not open to work with their pre-service teachers, and not begin to
value reciprocated learning opportunities, misjudgements in this inexact field can
prove to be inaccurate in evaluating pre-service teacher development (Britzman,
1986; Martinez, 1998). The emergence of judgmental rather than developmental
approaches to mentoring adds an additional layer of complexity in the preparation of
teachers in ITE (Ingleby & Tummons, 2012; Lucas, 2007; Tedder & Lawy, 2009)
that supports Hobson and Malderez’s (2013) claims around an increased tendency
towards ‘judgementoring’ in schools (Duckworth & Maxwell, 2015).
Mentoring, left largely to chance in past years, is increasingly embedded into a
purposeful

effective

practices

and

justification

for

ongoing

registration.

Developmental guidelines, such as Hudson’s ‘Five-Factor Model’ (2005), Hawkins
and Shobet’s ‘Seven-Eyed’ Supervision Model (Malins, 2011), Project Evidence
(Sim et al., 2012) and AITSL’s Supervising Pre-service teachers (AITSL, 2014) are
now promoted across Australian jurisdictions. At the time of writing there is, no
mandate, as yet, for teacher mentors to undertake training and the supervision of preservice teachers remains additional to the teachers’ workload.
Assessment of pre-service teacher progress rests as an unquestionably messy,
often ambiguous necessity. Academics note that transitioning from the formality of
university assessments to the less predictable and hybridised ‘immeasurables of
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practice’ (Higgs, 2014) in school settings, can heighten stress when the unexpected
happens (Martinez, 1998; Rieg, Paquette, & Chen, 2007). Significant evidence exists
around mentor reluctance, ambivalence towards pre-service teachers and, accounts of
unprofessional behaviour (Davis & Higdon, 2008; Grossman, Hammerness, &
McDonald, 2009; Zeegers, 2005). The variability of mentor teacher practice
reinforces the call for better-articulated and informed understanding of the practicum
learning experience and associated assessments of practice (Rorrison, 2006).

Emulation
An expectation held by many teachers is that pre-service teachers will
demonstrate teaching as an emulation of their own normative and uncontested
practices values and beliefs (Britzman, 1986). These transference processes involve
an often-unconscious transferal of attitudes and feelings from one relationship into
another (Britzman & Pitt, 1996; Malins, 2011) that can cause supervision difficulties
where different theoretical and value-laden standpoints prevail. Successful teachers
may assume that their practices will be followed without question. Evaluation of preservice teacher performance may also unconsciously reflect a replay of their own
teacher training requirements (Courneya et al., 2008; Groundwater-Smith et al.,
2011; Hastings, 2010; Simpson, Hastings and Hill, 2007) echoing a ‘culture of
sameness’ (Phelan et al., 2006, p. 174), where emerging teachers are legitimately
instilled into a uniformity of the dominant practice (Aspland, 2006; Connell, 2009;
Rorrison, 2010, Toshalis, 2010). As a consequence, Toshalis suggests that preservice teachers unconsciously adopt the ‘sorting and ranking mechanisms of their
superiors’ to make distinctions between students’ learning needs. In order to
overcome the preservation of past norms and inconsistent practices, Higgs (2014)
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stresses a need to devise assessment strategies that are an amalgam of ‘practice
wisdom’ (p. 261), laced together from professional and educational practice that can
foster interrelated and mutual developments for learners and supervisors.
Of concern are placement evaluations entrusted to teachers, whose own
teaching experience, and training in mentoring remains ad hoc and haphazard
(Ambrosetti, Knight and Dekkers, 2014; Hudson, 2005), or whose expectations and
perspectives are incongruent with their learners (Knowles & Sudzina, 1992;
Standifer, Lester, Schultz, & Windsor, 2013). For example, viewing classrooms
through a behavioural lens offers different perspectives to constructivist values with
resultant divergent principles leading to potentially anomalous relationships.
As Rorrison (2010) details, the power to fail pre-service teachers is entrusted to
impassioned, yet often inexperienced, teachers who act as ‘gatekeepers for the
profession’ (p.3). In maintaining what they believe is appropriate pedagogy, teacher
gatekeepers can perpetuate outmoded and inappropriate practices and consciously or
unconsciously specify the means by which competency is assessed that, in turn
reinforces their symbolic power (Edwards, 2009). Further strengthening the
normalised environment is the transferal of perceived institutional risk to the
individual. Returning to Becks’ notions of risk, the dominant action of teachers,
through management and assessment, displaces institutional risk onto individuals, in
these instances, the pre-service teachers. As Beck and Beck-Gernsheim (2002)
highlight, the individual is no longer written into the global policies that anticipate
and manage perceived risks to the institution. Real or imagined underperformance,
equitable actions and security for the individual become a personal responsibility
(Hudson & Hudson, 2004; Saltmarsh & Randell-Moon, 2015). In the interests of
neoliberal audit cultures, education reforms place a focus on interventions that
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remediate the perceived ‘deficits’ at an institutional level yet disregard the security
and equity of its individuals (Angus, 2012).
Here, an irony is presented. Performative and managerial practices grounded in
neoliberal policy encourage the privatising of services and the devolution of
responsibilities from the state to the individuals (Hirst & Vadebonceour, 2006;
Smyth et al., 2014). These policies have inherent performative audit measures that
seek to measure outputs and identify performance deficits. In doing so, a production
of manufactured crises has become an output that, for education, has now generated
the perceived crisis in pupil performance and teacher education (Slater, 2015). Rather
than despairing about the imposition and consequences of these neoliberal measures,
Žižek (2009) suggests that we should embrace such crises that represent a structural
element of capitalism.

Cazdyn and Szeman (2011) add that, ‘crisis occurs in

capitalism not because capitalism has gone wrong but because it has gone right – it
has worked as it is designed to work’ (Cazdyn, 2011, p. 141). They suggest that
rather than viewing capitalism as something to be managed or repressed, openness to
the inherent contradictions can present possibilities and new alternatives to what was
once prescribed. This thinking further reinforces the notions of Beck and BeckGernsheim 2002, who argue that life is increasingly self-steered and now must be
accomplished by oneself. Beck and Beck-Gernsheim view the flexibility of
individualisation as a positive outcome of risk society.

They suggest that the

responsible behaviour of individuals, less bound by the norms and values of
collective identity, is more likely to ameliorate risks and achieve and maintain
productivity than a volatile capitalist environment (Beck & Beck-Gernsheim, 2002;
Saltmarsh & Randell-Moon, 2015). Again a neoliberal ideology presents conflicting
paradigms. On the one hand, managerial practices jointly safeguard conservatism and
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promote individualism. On the other hand managerial practices escalate the potential
of uncertainty and generate administrative blame trails for those who are held to
account.

Unsatisfactory performance
Entering a new and uncertain world of teaching poses academic, performance
and relational challenges, that may identify some pre-service teachers as being ‘of
concern’ or ‘at risk’. In these instances supervising teachers will advise their
concerns to indicate the pre-service teacher may fail the practicum. Counselling
struggling pre-service teachers is uncomfortable for academics and supervising
teachers (Hastings, 2010; Siebert, Clark, Kilbridge, & Peterson, 2006), and places
additional demands on teachers’ work that is not considered to be core (Rorrison,
2006). Formalising ‘risk’ and failure processes can become lengthy processes and
involve: timely discussions, outlining the perceived severity of the deficit
performance; and, identification of suitable scaffolding to overcome the identified
shortfall. Typically, viewed as perfunctory, instrumental and managerial processes,
they also serve to distribute self-protection or blame within a ‘blame laden culture’
(Denney, 2005).
Responses of failing pre-service teachers may manifest as a survival approach
commonly coupled with displays of defensive behaviours (Etherington, 2011),
although as Galman pointed out, deep resolve can often be a consequence of conflict
situations (Galman, 2009). Further, pooled feelings of surveillance or inspection,
compounded with perceived or real incompetence can generate emotional forms of
guilt, stress, frustration, and worry (Troman, 2000; Zembylas and Chubbuck, 2003).
Reviewing these situations, Martinez (1998) and later, Hastings (2010) assert that
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contributory complexities may include, but are not limited to: power (Foucault,
2000); power: distance as described by Hofstede’s cultural dimensions (Cronjé,
2011; Hofstede, 1986), emotions (Bloomfield, 2010; Lazarus, 2006; Leithwood &
Beatty, 2008) and, equal and appropriate levels of critical reflection (Hedberg, 2009;
Shoffner, 2008). Added complexities comprise the traditional and non-traditional
nature of students, teaching in remote locations (Bat and Shore, 2013) and, those
challenges faced by an increasingly diverse community of learners (Kell & Vogl,
2012).
The difficulties for pre-service teachers can further extend to the intricacies of
building new relationships (Allen & Peach, 2007). Further research within this field
indicates that interactions and interpersonal communications can be contingent upon
the lens with which normalcy is perceived (Knowles & Sudzina, 1992; Standifer et
al., 2013). In support, Cherian (2007) argues for a need to provide critical spaces,
where emerging teachers can critically reflect and, collaborative relationships and
reciprocity can flourish. Research by Power (2008) demonstrated that fulfilling the
need for social justice in classrooms is dependent upon the teachers’ personal
embeddedness, adaptability, and communication and, being open to other cultures.
An otherwise nuanced lens with conflicting beliefs around morality, justice, and
privilege can lead to flawed judgements informed by bias. Within sound
relationships ongoing support and open dialogue becomes mutually beneficial
(Buckworth, Kell and Robinson, 2015b). Studies over the past three decades
(Belmont & Skinner, 1993; Brandenburg & Ryan, 2001; Giles, 2008; Murray-Harvey
et al., 2000; Sudzina et al., 1997) indicate that high functioning relationships can
outweigh pre-service teacher shortcomings, although Biesta (2015a) cautions that
collegial practice can deceptively outweigh the fundamental purposes of education.
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Deeper inquiry into the focus of this research finds association with
psychological developments and approaches. The social aspects of teaching and ITE
elicit correlation between emotions and forming and maintaining relationships.
Lazarus and Folkman (1984) and Lazarus (2006) describe a theory of emotions in
individuals are constantly managing four predominant emotional processes–
appraising, coping, acting and reacting, and ascribing relational meaning.

They

suggest that through changing relationships and adjusting meanings we define our
emotions. Further addressing emotional distress, the seminal work by Boler and
Zembylas (2003) introduced a ‘pedagogy of discomfort’ in which emotions can be
used as a tool to examine personal reactions and sense of self. They describe
emotions as ‘shifting and contingent’ (Boler & Zembylas, 2003 p. 177), and link
emotional reactions to ideological beliefs about what constitutes right and wrong.
Later work by Zembylas and Chubbuck (2009), highlighted that moral responses can
also differ according to changes over time.
Expanding further on the roles that emotions play in the professional
workplace is the concept of ‘emotional labour’, whereby certain occupations require
employees to demonstrate, but also control their own emotions to deal with their
clients (Hochschild, 1979, 2003). Emotional labour literature provides a means by
which time-poor professionals, meet productivity requirements by employing
emotionally neutral, short scripted interaction with clients (Brown, Horner, Kerr and
Scanlon 2014). In her seminal work, Hochschild (1979) was concerned with the
latent strain that can arise as a consequence of using and managing emotions as part
of providing services. Her work, focussed on professionals who hold autonomy and
authority (Williams, Chapman, & Thorpe, 2003), finds parallels to the demands of
the unpaid and temporary pre-service teacher. During short but intense intervals pre-
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service teachers must manage emotional labour and also demonstrate an ability to
provide focused collegial and supportive relations. This level of control is expected
in times of success, challenge and failure.
Analytic work by Hargreaves (1994) and Madrid and Dunn-Kenney (2010)
link associated negative emotions with persecutory guilt, an ‘emotional’ mechanism
to police the lives of educators through increasing pressures of accountability and
intensification. To explain coping, Lazarus and Folkman (1984) suggest that this
comprises a process of managing negative or challenging events. In their Stress and
Coping Model they distinguish between problem-focus responses directed at external
sources and emotion-focus processes that examine individual’s emotional reactions,
such as denial and avoidance. Further clarity can be elicited by employing Carver,
Scheier, and Weintraub’s (1989) COPE Scale comprising 14 types of coping
(Moring, Fuhrman and Zauszniewski, 2011), although Lazarus (2006) suggests
coping strategies stem most directly through binary tensions of avoidance and
vigilance. In correlating the two traits he claims that: ‘If you are vigilant, you seek
out threat; if avoidant, you stay away from it’ (Lazarus, 2006, P.23). At a personal
level, these qualities may be identified and honed, yet remains responsive to broader
often contradictory, factors.

Contradictory realities
This section overviews the complexity of power relations, and related learning
ambiguities, in an environment where regulation and degrees of conformity are now
dominant. Perspectives include organisational power relations at a macro level that
embed accountability measures and expectations; and, subtleties of supervisory
power, including the maintenance of unconscious beliefs and expectations.
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Organisational power relations
In contrast to the empowering potential of the mobilised individual, are
mounting tensions around regulation, managerial discourses and performativity in
education (Ball, 2003; Burnard & White, 2008; Codd, 2005; Sachs, 2001; Troman,
2008). Biesta (2007) notes the inconsistencies that performative institutional
demands have generated between what is preached and what is practiced. Tensions
such as these resonate with Foucault’s notions of power in which he described a shift
from the highly visible sovereign power to the more subtle machinations of
disciplinary power and governmentality (Foucault, 2000). As part of this practice, a
suite of controlling, regulating and disciplinary measures are imposed, often covert
and unchallenged, upon educators in a quest for productivity. Hierarchical forces of
observable and overt power impact on individuals variously, as visible, non-visible
and symbolic regimens of power. For the pre-service teacher, the impact is
intensified as all forms of power appear to be uni-directionally inflicted towards
them.
As managerialism is increasingly ‘obsessed’ with the notion of ‘quality’ (Codd,
2005, p. 200), teacher agency, creativity and professionalism are correspondingly
under threat (Burnard & White, 2008). Literature suggests that levels of regulative
control are in contrast to the grounded democratic educational values (Apple, 2005a;
Burnard & White, 2008; Codd, 2005) and goals (Barber & Mourshed, 2007) that
eventually impacts upon the integrity and identity (Rönnström, 2013) of those within
the profession. These authors claim that, under intensifying managerial measures, the
act of teaching is potentially reduced to a series of technocratic skills, Key
Performance Indicators (KPIs) and competencies, with imperatives for individuals
and schools to be appraised and accountable.
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managerialism and performativity (Troman, 2008) our neoliberal economies are,
ironically, fragmenting and changing the nature of teachers work. Paradoxically
governmentality, whilst controlling, has been shaped by the ‘discursive formations’
and commodification of neoliberalism (Kaščák & Pupala, 2011).
Audit practices in education are evolving and pervasive and, as Biesta (2015c)
and Apple (2005b) point out, are deceptive. Regulatory neoliberal practices appear to
manage teacher quality, whereas reality indicates that these practices merely provide
accountability to global regulators and governments. Biesta further outlines a
paradox of accountability that appears to have retrospectively informed values. He
questions whether we are assessing what we consider inherently valuable, or whether
auditing systems have provided a mechanism that created new values to be
measured. Clear connections can be made to the auditing approach of AITSL and the
empowered regulators in Australian states and territories. These opinions reinforce
Korthagen’s (2004) beliefs that imposing explicit, regulating and controlling policies
is not key to producing valid, reliable and practical results for learning. This
approach does little to appraise the difficult to measure but essential qualities of good
teaching.
In contrast, a rebalanced approach that reflects ‘greater trust in sound pedagogy
and professionalism of its constituents’ (Burnard & White, 2008, p. 667) will elicit
better outcomes. These authors echo the sentiments of Michael Apple’s (2005a)
earlier thoughts that enabling trust will, in turn, engender voluntary and participative
accountability.
What appears to be absent is the voice of the individual, in particular the preservice teacher, who has been normalised as voiceless and anonymous and, around
whom much of these audit processes are enacted. Of interest to this qualitative
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research are studies of pre-service teacher silences and voice (Bloomfield, 2010;
Britzman, 2003; Giroux, 1992; McClam, Diambra, Burton, Fuss, & Fudge, 2008)
that highlight students’ hesitancies and emotions as they try to validate their
experience in the teaching world. Giroux captures this succinctly indicating that: ‘It
follows that to make a student voiceless is to make him or her powerless’ (Giroux,
1992, p. 165). Finding a voice helps pre-service teachers to grapple with the mixed
emotions, feelings of isolation, inadequacy, resentment and vulnerability as well as a
fundamental need to feel accepted.
Some parallel can be found in the audit practices described by Elizabeth Dunn
(Lepenies, 2003), who explained the measures introduced in post socialist Poland to
regulate first, the quality of carrots used in canned baby food production and, thence
the quality of the personnel involved in their production. The cost of transformation
to new, global, and more flexible economies changed farming practices and
relationships, and introduced previously unforeseen and unwelcome pressures. For
those in or entering the teaching profession analogous societal expectations around
quality and regulation are non-negotiable. It is reasonable to assume, too, that if
organisational relationships are influenced by power, then a cascading effect on
relationship between the pre-service and practicing teacher will also be grounded in
power relations that dominate in similar ways (Bourdieu, 1979; Buckworth, 2015a).

Supervisory Power
The emotional interplay and relationship building between mentors and preservice teachers can be offset by factors such as confidence and conflict,
responsibilities and marginal relationships. In this critical time the confidence of the
pre-service teacher can interrupted by power challenges in the educational
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environment.

For example, teacher education practices grounded in telling and

demonstrating or power over, rather than listening, or power with, (GroundwaterSmith et al., 2011, p. 19) can result in performative contradictions and unproductive
relationships (Biesta, 2015c). A growing body of literature is developing around the
idea of relational pedagogy (Darling-Hammond, 2006) that focuses on teacher:
learner relationships and, issues of power, democracy and co-constructed learning in
the classroom. Premised on the work of Foucault (2000), who elaborates on the
nature of ‘relational power’, relational pedagogy reinforces his theory where power
within any relationship is dependent upon people.
Supervisory power can be evidenced in educational settings with behaviours
frequently trending towards segregation, exclusion and privilege of the dominant
culture. In Western, mainly white and middle-class, societies it also tends to take
existing social arrangements for granted (Angus, 2012; Choules, 2007; Hirst &
Vadeboncouer, 2006; McLaren, 1995; Sharma, 2006; Williams et al., 2003). In
terming this ‘circle of privilege’ Choules (2007) maintains that injustices become
normalised, and favour the comfortable incumbents in workplaces. These seemingly
natural, indiscernible practices differ from the more visible forms of hierarchical
power (Angus, 2012; Hirst & Vadeboncouer, 2006), where the privileged,
normalised gaze of a dominant insider conveniently detects deficits among ‘others’.
When perceived from a position of an insider, Choules’s (2007) argues:
Whoever these Others may be – non-male, non-white, non-able bodied, nonheterosexual, non-affluent – they are positioned as being deviant and
lacking.
The result of this positioning is that those of us who occupy the normalised
centre are privileged people in the unchallenged, privileged position of
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having the power ‘to determine who is accorded ‘help’ and when (Choules,
2007, 465).

Scholars assert that condescending behaviours are overt manifestations of
alienating and displacing others, and that these actions further strengthen the group
identity and solidarity of the privileged (Angus, 2012; Hirst & Vadeboncouer, 2006;
Sharma, 2006). Hirst and Vadeboncouer claim that normalised white and Western
teaching spaces generate suites of containment practices that visibly marginalise and
monitor populations that are perceived as others.
Difference as ‘Otherness’ is an increasing area of focus for scholars and
educators. Students who exist outside the dominant model are Othered, their
diversity, difference and resultant disengagement judged as noncompliance, lack of
self-regulation and individual failure (Foucault, 1977). Where difference is converted
into ‘Otherness’, symbolic or physical ontological fences are developed that repress
and contain those differences (Edwards, 2009; Hirst & Vadeboncouer, 2006;
Priestley, 2011; Sharma, 2006) and serve to strengthen the ontological security
(Giddens, 1991) of a dominant Western group.
Over three decades ago, Homi Bhabha (1984) illustrated that dominant cultures
set up structures to contain and manage difference. Findings since have identified
that exclusionary practices are preserved by measures that ‘construct and maintain
the borders between what is same and different’ (Hirst & Vadeboncouer, 2006, p.
211). Bhabha proposed rethinking ‘cultural difference’ to combat the destructive and
divisive forms of multicultural management of otherness that outline that ‘these
cultures are fine, but we must be able to locate them within our own grid’ (Bhabha,
1990, p. 20). In sustaining social inequity, schooling valorises the protocols of the
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prevalent culture, (Bhabha, 1990; Giroux, 1992), reinforces the demonising of ‘the
other’ (Angus, 2015) and, maintains the status quo (Edwards, 2009).

A status of ‘difference’
Bhabha’s further examination of cultural difference and cultural hybridity
reinforces Giroux’s (1992) developmental concept of a ‘border pedagogy’ that calls
for educational practices to shift and make space for new and different identities to
be formed, acknowledged and integrated (Sharma, 2006). Giroux explains:
It speaks to the need to create pedagogical conditions in which students
become border crossers in order to understand otherness, and to further
create borderlands in which diverse cultural resources allow for new
identities within existing configurations of dominance and power (Giroux,
1992, p. 28).

Adopting inclusionary practices offers mechanisms to replace condescending,
value-laden interventions of the dominant group and can revitalise repressed agency
(Sharma, 2006). Implications for ITE include a renewed pedagogic agency of
Othered pre-service teachers, grounded in their ability to ‘cross borders’, become
exposed to the deconstructive force of otherness and, to contest the inherent,
‘business as usual’ mantra that drives out developing forms and understandings of
identity. McLaren (1995) described ‘borderlands’ as a symbolic concept in his
explanation of identity as an effect of difference, and discussed the imposed
condition of ‘liminality’ in relation to border crossings. McLaren explained
liminality as the way in which the subaltern, or those who are socially, politically and
geographically outside hegemonic power structures, are consigned to exist as lives
on the border.
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For pre-service teachers, there exists a preordained liminal, albeit inferior
status (Duckworth, 2013; Edwards, 2009). Using this lens is a way to interpret
conscious and unconscious behaviours of pre-service and practising teachers These
authors suggest that, to avoid engaging in deficit discourses teachers should maintain
high expectations for their students and emerging teachers and adopt inclusive
pedagogies. In the increasingly globalised world, educators must strive to ‘reimagine’ the prevailing neoliberal imaginary that advocates for and reshapes
pedagogically appropriate and non-discriminatory alternatives. Bates (2002) looks
toward a more positive climate for teacher education as educators embrace increasing
aspects of difference that transcends diversity and alterity (Angus, 2015), strengthens
identity formation, (McLaren, 1995) and becomes socially just.
In Bourdieu’s terms the symbolic order within neoliberal education imposes
meanings and legitimacy of those meanings (Woollen & Otto, 2014), and individual
and meritocratic perceptions of the world, in which one individual can triumph and
be valorised at the expense of the Other. Corresponding applications of symbolic
violence consecrates certain individuals over others, yet as Bourdieu (2001, p.1)
describes, this is ‘a gentle violence, imperceptible and invisible even to its victims,
exerted through the most part by the purely symbolic channels of communication and
cognition’. As Herr and Anderson point out (2003) the ethics of care, responsibility
and altruism of education can be overridden by a ‘velvet glove that serves to obscure
the exercise of symbolic violence or even collude in making the dominant habitus
seem more universal and natural’ (2003, p. 419). Sennett and Cobb (1972), further
argue that markers of respect afforded to one group and denied to another, become
internalised and conceded by subordinate groups that holds similarities to Bourdieu’s
notions of symbolic violence (Sennett, 1972). Typically this is experienced as
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bullying and can be evidenced in schools as workplace violence. These prevalent yet
often subtle aspects within schools and workplaces are discussed in turn below.

Disorderly workplaces
Literature reveals that workplaces that are dysfunctional may act as a catalyst and
provide a mechanism towards bullying (Gray and Gardiner, 2013; Hosdson &
Rosigno, 2006; McCarthy & Barker, 2000, Salin, 2003). An explanation of bullying
as a signifier of recurring distress (McCarthy & Barker, 2000) is related to negative
action and behaviour (Braverman 2007; Field, 1996; Gray and Gardiner, 2013;
Maguire, 2001; Williams et al., 2003), in which the perpetrated feel unable to protect
themselves. Acts of bullying that range from inappropriate comments to excluding
and marginalising of others affects the quality of life of targeted victims and, as
Spencer (2010) describes, steals their dignity, happiness and confidence. Victims
within schools include students and teachers, with degraded relationships causing a
profound effect on school climate and culture (Gray and Gardiner, 2013; Mulford,
2003; Tschannen-Moran, 2009). The incidence of bullied students, both physical,
psychological and via cyberbullying is of international concern with resources,
research and websites, such as http://www.bullyingnoway.gov.au/;
http://www.stopbullying.gov/; http://bullyonline.org;
https://www.esafety.gov.au/esafety-information/esafety-issues/cyberbullying
dedicated to improving the lives of those who have been marginalised. Research
studies have revealed a vast range of consequences of bullying including the silence
of bullied students who believed that maintenance of normalised practices precluded
them having a voice (Sanderson and Allard, 2003). These authors suggest that
stereotyping of what is normalised, makes clear that the ‘other’ is unacceptable.
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Further studies in the same year (Williams et al., 2003), revealed the tensions held by
Australian Indigenous groups as they struggled to achieve equality of status in
employment and opportunity. Their findings indicated that valuing personal diversity
and problematising discrimination could facilitate learner engagement during these
demanding and discomforting experiences. They suggest that learning about others,
confronting one’s own emotions and determining the degree of personal investment
can be enabling and become pivotal in supplanting contextually driven and often
discriminatory practices.
Bullying is not limited to school students and, according to The Australian
Services Union (2016), the numbers of bullied teachers is increasing. In the United
Kingdom, Field (2006) identifies that teachers are four times more likely to be
bullied than employees in other professions. The evidence is emerging worldwide
world that teachers, senior staff, industry, students and parents can and do bully other
teachers. Discriminatory, degrading and disempowering, these practices serve to
empower the behaviours of those already in power and maintain the powerless of
others to intervene.
Literature identifies workplace violence as a manifestation of bullying and
harassment (Braverman, 2007; Martin, Mackenzie, & Healy, 2013), in which acts of
violence are enacted upon employees. Further these acts of violence can be viewed
as vertical or horizontal violence (Bryant and Wolframcox, 2003; Longo, 2007;
Magnavita and Heponiemi, 2011; Thomas and Burk, 2009), and evident in what Du
Puy, Romain-Glassey, Gut, Pascal, Mangin, and Danuser (2015) categorise as
‘moderate risk and awareness of violence jobs’, or service industries, including
teaching. Vertical violence refers to directed harassment from leadership or
management staff, and can be overtly intimidating and humiliating, whereas
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horizontal lateral violence refers to abusive behaviours between staff and is often a
covert practice. These behaviours can remain undetected in workplaces where
leadership fails to give ‘shape and vision to the school’s culture . . .[through] a vision
that embodies core values and purposes’ (Dinham, Cairney, Craigie and Wilson,
1995). Research by Gray and Gardiner (2013), confirms that in schools where
leadership remain blind or apathetic to workplace violence there is an increased
likelihood that employees will act similarly. Martin, Mackenzie, & Healy (2013)
identified that many incidences of workplace violence remain underreported, and that
victims have typically sought to demonstrate resilience to avoid conflict.
Recent research by Duckworth (2015) and Magnavita and Heponiemi (2011)
reveals that bullying and injustices are passed on to student/trainee professional, such
as pre-service teachers and nurses. Their work identifies that the intense demands for
supervision and assessment of performance leads to constrained opportunities for
dialogue that ultimately minimises the empowerment of learners. Bullying and
injustice in this context represents an insidious aspect of organisational dysfunction
that can be concealed across varying layers of class (Sennett, 1972). The hierarchy of
class, suggests Zembylas (2003, 2008), extends to learners of differing race and
ethnicity who may undergo profound distress as a consequence of social (in)justices
that can ultimately inhibit their learning. Revisiting the Bourdieuian lens around
social reproduction and social division assists in identifying the complexities of
teaching. Research by Woollen and Otto (2014) confirm that education reinforces
social divisions, as teachers pass on existing social norms, including power
differentials, bullying and workplace violence. Conflicting paradigms of power and
contested power relationships between the practising teacher and the emergent
teacher can occur unknowingly (Hastings, 2010), as both parties can be involuntarily
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swept into hegemonic, often oppressive and unjust discourses and practices. These
do little to contest the growing inequalities in society (Dorling, 2014; Duckworth,
2013) and, for underperforming pre-service teachers, the conflicting emotions of
blame and personal failure, reinforces their subordinate and disempowered position
(Habibis & Walter, 2009).
This then raises a question: At what point do mentor teachers attribute worth
to the biography of pre-service teacher, their knowledges and experiences?

In

support, Schön’s (1991) notion of taking a ‘reflective turn’ offers a way for teachers
to objectively shift existing perceptions and to recognise pre-existing, tacit
knowledge that pre-service teachers might bring to classrooms.

Concluding Comments
In this chapter the comforts, changes and challenges for today’s teachers are
outlined with external pressures, complexities and demands compounded by everchanging socio-political and educational imperatives. Particular focus is paid to
Professional Experience course elements, which comprise formalised engagement in
workplace learning, as stipulated by accreditation mandates. In some settings,
transformational partnerships between the academy and schools provide mutual and
reciprocal learning opportunities that foster supportive and scaffolded learning.
Challenges with increasing system accountability, paralleled with pre-service and
practising teachers’ readiness, are realities today in multidimensional and
multicultural classrooms. Here, internally governed demands add situated
complexities for pre-service teachers’ in terms of readiness, dimensions of power and
resilience, especially for marginal performers. Actively forging and fortifying one’s
own identity can provision greater certainties for pre-service teachers, explicitly
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responding to Beck’s (1992) notion of risk in today’s runaway world (Beck & BeckGernsheim, 2002).
Deeper meanings of this collected literature and, associated implications
around ITE from the pre-service teachers’ perspectives, are the focus of this research.
The following chapter outlines the philosophical underpinning that informed the
research approach and provides detail around the generation of relevant data.

Chapter 2: Literature Review

119

Chapter 3: Research Design

Unlike the painter who hides the facture and function of the object, the
bricoleur externalizes the materials, the means, and the purpose - the seams,
the stitching, the staples, the duct tape, the function, etc.

Alden [2000]

Introduction
Returning to the thesis statement described in the first chapter called for an
investigation of a means to explore the risks for pre-service teachers.

As Alden’s

analogy describes above, articulating the purpose, exploring related background and
literature leads to the next part of a journey. For the bricoleur, in this case the
researcher, this necessitates clarity around the detail of approach and, the granularity
of what might appear to be the minutiae of steps and materials. In this chapter, I
outline the underlying principles that informed my choice of methodology. I then
describe the methods, settings and contexts for the data collection processes and
ethical considerations. The method, following the principles of phenomenology, was
informed by a constructivist paradigm, seeking rich and reflective data, yet primarily
subjective in nature. In the final part of this chapter, I discuss hazards around
reliability and validity and the pivotal role and need for reflexivity in social research
(Finlay & Gough, 2008).

Research Focus
The goal of this research was to seek further interpretation of the social world
(Ajjawi & Higgs, 2007; Smith, 1999) with a focus on the risks for ‘at risk’ and
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failing pre-service teachers during mandated Professional Experience. This
overarching goal led me to consider interpretative research methodologies that could
be informed, first hand, by the voices of those who have experienced this
phenomenon and provide a personal frame of reference (Crotty, 1998).
My interest in this topic stemmed from an awareness that significant numbers
of pre-service teachers experience a crisis whilst undertaking situated professional
learning experiences and was informed through industry knowledge and workplace
based assumptions that I developed as an academic and school-based educator. These
knowledges included wide-ranging theoretical understandings, pedagogies of
practice and Professional Experience requirements, as well as a growing disquiet (Le
Cornu & Ewing, 2008; White et al., 2010) about the sustainability of current
practices.
The selection of a suitable methodology required extensive deliberation around
how best to integrate the stories of pre-service teachers with a meaningful
philosophical and analytical paradigm. A qualitative paradigm offers diverse,
innovative and evolving approaches and includes, but is not limited to, ethnographic
research, grounded theory, discourse analysis, critical social research, and
phenomenology, each of which actively pursues an enriched understanding of social
phenomena.
disparate.

Each approach, however, is theoretically and methodologically
For example, ethnographic research and grounded theory stem from

similar positions, both focusing on inductive inquiry following observation of people
as data. Both study cultures or groups, although grounded theory explicitly seeks to
derive theory as it arises from the data. Central to scholarly discourse analysis is the
experiential description around conversational language and linguistic patterns,
where Foucauldian analysis explores texts that become applicable to a wider
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environment. In the former, the focus is discursive action enacted upon the topic. In
the latter, the topic is discursive and the ensuing knowledge is based on a textual
focus (Larkin, Watts, & Clifton, 2006).
In contrast, phenomenology does not seek to provide causal explanation of
experiences or to predict or explain behaviors (van Manen, 1990), but is the study of
the lived experience of individuals, and explores how people ascribe meaning to their
experiences.
My goal was to hear the voices of pre-service teachers, not explore their
contexts, nor seek solutions around circumstances that were causal to their
experiences. It seemed that the purpose of this study, to make sense of the
experiences of these pre-service teachers, would require access to these individuals
post-enrolment and was consequently not well suited to ethnographic research, or
discourse analysis. In instances, where experiences were not encouraging, the option
to visit school sites would be inappropriate, and a discursive textual focus would not
provide the situated insights (Creswell, 2009) and rich details (Patton, 2005), that
could be gleaned from a phenomenological methodology. Phenomenology
additionally offered a dual potential for transformation. The participants’ opportunity
to voice their experience and the researcher’s opportunity to bear witness to this, can
illuminate understanding and ‘make sense’ of the experiences described for both
parties (Finlay, 2011).
Holistic descriptions of experiences that convey the temporal and situated
contexts, the triumphs, challenges and complexities aligned well with a
phenomenological approach. In essence, those with first-hand experience were best
placed to describe their encounters with failure and uncertainty. Their stories, their
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lived experiences, hold the potential to offer insights into aspects of today’s
emerging cosmopolitan and an increasingly mobile teacher workforce.

Phenomenology as a Qualitative Research Method
The phenomenological method first described by Husserl (1980) that explored
the feelings and experiences of individuals, provided an entry point for the focus and
design of the research. In accordance with phenomenological principles, a focus was
maintained on allowing the theory to emerge from the data rather than working with,
or being guided by, preconceived theories (Moustakas, 1994; Smith et al., 2009; van
Manen, 1990; Wiersma, 2009).
Phenomenology attempts to glean an understanding of experiences as
understood from the individualist perspective, or frame of reference (Crotty, 1998)
that, in turn, offers a thorough understanding of a phenomenon, and casts light on its
meaning or ‘essence’. Premised on the identification of subjective experiences a
phenomenological undertaking uses description to begin to understand and facilitate
‘sense making’ on behalf of the researcher and the researched (Crotty, 1988, Finlay,
2011, Laverty, 2008).
Edmund Husserl was the foundational figure in the phenomenological
movement in the early twentieth century. He premised the phenomenological concept
on experience being fundamental to understanding human meanings, and rejected
previously held scientific, positivist approaches that purported to provide explanation
(Laverty, 2008). For Husserl, experience was a system of interrelated meanings
within each person’s ‘lifeworld’, with causal variables leading to differences in
experiential perceptions (Husserl, 1980). Husserl maintained that experiential
consciousness is intentional and that, through reflection, we can develop
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understanding of the essence of the phenomena around us (Gill, 2014; Smith et al.,
2009). Typically, phenomenological researchers deliberately bracket or ‘lay aside’
previous knowledge and personal experiences in data collection, in order to
appreciate the subjective participant data (Crotty, 1998). This permits unencumbered
meaning to be attributed and elicits a comprehensive description of experiences
(Finlay, 2011; Guignon, 1993; Laverty, 2008).
A number of qualitative approaches grounded on Husserl’s initial work
(Husserl, 1970, 1980), have since used phenomenology as a basis. Departing from
Husserl, Martin Heidegger presented a shift from the descriptive perspective and
described hermeneutic phenomenology (Heidegger, 1968, 1996). In this approach
understanding could be made using, not only lived experiences, but by jointly
constructed meanings from past experiences (Laverty, 2008). Heidegger maintained
that pre-understandings, termed ‘dasein’ (Heidegger, 1996) are foundational for
being in the world and that the integration of past experiences makes possible
interpretative, hermeneutic processes that illuminate the understanding of a
phenomenon. Those experiences that are rooted in the possibilities of the present can
be projected to the future (Priestley, 2011). Consequently, in research based on the
work of Heidegger, interpretation is not only required, but also non-negotiable (Gill,
2014). Heidegger and Merleau-Ponty highlighted the situated and interpretative
quality of our knowledge about the world, although Merleau-Ponty (1996)
emphasised the embodied nature of our relationship to the world. Merleau-Ponty
(1982; Giles, 2011), suggested that an intermingling of sensory perceptions is how
we interpret our world.
Further developing these ideas, Hans-Georg Gadamer (1900 – 2002) disputed
Husserl’s idea of bracketing researchers’ presuppositions (Gadamer, 1994, Smith,
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1999) and advocated that prior researcher knowledge acts as a horizon that locates,
positions and defines limits of understanding. This horizon, crucial to gaining a farreaching idiosyncratic, subjective understanding (Laverty, 2008), further contributes
to the sense making that is sought by the researcher. A person who is lacking in
horizon, in Gadamer’s view, overvalues what is obvious within their limited view,
whereas one who has a horizon can see beyond the immediate. As Gadamer points
out, phenomenology is dependent on sense-making. The subjective perspective for
this research is not only acceptable; it is unavoidable:
To try to eliminate one’s own concepts in interpretation is not only
impossible, but manifestly absurd. To interpret means precisely to use one’s
own preconceptions so that the meaning of the text can really be made to
speak for us (Gadamer, 1989, p.358).

Interpretation via this perspective can be achieved through a process of what is
known as a hermeneutic circle that moves back and forth through the parts and the
whole of the experiences (Ajjawi & Higgs, 2007). In this way a researcher can begin
to know not only the participants’ immediate lived experiences, but to integrate their
past experiences and their own assumptions, to ‘explicitly claim the ways in which
their position or experiences relate to the issues’ (Laverty, 2008, p. 17), to then start
to make sense of broader occurrences.
In summary, Heidegger (1996), Merleau-Ponty (1996) and Gadamer (1989)
shifted away from the descriptive and transcendental interests of Husserl to focus on
interpretative and worldly perspectives, in order to make connections between the
individual and their involvement in the lived world. Emergent phenomenological
approaches embed variable aspects of these philosophical foundations and are briefly
discussed in the following section.
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Applying the methodology to the method
Definitive and discrete phenomenological approaches have burgeoned across
social sciences, each maintaining common phenomenological qualities: a
fundamental underpinning phenomenological philosophy; an explicit interest in the
meaning of individuals’ experiences; use of homogenous sampling; and, thematic
analyses wrought by creativity and imagination (Gill, 2014; Laverty, 2008). The
descriptive focus of Husserl, Sanders (1982) and Giorgi (2010; Wertz, 2010), using
bracketing and reduction, seeks the essence of a phenomenon. The interpretative
phenomenological developments of Heidegger (1996), Gadamer (1989) and van
Manen (1990), explore the subjective world of researcher and participant, while van
Manen, additionally seeks lyrical artistry in his endeavour.
A lifeworld approach that combines descriptive and hermeneutic designs
expands on the work of Heidegger and Merleau-Ponty (1996). Using this approach
searches the way in which everyday experience is demonstrated and embodied in the
world.
Seeking an approach that would reveal the participants’ perspectives and
integrate my ‘insider’s perspective’ (Dwyer & Buckle, 2009), was supplementary to
merely bringing my prior perceptions and understanding to the research. That is, my
position in the workplace was inextricably connected to the situated requirements for
the pre-service teachers. My interpretation contained my active knowledge and my
assumptions (van Manen, 1990) and suspending, rather than bracketing, to
incorporate relevant understandings were pivotal in determining the most suitable
approach (Creswell, 2009).
Phenomenological research approaches described by Moustakas (1994) and
Polkinghorne (1989) both offered systematic steps with bracketing, horizontalisation,
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and clustering of meaning forming themes and structures. Moustakas’ focus on the
‘auto’ phenomenological makes use of the experience of the researcher to access the
depth of the researched, while van Manen’s systematic steps explored the use of
phenomenology within educational settings. He maintained that bringing researcher
assumptions into conscious experience could generate new insights into the essential
nature and meaning of a particular experience. Engagement with participant texts
can lead to the development of themes that can, in turn, begin to generate textual
description. As part of his processes van Manen stressed that reflexivity is essential
for understanding of their participants’ stories (Gill, 2014).
Further developments that seek distinctive voices and overall meaning include
the use of interpretative refractive filtering (Abawi, 2012).

Expanding on the

hermeneutic perspective of lived experiences, refractive phenomenology uses
interpretative filters and lenses to bend, shape and distil data to produce deeper
analysis and ‘transferable meanings’ (Abawi, 2012), These refracted meanings do
not preclude presuppositions but assist in connecting assumptions and prejudices to a
holistic consciousness. Citing Abawi’s example, a straw in a glass of water may
bring about awareness of the straw’s position, the refracted view, and one’s own
position to both views. Together, the wholeness and the differing views can be
acknowledged. Similarly, viewing objects through a prism can offer expansion on
the singular lens of diffraction and offer a means of ‘crystallization’ (Richardson,
2000) whereby varying the angles and lens can bring to light multiple contexts and
meanings. Deriving meaning and making sense of the contextualised experiences of
others can be achieved through these means. This approach offers a way of
embracing the complexity of practicum as a discursively mediated practice, bringing
differing facets of practicum and uncertainty into view. In each approach, the
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researcher is a bricoleur (Strauss, 1962) whose role is to capture and bring clarity of
focus to the multiple views conveyed.
Similar in philosophical assumptions are the processes described in
phenomenographic (Svensson, 1997) research, whereby interpretation of meanings
can lead to an overall conception that is informed by experiential perceptions of a
given phenomena (Sin, 2010). My involvement in the research signified a differing
approach, where a focus on the individual as participant and researcher suppositions
jointly leads to an understanding of the experience itself.
Philosophical ideas from Husserl and Heidegger foreground another
phenomenological development described by Jonathon Smith and colleagues (Smith
et al., 2009). An iterative analysis of subjective accounts, described in Smith’s
Interpretative Phenomenological Analysis (hereafter IPA), bridges discursive and
cognitive approaches. Use of Smith et al.’s approach has been successful in shifting
from the traditional, descriptive phenomenology to ideographic, or individual,
interpretative accounts of people’s views and perceptions. Providing a systematic
approach, Smith recommends focusing first on individual meanings, then looking for
patterns across the participants. Interpretation takes the analysis to deeper levels
where sense making and literary linkages become evident. The interpretative,
idiographic and iterative approach of IPA, as distinct from the descriptive, artistic,
refractive and prismatic approaches (cf. van Manen, Heidegger, Moustakas and
Polkinghorne) afforded a suitable approach whereby I could embed my researcher
presuppositions and explore the disparate participant voices and perceptions of these
uncertain times.
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Interpretative Phenomenological Analysis: Underlying Principles and Critique
As Smith et al explain (2009), IPA analyses data ‘from the particular to the
shared and from the descriptive to the interpretive’ (p. 79), each phase maintaining a
focus on iterative, inductive processes. In achieving this Smith suggests that
idiographic, inductive and interrogative characteristics are inherent to IPA (Smith,
2004).
IPA is idiographic as it focuses on individual cases or events. It starts with a
detailed, repeated or ‘iterative’ (Brocki & Wearden, 2006) examination of each
participant’s account. This requires the researcher revisiting and delving deeper and
deeper into each recount until saturation has been achieved, before moving to a next
account. Following completion of all accounts, cross-analysis of the meanings is
sought for converging ideas. Using iterative engagement with data can begin to
illuminate the experiences and thereafter the themes of those who shared their
experience. Integrating the researcher’s preconceived ideas to the individual’s world
in order to make sense of the ‘other’s personal world’ (Smith, 2004), becomes a
cyclical process. As the participant tries to make sense of their world, the researcher
tries to make sense of the participant who is trying to make sense of their world.
Interpretative activity, essential to conceptualisation, occurs at different phases: i).
Interpretation by the participant followed by ii). Interpretation carried out by the
researcher.
The first phase comprised the participant’s interpretation of the phenomenon.
In this research now graduated teachers responded to an invitational email that
outlined the focus of the research. The focus was to capture Professional Experience
perspectives of graduate pre-service teachers, or early career teachers. Respondents
thus had time to consider their own experience and their interpretation of that period.
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During interviews participants were urged to describe, reflect upon and interpret their
experiences and project their own meaning making to their overall experience.
Larkin, Watts and Clifton (2006), describe IPA simply, as a tool that uses the
participant’s subjective account, providing the perspective around problematic and
complex experiences.
The second phase is undertaken as the researcher attempts to understand each
participant’s account. This study required breaking up the texts from the semistructured interviews into ‘meaning units’ (Smith, 2007) to identify commonalities,
that provided entry points to accessible themes.
The final analysis is assembled into a detailed interpretative narrative that
serves to illustrate these themes. The approach extends beyond description, to enable
interpretation that can be discussed in light of existing theoretical orientation or
conceptual frameworks (Cope, 2011). The narrative, not dissimilar to a realist tale
(Lather, 1991; Maanen, 1988), uses an accumulation of quotes, mirroring multiple
voices, and representing an intersecting diversity of participant and researcher
voices.
The interrogative characteristic of IPA enables research to contribute to the
existing body of knowledge. While IPA explores the granularity of relatively small
sample sizes, the results can be discussed more broadly with existing literature across
the social sciences.
As IPA is inductive, it provides a window to unanticipated or unpredicted
themes potentially uncovering unexpected phenomena that can add to extant
knowledge and theories. An advantage of IPA is its ability to generate broad research
inquiries that lead to the collection of rich and informative data. The flexibility of the
guidelines has been criticised by Giorgi (2010), who, in advocating his more
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scientific approach, suggested these are more craft than technique. In contrast, Braun
and Clarke (2006), advocates of thematic analysis, criticised IPA as being inflexible
and overly structured. A major difference between thematic analysis and an IPA
approach is IPA’s focus on interpretative ‘sense making’ by the researcher and the
researched. In defense of IPA, Smith suggests that the open-ended nature of the
interviews allows participants to lead the discourse and voice their narratives, free of
bias and influence of preconceived ideas. For example, frank descriptions and
opinions are not curtailed but are supported and acknowledged.
Moreover, the quality of the final analysis is determined by the degree of
analytic work done at each stage of the interpretative process (Smith, 2004), and is
fundamentally data-driven rather than theory-driven. Any new data that is unveiled
can augment pre-existing theories or form the basis of a new theory. IPA goes
beyond mere data categorization, however Brocki and Wearden (2006), caution that
interpretation can be impaired or enhanced by dual contributing factors: the
participants’ abilities to verbalise and articulate their thoughts and experiences; and,
the researcher’s ability to interpret and analyse the data.

Method
To gather the pre-service teacher stories, this study followed the methodology
of existential phenomenological interviews. Smith’s (Pietkiewicz & Smith, 2012;
Smith et al., 2009) IPA procedural guidelines enabled me to knit together the
philosophical notions of Husserl’s (1970) phenomenology with Heidegger (1996)
and Gadamer’s (1989) hermeneutic considerations, while permitting an injection of
creativity within an ostensibly prescriptive design. Using exploratory, open-ended
questions and allowing the narratives to flow first descriptively and then reflexively
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(e.g. ‘What can you tell me about your Professional Experience?’) focused on, not
outcomes, but meanings, to reveal a detailed understanding of ‘localised phenomena’
(Pietkiewicz & Smith, 2012).
IPA’s

inductive

approach

allowed

me

to

emphasise

hermeneutic

(interpretation) and idiographic (study of the individual) understanding with a focus
on the individual, thereby prioritising explorations of participants’ sense-making
(Finlay, 2011). The next part of this chapter details the stages, ethical practices and
IPA processes undertaken to carry out the research, and a flowchart summary also
presented in Appendix 1.

Participation
The study pursued an explanation of the meanings that now graduated
participants ascribed to periods of risk and failure during Professional Experience. A
purposeful and homogenous selection (Creswell, 2009; Freebody, 2003), targeting
this cohort of pre-service teachers, very rapidly narrowed the sample group. In
purposeful sampling, participants are chosen because they exhibit particular features
or experiences.

In this study the experiences of graduates, whilst pre-service

teachers undertaking Professional Experience, enabled detailed, fine-grained
understanding of circumstances. This approach reinforced the principles outlined by
Patton (2005, p. 169) who stated, the ‘power of purposeful sampling lies in selecting
information-rich cases for study in depth’.

Although individual differences

precluded true homogeneity of the sample, the study corresponded with Patton’s
(2005) concept of opportunism and Smith’s notion that participants should ‘represent
a perspective rather than a population’ (2007, p. 49). The IPA recommended size,
between six to eight participants, offered both depth of understanding and granular
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interpretation (Eatough & Smith, 2006; Smith, 2007), and that additionally could
overcome a plausible loss of subtleties associated with larger samples. Smith et al.
(2009) place importance on small samples, and recurrent ideas and offer a heuristic
procedure to guide the subsequent analyses (see ‘Data Analysis using IPA’ later in
this chapter).
Following endorsement by the Heads of School of Education at the local and
consenting Australian universities, invitations were emailed to recent graduates.
Contact details and invitation flyers were distributed by providers that invited
response by the, then, pre-service teachers. The focus was to capture perspectives of
pre-service teachers but email invitations were sent to recent graduates, or early
career teachers. Whilst approaching graduates minimised any risk associated with
course completion, I was aware that accessing participants would not be without its
own difficulties (Cope, 2011). For example, I was conscious of the experiential
hardships, inherent emotional challenges, and preparedness to disclose for
prospective participants. Over a period of nine months, fourteen graduates indicated
their willingness to participate. Mindful that IPA recommends small, even singular,
data sets to strengthen interpretative analysis, I sought to narrow the sample size.
The sample was narrowed following the application of the following criteria. All
participants were required to have experienced Professional Experience failure in
their final year. Respondents were excluded if they were currently repeating their
Professional Experience, or if they had involvement with the researcher in any
capacity. Of the initial group of 14 respondents, six eligible pre-service teachers
participated in the research.
The final sample consisted of six, now graduated, pre-service teachers who
were geographically spread across Australia. Participants comprised two males and
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four females, comparable to the gender mix among teachers in Australia in 2013
(McCrindle, 2014). Two had been undergraduate students and four held previous
degrees in dissimilar fields of learning. Raw demographic data also showed that: five
were mature age students and one was a school leaver; one student identified as an
International Student; two students were recent immigrants to Australia; and, three of
the students were studying as online learners. All participants were required to reenrol, restart and repeat at least one of their Professional Experience placements.
This information is compiled in Table 3 below.
Table 3: Raw demographic data

Participant data
Gender

Nationality

Female

4

Male

2

Australian

3

Indian

1

Indian /Portuguese

1

Vietnamese

1

Mature Age

5

This sample represents the diversity of the participants, with interview analysis
subsequently providing the depth required for this study.

Ethical Conduct of the Research
My university responsibilities have been to support ITE programs with a focus
on management of the Professional Experience in these courses. As a result, I have a
growing awareness of Professional Experience matters, in particular around the range
of issues encountered. For example, pre-service teachers who fail to demonstrate
commitment to the elected profession; pre-service teachers who have described
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personal hardship; the realities and damaging effects of personality conflicts; a
deficit of requisite knowledge; and, an inability to apply theoretical learning to
classroom settings. As a researcher and workplace practitioner I deliberately abide by
the ethical responsibilities that relate to the involvement of others in the collection of
data and ensure that my professional conduct reflects well on the academic
institution to which I am affiliated (Mercer, 2007). Thus, bound simultaneously by
university research and employee regulations, I was conscious of the dual roles and
potential insider conflicts (Dwyer & Buckle, 2009), as I became caught between
‘loyalty tugs’ and ‘behavioral claims’ (Brannick & Coghlan, 2007, p. 70), and a
clouded understanding based on ‘informed perspective’ (Hellawell, 2006).
Perspectives that emanated other than that of a researcher (Asselin, 2003), and that
reflected a standpoint of being ‘with’ the participants, reminded me continually to
keep my ‘eyes open’, yet make no assumptions about the participants or the contexts
(Dwyer & Buckle, 2009, p. 58). I endeavoured to develop the respect and trust of
participants and colleagues and ensure that the ethical conduct of the research be ‘fit
for purpose’ (Costley, Elliott, & Gibbs, 2010).
These ethical considerations were included in the successful submission
(Approval #12145) to the Charles Darwin University Human Research Ethics
Committee prior to the commencement of data collection. Informed consent,
maintaining participant confidentiality and high standards of integrity and
responsibility were held foremost throughout the entirety of the research (Mauthner,
Birch, Jessop and Miller, 2002; McNamee, 2002).
Participants were provided with information sheets (Appendix 2) detailing the
aims and processes of the research; notified of the opportunity to ask questions about
the research; and, were aware that they could withdraw from this research at any
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time, without negative consequences. Written consent (see Appendix 3) was obtained
from each volunteer prior to commencement of data collection.
Confidentiality was ensured during data collection by conducting uninterrupted
interviews in private. Following interviews, confidentiality was maintained in three
ways. First, data files were labelled using a participant number and date. Second,
transcripts had identifying features (names, schools, geographical locations and
contexts) removed. Finally, I developed pseudonyms in readiness for the analysis and
discussion of the data.
Mindful of my workplace responsibilities, as an academic and coordinator of
pre-service teacher practicum, and wanting to circumvent any undue impact due to
my ‘depth of knowledge’, I remained ever-critical and reflective of my work, to
better understand the range of perspectives that the data presented (Asselin, 2003;
Costley et al., 2010). I sought what Lather described as an ‘interactive’ approach that
summons ‘reflexivity and critique, which guard against ... imposition and reification
on the part of the researcher’ (Lather, 1991, p. 59). I was conscious, however, that
my best intentions might, at best, occupy a ‘space between’ (Roland & Wicks, 2009,
p. 61). Whilst I have hovered closely as an insider as Director, teacher educator and
mentor, and an outsider as a neutral investigator, my informed workplace and
targeted researcher position shaped my overall perspective and permitted me to only
ever fluctuate between these two standpoints. Moreover, while I was in some
respects, an ‘insider’ to the system, I remained an outsider to the experiences of
failure in Professional Experience. Importantly my role was to hear the stories of
those who had ‘inside’ experiences, and not to experience first-hand the
environments of these pre-service teachers.
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Generating Data - Interviews
Data collection primarily consisted of a researcher reflective journal (see
Appendix 7) and open and conversational interviews with a guiding list of questions.
Seeking to build relationships during the data collection period, I placed priority on
physical meetings (Glesne & Peshkin, 1992), and expected to visit participants at a
time and place that would be mutually suitable. Logistics and delays in accessing
participants led me to reconsider this approach and explore greater use of
telecommunications for interviews. Pragmatically, telecommunications such as
Skype, Jabber, teleconference and videoconferencing offered practical options for
more geographically dispersed participants and influenced the mode of interviews.
The mix of data collection options resulted in three face-to-face interviews and three
phone meetings.
Debate around the value of interviews has suggested that the notion of an
‘authentic gaze into the soul of another’ (van Manen, 1990), is idealistic, simplistic
and potentially misleading (Atkinson & Silverman, 1997), with authentic, though
often-inarticulate, stories subjectively influenced by a ‘reflection of yourself’.
Likewise, Finlay (2011) cautions that raw interview data can be ambiguous and not
routinely reflect the phenomenological philosophy that initiated the research.
Divergent ideas, however, suggest that interviews offer richness and insights into an
individual’s socially constructed world and provide an opportunity to reflect upon
own and community actions (Lincoln, 2005; van Manen, 1990). As Lincoln and
Denzin describe, ‘The interview is an active text, a site where meaning is created and
performed’ (p. 25) where formulations of these accounts are ‘data generating’
(Freebody, 2003) and, as ‘inter-relational, interwoven in webs of networks’ (Kvale,
2008, p. 21) they support the construction of postmodern knowledge.
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Participants were invited to reflect on their experience and tell their stories in
their own words (van Manen, 1997). Interview questions were used mostly as
prompts to provide conversational direction and further, to provide springboards for
conversation, interconnected ideas and future analysis. While Smith (2009)
advocates avoiding a strict set of questions to ‘adhere to’ I prepared a list of key
questions, to use as prompts should the interview not proceed organically. (See
Appendix 4)
The semi-structured interview provided the opportunity for narratives to be led
by the ‘expert’ participants (Cope, 2011) without being ‘tied down to specific
answers’ (Kvale, 2008). Intermittent prompts or questions that facilitated further
disclosure from participants were used with caution, as I endeavoured to minimise a
priori influential knowledge. The experiences, to a large extent, complemented rather
than contradicted each other. Ownership of the narratives remained with those
individuals whose knowledge I was interested in collecting. In this way the content
was driven by the participants and brought forth some surprises around their
experiences that were unanticipated.
Following Smith’s (2007) recommendation the interview began with a broad
question that established rapport and provided opportunity for the participant to talk
at length, ‘What can you tell me about your practicum?’ with subsequent questions
based on the dialogue that unfolded. A pilot interview was completed to determine
suitability of my questions and interview technique. Following feedback from the
participant, a follow-up discussion, and my own reflections, it transpired that my
questions and interview style were apt.
Each interview was recorded with the consent of the participants. Prior to the
recording, participants were reminded about the focus of the research and urged to
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indicate if they had questions or needed clarification. While the conversational nature
(Creswell, 2009; Kvale, 2008) of interviews held uncertainties for definitive timing,
one meeting (up to one hour duration) per participant was undertaken, recorded and
transcribed. Participants were provided time to consider and develop their responses
as evidenced within the recordings. As an active listener (Smith, 2007), I prompted
and encouraged when appropriate, for expansion and elaboration on recollections and
emotions (Kvale, 2008). Conscious of my position as an academic, I made deliberate
efforts to circumvent potential power differentials, often using humour and limited
self-disclosure to assist in building rapport and gaining trust (Benjamin, 1981; Hoy &
Tschannen-Moran, 1999; Kvale, 2008). On completion of the interview each
participant was thanked for their involvement via written correspondence (see
Appendix 5) and later provided with a copy of their transcript for verification or
amendment.
For those who could not be physically present, phone and videoconference
options were made available. A preference for telephone over videoconference
reflected greater ease and accessibility of telephone compared to internet dependent,
computer-based forms of communication. With technology a well-accepted approach
in qualitative research (Novick, 2008), the telephone interview is no longer
considered a ‘second-best’ option. Offering minimal deleterious impact on data
quality (Holt, 2010; Trier-Bieniek, 2012), telephone interviews also provided
convenience for participants, for whom parenting responsibilities and/or work
commitments constrained their availability. Virtual conversations offered privacy, a
level of anonymity (Holt, 2010; Novick, 2008) and security in being ‘on their own
turf’ (Sweet, 2002). In particular, this mode signified a non-hierarchical relationship
(Trier-Bieniek, 2012), reduced a potential for the ‘surveillant other’ (Holt, 2010) and
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afforded me the opportunity to take notes unobtrusively (Novick, 2008). An absence
of visual ‘ethnographic’ information, i.e., ethnicity, clothing or context, seemed to
assist participants to focus on the conversation. This was beneficial in later data
analysis in remaining ‘at the level of the text’ (Holt, 2010, p. 11).
An absence of visual cues or body language during telephone interviews often
required repetition of statements and reframing of questions for ongoing clarification.
I learned to expect difficult-to-interpret silences (Sweet, 2002; Trier-Bieniek, 2012),
while responses were being considered. In these often-awkward times, I consciously
avoided interrupting, yet assured the participants of my attention. I achieved this
through interjections (uh-huh, hmm, aahh and yes) that, along with the semistructured nature, enabled narratives to progress. Seeking to build rapport whilst
tuning in to participant perspectives, I listened attentively for auditory cues, sarcasm,
curt responses, and intonations that expected some degree of approval or
endorsement (Sin, 2010; Svensson, Anderberg, Alvegard, & Johansson, 2006).
Active investment of time and thoughtful deliberation allowed me to: build rapport
and put participants at ease; chat informally prior to recording; carefully choose my
words; and, use aforementioned interjections and intonations (Holt, 2010). As a
consequence, the interviews appeared to be non-threatening and elicited readiness to
talk, with the average interview lasting 50 minutes. There appeared to be a keenness
to talk about their experiences and to tell their tales and, in some cases, unexpected
disclosure of sensitive topics was an outcome.
I maintained a reflective journal (see Appendix 7) during the data collection
period that contained researcher notes, accounts of the participants and their settings,
and reflective methodological notes. The field notes, literature links, key themes and
events, as well as political and associated media trends captured candid and evolving
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thoughts and feelings about the research journey (van Manen, 1990). My reflective
notes assisted in guiding further conversation, preliminary organization of data for
analysis and in the generation of emergent themes.

Data Analysis using IPA
This recent approach to phenomenological inquiry provides accessible
guidelines and, while not prescriptive, is subjective and systematic in its procedures
(Eatough & Smith, 2006). Whilst ‘there is a basic process to IPA (moving from the
descriptive to the interpretative), the method does not claim objectivity through the
use of a detailed, formulaic procedure’ (Brocki & Wearden, 2006, p. 97).
IPA stresses its inductive nature, starting with a detailed, nuanced analysis of
one case, and then moving to the meticulous analysis of subsequent cases (Smith,
2004). In analyzing the transcribed interviews I adopted the step-by-step analytical
process described by Smith et al. (2009, p. 82) summarised below.
Table 4: Overview of analysis process based on model from Smith et al, 2007

Step

Focus

Detail

1

Transcription

Verbatim transcription of the content of each individual interview
based on audio recording

2

Reading and
Re-reading

Immersion in the data, engagement with the data, searching for
rich detail. Verify with audio recording.

3

Initial Noting
e.g. writing
notes in the
margin

Detailed and time consuming, examine semantic content and
language. Identify specific ways participant talks about an issue.
Note language used and context. Descriptive comments (what
participant has said), and conceptual comments (interrogative and
interpretive)

4

Developing
Emergent
Themes

Reducing volume of data but capturing complexity. Mapping
interrelationships, connections and patterns. Fragmenting
transcript to chunked themes. (E.g. notes in margin made into
themes)

5

Searching for
Connections

Mapping themes that fit together and relate to research question.
Remove chronological order and regroup into themes. Searching
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Across
Emergent
Themes

for connections across the emergent themes – extract and
integrate themes using strategies:

6

Moving to the
Next Case

Privilege each case; aim to set aside (bracket) assumptions and
knowledge of previous texts

7

Looking for
Patterns

Connections between/across interviews, graphic representation of
consistent themes, identify individual, idiosyncratic and shared
meanings. Analysis maintains a strong interpretive focus.

Bringing it together - compiling. Graphic representation of
themes

As noted by Vagle (2014), data analysis necessitates researchers making
explicit interpretation. Combining qualitative research techniques and small samples
led to the development of fine-grained, contextualised accounts. These accounts
demonstrated that, in addition to enhancing theoretical constructs, hermeneutic
phenomenology can assist in bridging the gap between life episodes and theoretical
concepts (Conklin, 2007; Cope, 2011). My data analysis processes were informed by
the aforementioned procedures and have been expanded upon below:
1. Multiple reading and making notes
The transcripts contained raw, unedited data from the interviews. As noted by
Kvale (2008), transcripts translated from the oral to the written, have the potential for
distortion of real meaning. A methodical alignment of audio recordings to transcripts,
iterative re-readings, and detailed notes (Bazeley & Jackson, 2013; Braun & Clarke,
2006; Griffiths, 2009), was undertaken to overcome a loss of nuance, emotion and
possible distortion of meaning. As indicated by Griffiths (2000) and Bailey (2011),
this practice, albeit time consuming, nevertheless directed focus to deeper analysis
and understanding.
Each transcript was read and reread in conjunction with and separate to
listening to the audio file. Ideas that stood out were noted in the margin that evoked
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closer memory of the interview. On subsequent re-readings further insights and
nuances became evident. For example, nervousness, happiness, or frustrations were
noted as verbalised, non-verbal interjections and silences.
2. Transforming notes into Emergent Themes
Using the transcript, I made annotations on the left of the page that summarised
sections of conversation. The annotations reflected what Richards (2005) described
as ‘topic coding’ and led to inductively derived in vivo, as compared to a priori,
codes that captured each participant’s expressions and nuances. In this sense, this
form of analysis was data-driven (Braun & Clarke, 2006).
Re-reading of my notes generated emergence of a theme, noted on the right
side of the page. Seeking abstraction, I collated the themes for each participant and
grouped these according to similarities or key conceptual ideas. (See Appendix 6)
This process reinforced the notion of the hermeneutic circle (Ajjawi & Higgs, 2007;
Heidegger, 1996), as noted earlier in this chapter, whereby the part is interpreted in
relation to the whole and the whole is interpreted in relation to the part (Pietkiewicz
& Smith, 2012). All themes were recorded against participants’ quotations to provide
evidentiary transparency of the claims (Finlay, 2011) and importantly, each transcript
was completed before progressing to the next (Griffiths, 2009; Pringle, Drummond,
McLafferty, & Hendry, 2011). Laborious yet thorough, IPA’s idiographic approach
assisted me to build an understanding of the subculture of my participants that could
not hitherto be presumed (Dwyer & Buckle, 2009).
3. Seeking relationships and clustering themes
The grouped themes for each participant were compiled thence reviewed,
reconsidered, regrouped and refined into overarching themes. These major themes
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linked to the associated sub themes, and referenced relevant short verbatim extracts
from the transcripts. At this point some themes were dropped if they had a poor
evidential base. Finally, the outcome is presented as a narrative account where the
interpretation offers detail with verbatim extracts.
At this point I needed to consciously select a mechanism by which I could
pragmatically manage the data, interpret the texts, and move back and forth between
the whole and the part, in the manner of hermeneutic phenomenology. Here, however
opinion is divided with dissent between ‘preserving the whole of the account’
(Hollway & Jefferson, 2000), and the use of coding, software packages to provide
the ‘warrant’ for the quality of the research practice (Bazeley & Jackson, 2013;
Richards, 2005).
In comparable research using small group studies and where the participant
sets the agenda, Hollway and Jefferson (2000, 2008) claim that ‘free association’
sought the ‘gestalt’, or wholeness, that informed each person’s life. Summing up
their preference for holism over reductionism they assert that by seeking granularity
and applying extensive categorizations and coding, data are no longer rendered ‘in
context’. They contend that ‘the more we subdivided categories […] the more these
risked fragmentation, thus threatening the whole that gave them their meaning’
(Hollway & Jefferson, 2000, p. 108). In contrast, advocates of methods embodied by
software packages, such as ATLAS.ti and NVIVO, stress that coding, concatenation,
retrieval and comparison do not undermine hermeneutic understanding (Bazeley &
Jackson, 2013; Richards, 2005). Following multiple holistic readings and reflections,
coding and categorizing can commence and lead to discursively presented
interpretive accounts (Yates, 2003).
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I subsequently elected to use NVIVO, a qualitative computer software analysis
program, as a mechanism to primarily capture and securely store the data set. The
preparation of codes and associated storage nodes, while time consuming, offered me
efficiencies in clustering, viewing and reviewing hierarchical data. I discovered that,
by linking descriptive memos as emerging constructs, I could evaluate and validate
the codes, nodes and references that had produced each theme. (See NVIVO Sample
Appendix 7)

Validity and Reliability in Qualitative Studies
The IPA structures offered me assurance around accountability, clarity and
safety that added to the credibility of my research. Validation was important not
only when using the software, but across the entirety of the research. Seeking
research validity meant seeking ways to ensure that ethical, effective and trustworthy
measures would provide sound, reliable and credible results.
Seeking validity in this inductive, subjective study meant considering the
deployment of techniques typically recommended for qualitative research i.e
triangulation, reflexivity and member checks (Lincoln & Guba, 1985). An
expectation and commitment to retaining integrity and quality demanded accuracy of
records of participants’ accounts of experiences (Alvesson & Sköldberg, 2000). The
discrete nature of this research demanded equally discrete measures and criteria
regarding rigour and trustworthiness. While guidelines exist (Elliott, Fischer, &
Rennie, 1999; Yardley, 2008) for qualitative researchers, a combination of researcher
immersion (Smith, 2007), and the constructionist nature of the research, indicated
that validation criteria may require tailoring to its purpose (Griffiths, 2009). Criteria
developed by Elliott et al. (2008) and Yardley (1999; 2008), (see Appendix 8)
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provides non-prescriptive, interconnected and overlapping guidelines that can add to
the: legitimacy of the qualitative approach; identification of inbuilt controls and
rigour; and, identification of the most appropriate approach to research studies.
Brocki and Wearden’s (2006) critique of IPA as a methodology, discussed
various measures to ensure validity and stress the importance of peer checking, joint
researchers’ analysis, or feedback from participants on preliminary interpretations.
My position as researcher and Professional Experience academic provided me with
an opportunity to discuss emergent nodes, codes and themes with my doctoral
supervisors, relevant field-based and academic colleagues. Collectively these
discussion offered validation of initial interpretations. However, Yardley (2000) and
Bazeley (2013), offer contrasting perspectives to these practices and argue that peer
credibility checks are potentially redundant, as the subjective bias of IPA would be
unlikely to determine identical codes, nodes and themes. Following these
recommendations I ensured that participants were emailed a copy of their transcript
prior to coding and interpretation, and invited to add comment or further elaboration.
Once confirmed, repeated listening to audio recordings confirmed accuracy of
transcription, brought me closer to the data and, strengthened the reliability of my
analysis. I employed iterative re-reading of data, thorough description of categories,
and revisiting and reviewing codes and themes in order to allow the data to speak for
itself.
In tandem with ‘moving back and forth between the parts and the whole of the
text’ (Kvale, 2008; Laverty, 2008), my personal reflections and notations assisted in
my interpretation. Locating and finding synergy between my reflective journal (see
Appendix 7) and participant data, served to simplify the exposure of themes, and
contributed towards the trustworthiness of the research. In this way, my participation
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in creating data (Koch, 1996), added to the hermeneutic circle and provided me with
mechanisms for self-reflection and reflexivity.

Reflexivity
Dewey’s emphasis on reflective thinking has been furthered for researchers to
turn a self-directed critical, or reflexive, gaze (Finlay & Gough, 2008; Koch, 1996)
that can demonstrate the integrity and trustworthiness of findings. Seeking a deeper
reflexive understanding (Laverty, 2008; Pietkiewicz & Smith, 2012; Smith, 2007), I
embedded personal interrogation and declaration (Finlay & Gough, 2008), into the
data to reveal aspects of myself and enhance hermeneutic alertness (Ajjawi & Higgs,
2007; van Manen, 1990) that led me to reflect on meanings rather than accept
interpretations at face value.
In summary, a deliberate reflexive focus, as captured in my field notes and
journal (see Appendix 7), formed a crucial part of the iterative processes of data
collection, analysis and interpretation.

Positioning myself in this research
Like many of the pre-service teachers in this research, I brought a diversity of
background experience and an earnest yet fledgling approach to the research process
(Goodrick, 2009; Grbich, 2007; Silverman, 2006). This experience has been
demonstrated by knowledge and perceptions as a teacher and leader in the school
sector for over two decades; policy and governance insights as a departmental
adviser; and, rich experience in management of Professional Experience in ITE
courses as an academic. In each setting my experience included working with preservice teachers who ranged in ability and commitment, as did the various practising
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teachers and colleagues with whom I worked. Additionally, my experience in school
leadership and management included identification and implementation of strategies
for those who were underperforming. As a result, I have first-hand knowledge of the
difficulties that educators face in negotiating situations where individuals are
misplaced or unsuited to the profession. In a not dissimilar role, my present
university responsibilities have been to support ITE programs with a focus on
management of the Professional Experience in these courses.
Immersion in this volatile space further sparked my interest to undertake
research into the complexities of the Professional Experience, especially for those
students whose experience is compromised or marginalised and where they have
experienced crisis. This perspective had a profound influence on how I thought about
the relationship between tiers of teaching; the broader implications for understanding
the readiness of pre-service teachers for the profession; and, as well as the readiness
of the profession to work with those who will succeed them in future times.
Dialogue with colleagues and practitioners continued to raise my awareness
around the multifaceted challenges that pre-service teachers face in conjunction with
corresponding expanding problems for educators. Conscious of the empowered
perspective from whence I came, I nevertheless sought to avoid constructing myself
as one who appeared to already know (Finlay and Gough, 2008; Richards, 2005;
Sanders, 2003). My view, in terms of research generally, was to see myself as an
enabling agent. I hoped that, by allowing participants to tell stories as befitting their
own purposes, they could empower themselves and, at the same time, take me to a
position whereby I could use their stores to distil, construct and convey truth.
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Limitations
The purpose of the study, to explore the failed experiences of now graduated
pre-service teachers during periods of practicum placement, funnelled my attention
around appropriate data collection. My focus was the meanings and sense-making
that the participants ascribed to their experiences. Thus the study had a number of
inbuilt limitations. First, participation was limited to interviews only. Other aspects
of Professional Experience were not observed, for instance, no in-situ visits were
undertaken; nor were mentor teachers or academics invited to participate. The
research was focussed upon pre-service teachers’ learning and coping from
challenging and failed experiences. In order to gather this data, recent teacher
graduates were asked to reflect on their failed experiences. Second, the sample
comprised only those who ultimately experienced success. Little is known about
those whose poor experiences resulted in withdrawal and incomplete study. Finally, a
limitation that could be interpreted as a criticism, is concerned with the
methodological IPA emphasis on the individual, although interpretation revealed
experiences that were common to several within the sample. However, I contend
that a socialised understanding of learning from these uncertain times is needed.
Future research may require methodologies more capable of dealing with these social
complexities.
Similarly, various risks became evident as the study progressed. Risk factors
included a potential for over-representation of deficit experiences. I was aware that
data may have been influenced by: the participant’s awareness of the research topic;
a diplomacy of language and representation of ideas; and, and an unconscious
distortion as fading memories of these temporal events have long past. To diminish
these concerns, participants were encouraged to reflect upon their experience and tell
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their stories, albeit disjointed or focussed on specific events. In this way reflexive
insights can trigger on-going sense-making. As the researcher, I sought to remain
objective in my responses to their accounts although my mere presence and
contribution to these processes undoubtedly influenced the perceptions that the preservice teachers expressed.
A phenomenological approach presents a many faceted predicament. It requires
researchers to quarantine their own experiences (Ary, Jacobs, Razavieh, & Sorensen,
2009). Yet, I was essentially a researcher and a member of the same profession as the
participants. I needed to confront my subjectivity and, through the processes of
interviewing, questioning and focussed listening, begin to expand my researcher
horizons and understandings (Glesne & Peshkin, 1992), to successfully interpret the
data. This approach offered me a way to work holistically with participants along
with my own presuppositions (Vagle, 2014). It unlocked a fuller understanding of the
voices and vulnerabilities of the participants, their uncertainties, challenges or risks. I
have been motivated by encouraging reviews for this approach (Bailey, 2011; Finlay,
2011; Vagle, 2014), and expect that IPA, while still gaining momentum, may rival
existing hermeneutic phenomenological practices.
Finally, the intent of the research was not to compare educational jurisdictions
or ITE providers, nor compare the specific demographics of teacher cohorts across
Australia. My key focus was the participants, their experiences and their learning
journey related to school-based practicum. Phenomenologically, the study relied on a
double hermeneutic in which ‘participants are trying to make sense of their world;
the researcher is trying to make sense of the participants trying to make sense of their
world ’ (Smith, 2007, p. 53).
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Compiling and writing up findings
The results of this research and the analytical process are presented in the
findings sections, with superordinate themes and related core dimensions described.
Typically IPA research findings are presented as a narrative followed by a discussion
that relates the emergent themes to extant literature (Hefferon & Gil-Rodriguez,
2011; Pietkiewicz & Smith, 2012; Smith, 2007). In this study each theme is first
expanded upon with interpretation that examines the stories of Professional
Experience.

Furthermore, quotes are embedded with the interpretation

demonstrating the individual experience, threading together each person’s account,
offering an in-depth window into the lives of each participant. Importantly, the
participants’ quotes provide a voice, whilst still making interpretations of each voice
distinct. Second, my reflexive comments assisted me to extrapolate deeper meaning
that could supplement each narrative. Finally, a discussion follows that embeds wider
theoretical implications and offers deliberations for future practice as well as areas
for further research. As Polkinghorne (1989) stressed, phenomenological description
should provide the reader a feeling of ‘I better understand what it is like for someone
to experience that’ (p. 46). In seeking this outcome, my collected data were
systematically analysed based on the assumptions that:

researchers’ have prior

knowledge; essences or core meaning involve imagination, intuition and reflection;
and, importantly that theory begins to emerge from the data.
In seeking ‘theoretical generalisability’ Smith et al. (2009), this study will
make a valid contribution to the understanding of the pre-service teacher
experiences, whereby a focus on the individual can begin to illuminate a widespread
understanding. The application of IPA analysis interlaced refractive, illuminating
insights with metaphorical references from participants. Metaphors provided an
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‘inferentially productive’ (Shinebourne & Smith, 2010) mechanism to describe some
of the subjective, difficult-to-describe sensitive topics, yet offered a capacity to
elaborate on the ‘messy realities’ (Tay, 2014) of participant experiences. The
vividness of metaphorical language brought to life the differing life worlds of
‘transactional experiences’ (Shinebourne & Smith, 2010, p.62), during these
uncertain times. These authors have expanded on the work of Ricouer (1978), who
demonstrated that metaphor can powerfully and efficiently communicate daily
experiences to reveal deeper meaning. Similarly, pauses and silences, re-sorting,
grouping and privileging aspects of data, directed my thoughts into unanticipated
places and snared a ‘fulfilling insight’ (van Manen, 1997, p. 114) towards the
broader meanings being sought.

Concluding Comments
The processes of becoming a teacher, crafting and maintaining an identity,
embracing resilience in times of increasing globalization and risk, formed a backdrop
to the challenges and uncertainties for Professional Experience in ITE. A
methodology that provided insight into these uncertain times followed the principles
of phenomenology. In locating the recent hybridised IPA hermeneutic approach
(Finlay, 2011), and legitimating researcher disclosure (Gadamer & Lawrence, 1982),
I discovered that my presuppositions could legitimately contribute to and enrich the
data sample.
What emerges from the data is a complex interrelationship of the many
variables experienced during Professional Experience. Three overarching themes
capture the dominating influences for participants in this study and are elaborated
upon throughout the next chapter.
Chapter 3: Research Design
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To acquire a horizon means that one learns to look beyond what is close at
hand - not in order to look away from it but to see it better, with a larger
whole and in truer proportion.

Gadamer (1975/2004, p. 304)

This short chapter acts as a preface providing a set of six descriptive pen
portraits that present snapshots of each participating pre-service teacher. These
portraits hold a dual purpose. First, they allow the reader to gain some understanding
of the background and characteristics of each participant. Second, the information
identifies triggers that were used by the researcher in the interpretation of interview
data.
Each pen portrait begins with a short quotation from the pre-service teacher
that captures the essence of each participant and gives a brief insight into the
evidence as presented, interpreted and analysed in this and the subsequent chapter.
Using Gadamer’s (1989) notion of a horizon, these pen portraits offer a basis by
which a holistic picture of each individual lends closer meaning and some proportion
to the data that follows. Reflecting on my insights as a teacher educator I empathise
with these participants as they enter an environment of increasing demands and a
corresponding scarcity of opportunity. Aspects of my own subjectivity added to the
complexity of interpretation as my own values shaped the direction of the research
and each relationship. Cognisant of the unconscious yet inherent power of the
interviewer I resisted sharing my views that may unintentionally appear to dominate,
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but in maintaining my critical realist stance (Finlay 2012), I also recognised that my
interpretations were merely probes into just one facet of this period of uncertainty.

Bernadette
In some instances mentor teachers . . . are not willing and I mean, really
willing, to take on the student teacher to groom them, to train them, to play
the mentor’s role.’

Being of mature age and with a young family, Bernadette came to teaching
ready to learn and share her strengths. Previous degrees and life experiences in the
Australian Defense Force, local police, state government and professional trade as a
chef were assets that she knew would be of benefit as a teacher. Commendable
academic results however, were not matched with feedback and assessment from her
in-school practicums, being failed experiences. According to Bernadette these were
associated with a series of poor communication and inadequate teacher support.
While she was keen to discuss various aspects of her course enrolment and
ready to bear witness to the good and the bad within teaching, she became fixated on
her unrewarding practicum experiences. When discussion turned to her mentor
teachers her eyes sparked and the tone of voice was raised as she became more
animated. Bernadette claimed that she was the subject of personal and physical abuse
during her two of her placements. She declared that she had received little support
from the school, and arbitrary, inconsistent and variable support from the university.
Difficult matters appeared to be handled through a culture of silence and her
demands for action resulted in her becoming the recipient of targeted blame cast
upon her by her supervisory teachers.
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Forthright and determined, Bernadette approached the university to ascertain
her future options. She successfully repeated her two failed placements, adding a
further year to her studies, and, on completion of her teaching qualification, now
works in a metropolitan secondary school. In less than three years she has been
promoted into a senior position and prides herself on this achievement. Bernadette
feels privileged to be a teacher, and actively promotes and facilitates equitable,
scaffolded practices for neophyte teachers and future graduates in her current
workplace.
---------------Debra
On the basis of that 10 weeks I could not have said that I could go and teach
anywhere; it was a complete and utter waste of 10 weeks, apart from some
fantastic relationships with a really great group of kids

With previous degrees and life experiences Debra was articulate and selfassured as she commenced her teaching qualification. She was confident that she was
ready for this career change and was well aware of the workload of the academic
course, the intensity of placements, and the longer term demands for classroom
teaching. Her previous advisory career in Australian immigration had well prepared
her for tricky times ahead and she felt that she was more than ready to tackle any
challenges that arose, and looked forward to this next phase of her life.
In this scheduled and final ten-week placement, Debra’s unexpected difficulties were
exacerbated by the non-commitment of her supervising teacher to plan and teach
collaboratively. As a consequence she felt alienated within the school, marginalised
and disempowered, and was loathe to seek support from the school leadership.
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Indeed, support across the school was not an option as she began to realise that her
teacher seemed estranged from her peers. Debra completed 10 weeks in a classroom
with a non-cooperative teacher, which she deemed to be a ‘complete and utter waste
of time’.
There was an intensity that Debra brought to the conversation. Her manner was
forthright and confident and, as she recalled her frustrations, it seemed evident that
she was unused to failure. This failed chapter was devastating for Debra, who unused
to underachieving, suffered a brief yet intense nervous collapse. Yet, with more to
offer and knowledge that her work ethic and ability was sound, she was keen to
salvage some semblance of dignity. Seeking confirmation of her ability, Debra
subsequently repeated her placement, pleading with some sceptical staff in a
different school to be brutally honest about her capacity to teach.
In her next school, the leadership was ready to provide the support and
productive criticism that she requested, which paradoxically, appeared to be minimal.
Following this supportive opportunity, Debra completed her repeated placement with
absolute success and now works in a primary school in a metropolitan area.
---------------Eddie
It wasn’t my concept. It wasn’t my knowledge.
It was, like, the other practice.

A recent immigrant from Vietnam Eddie was well-spoken, relaxed, friendly
and frank. Conversation about his entry to teaching flowed effortlessly. He described
a successful business career before commencing his secondary school teaching
degree. Choosing to enrol in an online course provided Eddie with both flexibility
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and constraints in completing his course. For Eddie, placement flexibility meant
greater options around localities and time frames in which his placement could be
undertaken. Constraints became the difficulties in finding host schools in urban
areas. Eddie’s commitment to completing the course was demonstrated in his
personal openness of approach and readiness to relocate to a rural setting, which, at
first, appeared to be an achievable, if costly, option.
Embarking on a teaching career was a mixed string of experiences, as Eddie
moved from an initial placement with a welcoming and accommodating staff to a
subsequent school where he bore the brunt and ongoing hostility of his host teacher.
After two months his placement was terminated, with no communiqué or clear
explanation as to ‘why’. Eddie was neither bitter nor angry about the time and money
he wasted. Rather, he recalled with positivity his subsequent teacher who showed
interest in him and provided him with the scaffolding that he needed. He also is
grateful to the principal who employed him as a primary school teacher and has since
found opportunities to tap into the cultural and academic strengths that Eddie has to
offer.
Eddie openly acknowledged that he had a lot to learn about Australian
classrooms and teaching practices and but held no rancour for his failed experience,
believing it to be a valuable learning period in his life. He commented that his
learning has offered understanding around learner development that extends beyond
the classroom. He has developed new insights into social norms and values that he
had not expected. He has since been able to experience positive and supportive
placements and achieve successful grades and now works in an urban primary
school. In retrospect he commented that he probably needed to know more about
teaching, especially teaching in Australia, before he embarked upon this career
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change, but he was nonetheless surprised by the inconsistent levels of support he
received.
---------------Eric
You can’t really tag the whole profession just because someone, one person,
has been a certain way.

Eric, of European and Asiatic background, held business qualifications and
experience, and was altruistically motivated to teach having witnessed first-hand
groups of orphaned children with little opportunity for a rewarding future. Making
this career change was foremost in Eric’s mind, and he prided himself on how
quickly he completed the course, while simultaneously holding down a part-time job
and raising a family.
Conversation with Eric flowed easily, and he was happy to lead once the
interview had commenced. He was a confident and determined man. Initially he
appeared boastful, possibly even conceited as he described his academic success. He
held a strong personal belief that teaching was the vocation for him, that he had a lot
to offer, and that he would experience gratification. However, he was ready to learn
from others and actively sought guidance in planning and teaching at each step along
the way. Further into the interview, his manner shifted as he voiced his frustration
and discontent with the hurdles that he encountered.
Although fiercely determined, Eric faced numerous obstacles within each of
his placements that consisted of racial slurs, being paired with inexperienced teachers
and being subjected to in-school disputes between staff members. His self-assured
demeanour and previous life successes had not prepared Eric well for the pre-service
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teacher experience. Eric readily reflected on his own learning and classroom
readiness, but found that collegial and reciprocal learning opportunities were not part
of the classroom practice in his host schools. Even as he voiced his concerns and
challenged the embarrassing and belittling events across his placement periods, he
was surprised at a lack of professionalism across the schools where he had completed
his Professional Experience. In his opinion the teaching that he witnessed involved
neither expertise, nor acceptable teaching practices.
Now graduated, Eric works in a regional primary school and commutes each
weekend to visit his family in the city. He plans to undertake further study, yet
workplace stresses and school-wide behavioural issues have presented new
challenges and stresses that he now faces.
---------------Natalie
Part of the profession is working with different people and sometimes that
works well and sometimes it doesn’t, and this is just a case where it’s not
working well, but just push through it.

Following a gap year Natalie transferred to teaching after commencing studies
in psychology. She openly stated that teaching was a pragmatic choice over
Psychology, and Creative Arts, specialising in Dance. For Natalie teaching offered
sound prospects for the future: it is transferable; employment outlooks are good as
increasing numbers of teachers retire and, job security is higher than it would be for a
professional dancer. Teaching presented as a sound choice. An enthusiastic and selfprofessed capable student, she breezed through her academic work and her initial
Professional Experience placements in urban high schools. Her confidence in her
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ability was shaken, however when she was confronted with numerous unrealistic
demands of a teacher in a later Professional Experience. Planning documentation was
expected weeks in advance, and then ignored. Planning that was reviewed was found
to be at fault, although Natalie’s academic standards and previous practicum reports
were exemplary. Attempts to improve her situation were increasingly unproductive:
timely support from the university was unavailable and discussions with the more
congenial school staff members appeared to have little impact.
Uncertain of ways to tackle her situation yet wishing to maintain respectful and
professional, Natalie ultimately questioned her commitment to teaching. A timely
discovery of a remote placement program saw Natalie successfully apply, and then
fled to an isolated school setting. Her successful and rewarding placement there
rekindled her previous desire to teach and prompted Natalie to fight her demons and
return to her previous school, with a successful and productive outcome.
Natalie now works in another comprehensive school in a remote area and feels
that this is extremely fulfilling. She has rekindled a love for teaching and, while the
challenges remain, they are far from those that she encountered in urban school
settings. She believes that teaching in this environment has kept her more in touch
with the holistic needs of education.
---------------Vivienne
I never gave up, that was the one good thing.
I never gave up, I had a lot of issues and I was never feeling guilty or never
felt ashamed of anything.
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Attracted by the opportunity to undertake tertiary education in Australia,
Vivienne and her family emigrated from India with sights set on her becoming a
teacher. Her academic studies presented minimal challenge, her mathematical
background, previous qualifications and life experiences more than readying her for
academia in a new country. In contrast, her in-school experiences in Australia were
awkward from the start. Her first placement was problematic in numerous ways:
getting to the designated school required significant travel each day and, with no car,
this tested her resolve. Further complicating this, the primary school setting held
little correlation for her math and science expertise. In good spirit Vivienne did her
best, yet made clear her request for subsequent, discipline relevant secondary school
placements in handier locations.
There was an almost infectious vitality to Vivienne. She brought an effusive,
emotionally charged enthusiasm to her learning and, although she felt some
inadequacy in oral language fluency, she knew that it would only take a short time
for her to work comfortably with English. Indeed, for me, her only limitation was the
rapidity with which she spoke.
Schools did not appear to embrace Vivienne in the same way that she
embraced her new learning. In her final year she undertook three incomplete, ceased
and unsettling placements, where her ethnicity seemed to be instrumental to the
welcome and the support that she received. She was overtly taunted by teaching staff,
and while unstated, her termination of placements seemed racially driven. She still
puzzles over, ‘What was it about my culture or my heritage that stood in my way’?
Interracial conflict and an uncontested dominance of her teachers placed
significant demands on her time with menial and unnecessary demands outside the
requirements for her coursework. Essentially she became to the subject of
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psychological bullying, with little recourse offered by the leadership in the school.
Support from the university buoyed her, although Vivienne is steadfast that the
power invested in schools, teachers and parents can be both conflicting and counterproductive for pre-service teacher progress, and affords little space for successful
intervention. Determination prevailed with Vivienne’s subsequent and final
placement being positive and supportive. Ever pragmatic, she has surveyed the
employment market in her location, has weighed up primary versus secondary
employment opportunities and now works in a primary school in the metropolitan
area.
-

---------------

Complementary to these introductory profiles, participant data has been
summarised and provided in table 5 below. This table offers collated information
around prior learning, course of enrolment and teaching specialisations. The final
two columns offer further insight and provide: 1. the recommended course length
and, 2. the length of time taken for each participant to complete their course.
Table 5: Collated participant data
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A further table (Table 6) presents information around the number of prior and
successful placements that preceded the period of challenge or failure for each
participant.
Table 6: Practicum success and failure

Name

No. of
successful
prior
placements

No. of
incomplete
or failed
placements

Bernadette

5

2

Debra

3

1

Eddie

3

1

Eric

3

1

Natalie

4

1

Vivienne

3

3

From this table of collated data, the variable success of each participant is
evident, as is the extent to which some participants’ were challenged. These
summaries provide elaboration and detail that, in turn, assisted in the subsequent data
analysis in the following chapters.
Two analysis chapters follow that present the stories as interpreted using the
accessible procedures, and structured approach of IPA (Bailey, 2011; Braun &
Clarke, 2006; Smith et al., 2009). Prominent in each chapter were the voices of the
participants, whose descriptions, assumptions, sound bites, acronyms (description of
analysis in Ch. 3), idiosyncratic figures of speech, metaphors and emotional
responses were generative in the development of this interpretation. Authentic
participant quotes legitimise the text and allow for the various voices to be woven
together.
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Further to the participant profiles introduced Chapter 4 are short vignettes that
thread throughout the two analysis chapters. These short summaries offer an
opportunity for the reader to briefly revisit some of the characteristics or experiences
of each participant.
In revisiting the purpose of the study and expanded upon in the previous
chapter, the underpinning premise of phenomenology provides a focus on ‘being’,
constituting inseparable involvement with our world. Making subjective sense of
experiences and interpreting these as ‘being-with’, is central to mutual understanding
and crucial in phenomenological research (Gee, 2011).
Consequently, through ideographic interaction with the texts, I developed an
understanding of the lived experiences based, at least in part, on my own experience.
At the same time, I sought to avoid the inadvertent omniscience of the researcher
(Lather, 1991) in my interpretations. Understanding my own insights and
perspective, based on my expectations, preconceptions and assumptions, reinforced
the fundamental truth of the hermeneutic circle in that non-positional understanding
cannot exist. Importantly, in this analysis chapter I have endeavoured to present
themes that were created from my researcher’s perspective.
Two overarching themes emerged that provide insights into the experiences of
the participants. These are labelled ‘Derailment: a shattering of expectations’, and
‘Back on track: self-belief and affirmation’. Participant accounts, synthesized and
interpreted throughout these themes, have been presented using organisational
labelling as a common thread. Labelled as personal, situational and relational
dimensions, these help to categorise the collected data.
Within each dimension are elements that are expanded upon throughout the
chapter that reflect and elaborate upon the unfolding interpretation of the data.
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Derailment: a shattering of expectations

And Aaron shall place lots upon the two he goats: one lot ‘For the Lord,’ and
the other lot, ‘For Azazel’ (for removal or as scapegoat).

Leviticus 16:8

Introduction
An overarching theme of ‘Derailment: A Shattering of Expectations’ captures
the combined experiences described by the pre-service teachers in this study. This
theme also highlights characteristics that featured in the practicum experience. These
include: intrinsic inertia; volatile events; and, experiential and relational insecurity.
To expand, in each of the cases, the participants knew that they were entering a
profession that required them to demonstrate their readiness for teaching. What was
unknown was a reality that spoke of resistance to change; a perception that a preservice teacher was a burden in some classrooms; and, an overarching expectation to
maintain the status quo. In each case, a series of continuing incidents, predominantly
unpredictable and fundamentally unacceptable, contributed to the participants’
derailments. Events were connected to the nature of the relationships during this
period and, for some, became a consequence of apathy and disinterest extended
toward them. Participants were in a position of little or no control, yet were expected
to maintain some sense of professionalism and dignity and fulfil the expectations of
their course. Exhibited and expressed in various forms, their experiences can be
summarily captured through the following excerpt:
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That was actually an ideal school for me because the school is mostly for
migrant kids but the problem there was I was very naïve and I was very new
to the school culture and the Australian culture itself.
I wasn’t able to concentrate much in my placement because it was hard for
me to adjust with the mentor and to cope with the kids. The kids were a
little bit aggressive. [ . . . ] so it’s very hard for me to teach this sort of kids
which is really very new for me because I haven’t seen kids like this [ . . . ]
who come to school just for entertainment and wasting the time and calling
the teacher shit and all that stuff. This was very new to me so I was fairly
shocked; it was a cultural shock for me. And another thing is, I couldn’t
maintain a very good relationship with the mentors. I had two mentors and [
. . .] they had some issues with their professional selves there so me working
under these two mentors again created a lot of confusion (Vivienne).

In this account, Vivienne entered her Professional Experience as a confident
and expectant learner, well aware that she would encounter differences and new
ways of working in schools. Vivienne, an Indian student undertaking study in
Australia, was representative of those learners in an increasingly mobilised and
globalised world. Unexpected for Vivienne, however, was the markedly different
nature of the classroom students, their disinterest in learning, and an aggression
evidenced within the student group and ultimately between Vivienne and the school
staff.
The analysis begins with a focus on the expectations of the participants and
explores their beliefs and readiness for teaching practice.
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Personal expectations
This dimension represents the participants’ beliefs and anticipations regarding
their awareness and preparedness for Professional Experience, with anticipated
scaffolding and support from the school and/or the university. Classroom readiness
was central to each participant’s discourse yet disclosed unclear and oftencontrasting opinions around what was expected and by whom. The responses
typically reflected divergent perspectives, and incorporated explicit references to the
university, the school and the class teacher.

Situated support
All participants acknowledged a need for pedagogic scaffolding and yet their
resultant period of difficulty seemed to emanate from within aspects of this learning.
Confronting the pre-service teachers was awareness of being unwanted and of
questionable value in the classroom space that seems to contrast the intent of the
Professional Experience and the acceptance of mutual worth and reciprocal learning.
As literature indicates, a commitment to hosting a pre-service teacher suggests that
time and energy must be invested in providing scaffolded learning and advice,
(AITSL, 2014; Ambrosetti, Knight & Dekkers, 2015; Zeegers, 2005). In addition to
this scaffolding, the character of the pre-service teacher is gradually augmented as
they build a professional teacher identity. As a consequence, each participant held
expectations that mentoring teachers would be exemplars of best practice. They
entered the period of Professional Experience eager to learn the intricacies of
teaching, to marry their theoretical learning with classroom practices. They expected
to be welcomed and respected, to evidence professional technique, and to receive
guidance and unconditional support in their journey to become a teacher. They
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expected their mentoring teachers to be role models, to provide reassurance and
constructive assessment whilst simultaneously allowing the pre-service teacher to
take risks and try new approaches to teaching and learning. And most importantly,
they expected to engage in collaborative, reciprocal and professional discourse
around learning as they worked together towards a common goal.
Expectations of care, concern and guidance from class teachers and open and
honest communication was largely elusive, or simply not attainable for most of the
participants. Eddie’s comments indicated that he became resigned to what eventuated
as an absence of relationship and communication, although this seemed to be pre-cast
from the outset. ‘Well, there was [ . . .] no, conversations, there’s a lot I think we
could relate to each other on. But it just didn’t click really. That’s pretty much it. It
just didn’t click’ (Eddie). His non-nurturing environment reflected awkwardness and
unease around his progress, in particular regarding feedback. The support and
guidance that Eddie had hoped for, was not forthcoming and deemed to be connected
to an uneasy relationship with his supervising teacher. Ironically, Eddie had acted on
recommendations from his previous school to seek a future placement in a more
demanding location, to better prepare him for the realities of teaching. His previous
school was in an urban setting with well-behaved and high performing students, and
in acknowledging this advice, Eddie made a concerted effort to complete a second
Professional Experience with different learners. His new reality, not limited to a
greater diversity of students, extended to an unfriendly and unreceptive teaching
staff, whose actions made it clear that he was not welcome. What appeared to be an
absence of relationship between Eddie and his supervising teacher, resulted in little
guidance around pedagogy or rigorous classroom practice. Lines of communication
quickly waned and minimal feedback was shared as the relationship deteriorated.
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After completing eight weeks of Professional Experience, the leadership in the
school, not the supervising teacher, conveyed negative and derogatory feedback to
Eddie, by which time there was little recourse or opportunities for remediation left
available to him. These types of anxieties contributed to a growing uncertainty as
participants tried to resolve anomalies in their new surroundings.

Eric felt

disillusioned, as he related in the following: ‘she was highly unorganised . . . She
wouldn’t really give me much of a chance to really teach which was a
disappointment for me’. (Eric) Similarly, Debra indicated, ‘I was hoping that she
would give me her program and say well here, we need to now teach persuasive text
in English and you can do that and I’d like you to go away and develop 10 lessons’.
(Debra). These expectations proved to be false, as Eric was given little opportunity to
teach, and Debra was not offered any sighting of her teacher’s planning.
Parallel displays of disinterest were the complete absence of feedback for
Debra, and the resoundingly negative feedback received by Vivienne and Natalie.
Vivienne told of the many instances when she was humiliated in front of the class
and received predominantly ‘discouraging’ and ‘negative feedback’. She related
instances of the teacher goading the students in order to disrupt her classes while she
was teaching, and to then find fault in her planning and pedagogic practice. Natalie’s
authoritative and inflexible teacher did little more than instil panic and dread as she
demanded increasing amounts of planning documentation, that were never deemed to
be satisfactory. In working towards building a teacher identity, participants expected
sanction for the planning and newly formed behaviours, actions and practices, as
they became a teacher. Bernadette made reference to her understanding that schools
are representative of safe, bounded or protected spaces, and quite reasonably
assumed that this educational ethos would be extended to include her. She expected
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to be welcomed as a fit and proper teacher. She decried this protective function as
she declared, ‘I felt vulnerable. Very, very vulnerable, and I felt quite angry that I
wasn't protected.’ Bernadette found that she had few options available to her when
her teacher deemed her to be unsatisfactory. Believing that the school leadership, the
university and the academic staff would support her claims of unfair practices, she
discovered that her voice would remain unheeded. Her version of bullying and unfair
events in and beyond the classroom was discounted. She discovered that the
encouragement of learning and the distribution of justice extended to school students
and school staff and it was made clear that, as a pre-service teacher, she belonged to
neither of these groups. Bernadette explicitly questioned and challenged the
protective, nurturing function of school and university, in her cry of vulnerability.
She felt short-changed, as her expectations for learning and teaching were unfulfilled
in an atmosphere that was neither safe nor supportive.
Similarly Eric’s inexperienced teacher provided little scaffolding and support
for his teaching practice, yet sought his help in completing reports. Collectively,
good ITE pedagogy, in the guise of situated support, did not appear to be present.
That is, within a pedagogy of teacher education, teacher educators and teacher
practitioners must to be able to communicate what they do, why they do it and be
able to demonstrate that their practices are underpinned by knowledge of meaningful
teaching and learning (Loughran, Berry, Clemans, Lancaster & Long, 2008).

University support
Openly critical and ready to cast blame, half of the cohort considered that
preparation and support from school and/or university was lacking. For some,
particularly those students who were culturally new to Australian schooling
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practices, this dissatisfaction was largely overshadowed by a deep-rooted respect for
authority. During reflection, some participants felt that there were gaps in their
learning that became evident once they arrived in their respective schools. As preservice teachers they did not feel that they were within their rights to question. Eddie
felt underprepared for school contexts and found fault with the university inferring
that, for the school-based experience, ‘there wasn’t any structure that helped me’. As
a recent immigrant to Australia from a non-English speaking background, his
speculative yet respectful response was repeated numerous times throughout the
interview. While this deference was unmistakable for participants who identified as
International or recently migrated individuals, most participants recounted feelings of
being de-identified, blocked and suppressed, with little opportunity to report or
resolve their respective troubles. Eddie, in particular, grappled with the different
expectations that confronted him:
I think it’s too much to expect of a prac student to just know everything
already and have it down pat. Yeah, I want to teach kids, I don’t know how
to go about it. And it looked easy, just seeing a teacher go up there and just
talk about it, because they had so many years and they don’t have to have
that sort of preparation. It’s like going to a board meeting so many times
that you just know what to say, know what to do. It’s automatic, right, and
you go to a board meeting for the first time with a bunch of new clients, let’s
put it that way, like, in this case it was like 15 clients, and you don’t know
how to pitch what you want to pitch to them, that was really hard (Eddie).

The frustration expressed by Eddie intensified his destabilising teaching
experience, and reinforced those additional difficulties for those who had to process
being in a different country, a different school, in a classroom with children of
different values and cultural beliefs.
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The experience, however, was not limited to International students, with
comparable, disrupting stories unfolding for others. For those with established roots
in Australia, their experiences were similarly disturbed. Bernadette’s frustration
came across emphatically during her interview, as she first reflected on, and then
articulated the sort of teacher she had wanted to be. For Bernadette blame was
plainly cast on the university as she fervently recounted her discontent. When asked
about support or flexibility provided, she was quick to answer:
Absolutely nothing . . .nothing. They gave me nothing. I actually forced their
hand. I had to. I had to finish. There was very little done for me. There was
very little done for me from the start of my degree. I managed to cobble
together a degree which has become very empowering to me. If you do have
a practice that doesn't go as well as it should, the support is not there. This
support is not there for the debriefing which really needs to be put into place
for other student teachers (Bernadette).

Her vehemence continued as she scathingly described the university, the
schools and the quality of experience that she was expected to endure. Speaking with
conviction, her anger was palpable as she drew upon the enduring memories of her
repeated poor experiences.
One important aspect of Professional Experience is the exposure to pedagogic
practice that is vital in the development of new teachers. Participants expected that
these practices would be shared with them and that they would be openly visible.
Debra held an expectation that sound practices would be evident and
reinforced, to ready her for the profession. While struggling to engage in an
unwelcoming and obstructive environment, Debra however, reported numerous
instances of social distancing, feelings of embarrassment and despair.
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experience highlighted that the emotional consequences of rejection and failure was
associated with acute stress and feelings of inability, radically affecting her
emotional well-being as she declared:
I think my ego just disappeared because whilst I’ve had a career of being
successful in another area, I’ve come to this career with a lot of expectations
but nothing behind me and to have that experience, I was ready to walk
away, I really was. Yeah, it took me about a month and I think my husband
was concerned about the investment of time that I had given to it and that I
was just going to walk away, and so he suggested that at the end of the day
really I needed to finish it and that I wouldn’t be happy within myself if I
didn’t because I’ve never really walked away from stuff (Debra).

Debra’s story depicted a process of regression, leading to symptoms of
depression. She recounted the much-needed support of her family and friends as she
sought to overcome the hostile situation in which she had found herself, ‘I needed
that validation that I wasn’t rubbish’.
Below, table 7 offers a short vignette that adds further elaboration around
Debra’s experiences.
Table 7: Vignette 1: Debra
Debra:
I looked for someone I could bounce ideas off and, just to be, to find myself in such a
negative relationship so early on was, yeah, it nearly put me off the whole thing .

The negativity during this experience was a major contributor in Debra
staying on in a classroom where she received little more than poor attitude
from her teacher. Debra, in her forties, had years of experience working in a
government position and she confidently embraced the career change to
teaching. Debra is independent, self assured and articulate, has a strong work
ethic and, as she commenced her final Professional Experience, she expected
to experience role modelling and mutually agreed planning and teaching
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sessions that would confirm or deny her ability to teach, making explicit her
expectations.
Instead she experienced ten gruelling weeks where Debra and her teacher
were seemingly estranged. The only classroom mentoring she received was
from a supply teacher. She had not evidenced any sound classroom planning
or management practices, ‘she basically walked into the classroom every day
and just winged it’, and the only thing that kept Debra going was the
‘fantastic bunch of kids’ who, in her opinion, largely taught themselves.
Debra left the school declaring the ten weeks to be an utter waste of time.
Walking out took its toll on Debra however, as she plummeted into a mental
breakdown. The intense workload, the trauma of a hostile relationship and an
unfamiliar experience of non-success was debilitating for Debra.
Re-evaluating her position and determined to discover if she was indeed fit to
become a teacher, Debra repeated her practicum, appealing to the school
leadership in a new location for closer scrutiny.

The collected mixed feelings and opinions further shared perceptions around
the variability of pedagogic practice and situational support. These ranged from a
feeling of overall despair: ‘The uni was not able to send out anyone after all’
(Natalie); to irritable frustration ‘they [the university] gave me nothing’ (Bernadette);
and, inadequate preparatory knowledge: ‘I didn’t know how to plan my lessons’
(Eric). Comments around the shortcomings of the institutions were not limited only
to the schools and the university, as participants offered frank reflections on personal
preparedness; ‘I thought I knew what to expect’ (Eddie), only to find out that he had
much to learn in terms of classroom teaching in Australia. What emerged was a
troubling awareness of being relegated and unwanted in the classroom: ‘She would
just pass me off’ (Vivienne) and, ‘Like now, I know how much I prepare for each
day and how I document it, and I never saw any of that, and if it existed, why
wouldn’t she have shared that with me?’ (Debra) The pedagogy that was sought
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after by the participants was not forthcoming and consequently became a major
contributor to their failed placements. This failed period was largely fabricated with
layers of fear and doubt, and was influenced by qualities such as organisational
support, personal and school-based commitment, and personal readiness.

Situational expectations
The aspirations of the participating pre-service teachers to undertake their
Professional Experience were entangled with various contributing factors. While
they each held expectations for themselves, their schools and their teachers, the
realities of their situated in-school course requirements were compounded by: 1) the
difficulties in sourcing schools; and, 2) teachers willing to accommodate placements.
These characteristics are explored in further detail below and highlight some of the
implications that became critical for the participants.

Challenges in sourcing host schools and supportive teachers
From my journal entries (see appendix 7) and reflexive thoughts, I drew
linkages between my understandings of teacher readiness to the stories described by
the participants. My experiences in schools confirm a reticence within the teaching
workforce to act as supervisory teachers, with participation often being a nonnegotiable expectation of the leadership in the schools. It is important to
acknowledge that involvement as a mentor is not a professional obligation, and has
historically been portrayed as having a voluntarist mentality. One concerning aspect
is that mentoring that is demanded by leadership creates impositions, and often
resistance, on the already increasing demands for classroom-based educators.
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For those enrolled as online students, a need to source their own placement
added to their load. Eddie and Debra experienced great difficulty in finding a host
school, with Eddie resorting to moving to a regional centre to complete his 10 week
placement. He described;
At the end of it my mentor said, “Look, you’ve got to go to another school
because you need to have a range of experience. [It was ] really good advice.
But the next step was how, because it was so hard already to get a placement
at this school, how am I going to find another public school, Now, it took a
while to get my next placement; it took a really long time. So I think there
was a little bit of delay and in that time I just did some elective or what not,
in the required courses. So I got a placement and it happened to be out in the
country (Eddie).
Debra, too, had a lot of difficulty in sourcing a host school. Debra summed this up
saying:
I don’t know if that’s an issue for other students in other states but it was
certainly a big issue for me here, where it really is a crowded market. A lot
of the schools that are prepared to take student teachers have arrangements
with the big universities [. . .] So it’s really hard to find a placement. Just
knowing how hard it is to find a school and a teacher adds to the pressure on
you.

Limited availability saw Eddie and Natalie electing to relocate in order to
secure a host school. Moving across cities or into rural areas brought personal and
economic cost into an already uncertain situation, although for these participants
there was no question of abandonment or withdrawal, as Eddie commented ‘I was
already committed’.
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Similarly, the support of supervising teachers, once host schools were
confirmed, was variable. According to most participants, their supervising teachers
displayed varying degrees of reticence, disinterest and an overt lack of care and
responsibility. For some there was an overt feeling of being unwelcome, peripheral
and continually found to be wanting. Debra recounted hearing staffroom responses to
requests for hosting pre-service teachers, ‘in the staff meeting everybody just groans
[it is] seen as an imposition’, and described the conversations in her present
staffroom as teachers try to deflect taking a pre-service teacher. Not surprisingly,
Debra identified with this response and found it hard to dismiss. Her observation of
taciturn staff and unenthusiastic responses to placement requests suggested that these
responses leech into the culture of the school. These circumstances, where the preservice teacher was regarded as an obligatory nuisance, set the scene for a doubtful
period ahead, one that would test resolve and efficacy.
The data spoke to the demonstrated quality of teaching being questionable: ‘I
wondered how she actually did her lessons . . . it was all airy fairy ‘(Eric) and, ‘She
basically walked into the classroom every day and just winged it ‘(Debra). It was
evident that the lack of openness and honesty from the teachers challenged the
relationship from the respondents’ perspectives. The uncertainties meant that Debra,
Vivienne and Eddie were continually anxious and guarded. The protection and safety
that they sought remained elusive.
Metaphorical use assisted in conveying the emotional difficulty experienced.
Here Eric’s reference to ‘airy fairy’ summed up his expectation of solid grounding in
classroom pedagogy and his less than satisfactory outcome. Implicit in Eric’s
account was that his allocated ‘neophyte’ teacher was not capable of teaching the
class, that she lacked skills and perhaps diplomacy, as she focused predominantly on
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her own ‘battle’ with the school leadership. Echoing these concerns, Debra
highlighted the perceived level of indifference, not only to her but also to the school
students, and questioned if this manner of teaching was acceptable.
Compounding the awareness of a non-welcome was a sense that their teacher
was focused upon, if not preoccupied, with lesson content, behaviour management or
targeted fault finding. For all participants, intense monitoring of pre-service teacher
practice, and little regard for individual strengths appeared to outweigh the need to
scaffold, support and equip beginning teachers as educators. Natalie recounted her
difficult start that included her teacher checking the minutiae of her planning, in a
learning environment that was quickly becoming non-conducive for her learning. She
became fearful of making mistakes, as the over-reaction she experienced by her
teacher was predominantly negative and resulted in damaging consequences. She
described the following to illustrate:
I was putting so much effort into pleasing my psychology supervisor and
having every lesson plan, details of every “i” dotted and “t” crossed. . . . I
was planning myself thin. I was finding very difficult to get along and
communicate with, so I had a kind of moral dilemma; she was wanting
lesson plans days in advance, which at the time I thought was a reasonable
thing. But now, and at the end of the placement I realised that that was a
waste of my time because the next lesson and the next lesson plan would be
determined by the lesson before, so in a sense what’s the point in planning
the three lessons ahead when you’ve got two lessons to determine what you
will do, I guess? (Natalie).

For Natalie, a difficult relationship appeared to manifest itself as power and
control by her teacher with Natalie being the continual loser. Natalie acted
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respectfully and in deference to her teacher, but it seemed that she could not meet the
impractical

expectations—expectations

that

culminated

in

few

teaching

opportunities. Cumulative pressures and emotional turmoil led her to the point of
nervous collapse as her perceived negative self-concept, influenced by a questioning
of self belief, manifested in a futile struggle to establish and sustain positive working
relationships with her teacher. Her concerns were undoubtedly an expression of
Natalie’s efforts to please her mentor and to maintain some consistency during her
transition from learner to teacher and back again. Yet, the lurking message seemed
herald that the pre-service teacher’s role is to blend in, and to comply.
In summary, once in the school, maturity and life experiences, possibly
perceived by participants as an asset, were more often less valued, questioned and
undermined by the teachers. In particular, Eric’s and Bernadette’s experiences and
forthright manner seemed to pose a threat to their teachers. For these participants life
experiences provided a certain strength to overcome the displays of ‘condescending’
(Debra) and ‘narrow’ (Eric) behaviours, and an ability to resist overt pressures to be
‘moulded’ (Bernadette) according to the dominant culture (Eric, Bernadette, Debra).
Incongruously, these life experiences, introspection and maturity were barely
adequate to overcome adversity, with the accumulation of poor experiences near
‘destroying’ (Debra) some of the participants. Whilst each individual was aware that
their school performance would be assessed according to the competency
requirements of the Australian Standards for Graduate Teachers, they did not expect
and were not prepared for relationship challenges and personality conflicts that were
evident amongst staff in schools.
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Relational hurdles
The importance of relationships directs a focus on participants’ experiences
and feelings. During the Professional Experience the building of relationships can be,
and was, marginalised as a consequence of an imbalance of power and harmony.
Throughout the interpretative phase I recognised the impulse to understand the
stories in my own terms, whilst endeavouring to see the world through the eyes of
others, and to appreciate the truths of experiences. In this way I was becoming
increasingly aware of the differences between a researcher and a practitioner.
Instinctively, I brought my own experiences and perspectives into each interview,
and made intuitive and informed connections. Building a relational connection
during the interview exchange seemed to generate deeper portrayals of the relational
encounters during the Professional Experience. A focus on the interpersonal activity
within the Professional Experience revealed concerns voiced by the participants
around the challenges of: 1) working together and communication in relationships; 2)
exclusion, power; and alterity, each of which are explored in further depth below.

Working together and communication in relationships
Professional Experience is characteristically dependent on fostering a good
working relationship, however, establishing and sustaining a relationship is neither
automatic nor always easy, as Natalie commented, ‘the thing that I found most
difficult was, I guess, pleasing my supervisors’. For Natalie, this suggested that this
aspect of her Professional Experience outweighed the greater purpose of the
practicum whereby she would learn from and be supported by a teaching practitioner
who would assist in the development of classroom readiness and professional
practice.
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Collectively a sense was conveyed that forging a relationship seemed to be of
little consequence for the supervising teacher, prompting questions such as:
Why take on a student if you don’t have time?

Most of the time that we

were together was after the time I had delivered a lesson, or at the end of the
day and it would normally be a lot of negative feedback and it would be just
so discouraging. If we had maybe been together planning together then I
would have avoided those things. (Debra).

Debra’s teacher’s behaviour appeared to manifest itself as a lack of care,
indifference and a deliberate effort to subordinate. Representative of the majority of
the participants in this study Debra deliberated on what was actually valued and what
mattered for her teacher. These pre-service teachers’ experiences of blatant lack of
scaffolding, communication, and an unwillingness to share in planning suggested
that, for their respective teachers, forming relationships with pre-service teachers was
of no consequence. Debra’s and Bernadette’s struggle to connect with and establish
a working relationship with unaccommodating teachers prompted them to question
their own competence and to reflect upon whether on not they held the appropriate
personal traits to become the archetypal teacher that they wanted to be.
The tenuous nature of these difficult relationships in this study left participants
susceptible and ill at ease. Bernadette described the level of mental and emotional
hostility in the following passage:
In a previous placement I was given to the teacher who had been demoted a
week before I arrived. The problems that ensued following that were
incredible. There was hostility towards other staff members by her. There
was hostility towards parents. There was hostility towards students. It was
certainly a level of hostility towards me which accumulated with her
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threatening me with physical violence, because of the position she was
placed in. She no longer works at that school if that's a tell-tale sign. She
shouldn't have been my mentor teacher. (Bernadette)

Not dissimilarly, Eric needed to maintain some dignity in an already unhealthy
classroom environment:
I’m 36, and there’s only so much abuse you can put up with. This lady
would scream, rant and rave quite frequently and it just reached a point, I
was in week four, it was a Thursday afternoon, I’d had a long day and I just
walked away from this lady. I just told her no, no. I can’t have you speaking
to me that way (Eric).

Participants told of being thrown into a world of possibilities, yet working with
teachers meant predicting, anticipating and ‘differentiating in a lot of different ways’
(Natalie). Adding these layers of complexity to already demanding situations brought
considerable stress and undue emotional turmoil.
A lack of welcome and non-inclusive, indifferent behavioural practices
presented a confusing and intimidating time ahead for Debra who described the
tentative steps she took with little avail:
If she did not come in the morning and go to the front of the classroom then
that meant that I could go up there and start to teach. (Debra)

It appeared that part of Debra’s role was to second-guess her teacher’s
intentions. Perplexed and unsure about the lack of communication and welcome,
Debra was never sure of her place. The teacher’s aloof and unreachable demeanour
meant that Debra never really knew if she was on the right track. As an uninvited
guest, disempowered and displaced, Debra felt distanced from the teacher almost
from the outset and picturing the prospect of the daily lack of welcome added to her
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anxiety. She remained somewhat perplexed in this class where guidance and
questionable pedagogy was difficult for her to fathom.
Revisiting my recording and my notes, I recalled the deliberate and
impassioned way in which Debra described her predicament, retold almost as a
stream of consciousness that reflected the whirlwind debilitating period that she
endured, the passive aggression causing unanticipated distress and damage:
The next day came [she] came in and said “You were undermining me
yesterday”, in this particular situation and then she walked out of the room
and I couldn’t even think about what the particular situation was and then
she didn’t speak to me for the rest of the day which was really embarrassing
because we were stuck in this little, like storeroom, during a lockdown
period and we were there for like one and a half hours and she would not
look at me and she would not speak to me. It was hideous’. (Debra)

Debra was seriously concerned with the seemingly deliberate lack of care and
support that seemed to go beyond sustained indifference. Opportunities to maximise
in-school learning experiences, meant that Debra invested additional energy into
managing the non-relationship. She was trying to deal with this dilemma, which
raised her stress levels when she was already overstretched.
The previous examples illustrate that non-harmonious relationships existed
between the pre-service teacher and their respective mentor teachers. Whilst
relationship issues can often be experienced, the stymied development of learning
and of opportunity, added to the disquiet and apprehension around the completion of
the placement.

Contributing elements of exclusion, differentials of power and

allotments of alterity, further shaped disharmony between individuals. Evidence of
these experiences is related in the following section.
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Exclusion, Power and Alterity
Uncontrollable, unpredictable and unsettling events impacted significantly on
participants’ views on their life, their self-worth and their immediate world. All
participants talked about ways in which they chose to accept their situation, through
either suppression of their dissatisfaction or by valuing whatever positive aspects of
supervision they could detect. For Eric and for Debra the ‘uncertainty’ surrounding
their tenure was destabilizing, with unforeseen and demoralising manifestations.
The use of metaphor was prevalent amongst the collected descriptions.
Metaphor helped uncover meanings and put feelings into words that could then
illuminate difficult ordeals, feelings of frustration, anger, disappointment and
confusion. Bernadette’s use of vivid metaphors described and encapsulated her
anguish and predicament, during her reported uncertain and unsupported
Professional Experience as she twice stated:
I never thought that going into a profession that it would be a trial by fire.
Trial by fire certainly wasn't what I was expecting to get through my final
placement especially when my 1st placement was so good (Bernadette).

Her highly evocative language ‘trial by fire’ reflected the judgmental processes
that Bernadette endured that raised her consciousness, as she began to question the
world of education with which she had previously felt some respect and familiarity.
In essence Bernadette felt a loss of identity and self worth as her voice was
repeatedly shut out. The signaling of the metaphors of ‘trial’ and ‘scapegoat’ also
pointed to issues of power and control, and the anxiety over what emerged when the
jury met. Interpreting her voice in this way indicated alignment with the culprit that
is selected and unfairly blamed for problems of others. Through metaphor, the trial
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was revealed as the setting of boundaries, or mechanisms that exposed
vulnerabilities. With her analogy linking her Professional Experience to a time of
power-laden interrogation, where evidence was acquired through alarming means,
Bernadette further described the unfair and predetermined outcomes of her hearing,
whereby she became the focus of all blame: ‘It's all your fault’. Bernadette had felt
supported by the school leadership only to receive an unpleasant surprise when she
met with them to discuss her circumstances. She related:
At the time I did. Right up until you go into your debriefing situation, Where
is all gone pear-shaped so let's go in and debrief and then the tables turned
on the student teacher. It's all your fault. It can't be just the student teacher's
fault. I'm sorry there's a whole range of issues that come together and it's
easy to blame the scape-goat that doesn't work at the school. Because
solidarity is the most important things for schools. Schools don't like losing
face. They never want to lose face (Bernadette).

For Bernadette, there seemed to be little recourse and, while organisations may
have alleged inbuilt processes around fairness and transparency, the voice of the preservice teacher was unheeded or overlooked, ‘it’s all gone pear shaped (so) let's go in
and debrief, and then the tables turned on the student teacher’ (Bernadette).
Bernadette was not alone in experiencing duplicitous measures of support suggesting
that ‘support is not there for the debriefing which really needs to be put into place’.
When asked to describe how they felt, responses indicating damage to selfesteem and self-concept were voiced. In Natalie’s story we hear shifts in tone,
fluency and nervous laughter as she moved from a now distant desperation to the
present, in which she is no longer faced with difficult circumstances. Natalie’s
account captured much of the participants’ despair, and of feeling ‘alone’, as she
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faced a ‘massive brick wall (laughs)’. Employing metaphorical imagery helped to
describe the depth of distress and in addition it provided a rhetorically distancing
device to express her frustration. The fabric of her figurative ‘brick wall’ can be
mapped onto aspects of her situation and her seemingly insurmountable challenges.
As she struggled to assimilate into the placement she remarked that as a consequence
of declining self worth her ego took ‘a bit of a hit’, which, when dealt out repeatedly,
took its toll on self-worth and overarching identity.
Vivienne also related numerous incidences of inappropriate action toward her
whilst in one school, where she was deliberately shamed and deliberately put down
by supervisors. Vivienne’s mentor goaded her, used derogatory remarks and
demanded unrelated additional work, telling her that the extra work would be ‘good
for you’, heavily imitating Vivienne’s accent. With implicit assurance that Vivienne
would be compliant, she and her teaching colleagues created a temporary, subaltern
environment where they wielded enormous power, and developed more and more
tasks for Vivienne to complete. Exhausted and confused Vivienne turned to the
leadership for guidance. She felt that she had the ear and the trust of a supportive
principal, when she reported the taunting behaviour of her mentor;
The Principal actually was trying to help me, she was actually sending
another senior teacher to the class to observe my lesson. That was again a
big insult for my mentor.

Vivienne shouldered the consequences of the principal’s action as the
supervising teacher cast conflicting claims that denied Vivienne of equal rights in the
school. Only later did she discover that a responsibility to staff outweighed any
injustice being enacted upon the pre-service teacher;
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My mentor was actually very upset at that time. And the Principal has got
her own limits, she cannot go beyond that, she cannot help a student teacher
like this so it was going beyond the limit so suddenly they spoke to the
University. (Vivienne)

Debra and Eddie felt that transparency and decency were lacking in the actions
of the leadership at their schools. In Eddie’s situation, his deemed ‘fail’ in his 10
week placement was not shared with him by his teacher, but communicated to him
by the principal after he had spent eight weeks at the school; ‘I think she made up her
mind that during the 5th week that it wasn’t right, but she didn’t tell me till about, I
think, week eight’. (Eddie). Debra’s confidence in the leadership was mixed. As she
comprehended the extent to which her placement had deteriorated she suggested; ‘I
probably should have pushed back and tried to maybe have a conversation with the
Principal but the Principal was very hands off as well’. Her situation, while
seemingly irredeemable, did not seem to hold significance either in the classroom or
at the school level and she doubted that that the principal or senior staff would pay
heed to her situation. Her diminishing sense of self worth in the classroom extended
to her confidence in seeking assistance from the leadership on the school. She had
become one who was unseen and unheard in this space, and wondered if this
behaviour was typical or normal across teacher education settings. Reflecting on her
situation Debra recalls;
‘I was in a very hard place and you know, the AP on infants was otherwise
occupied with a personal issue and wasn’t around so you feel very powerless
in that kind of situation and I just kind of beavered ahead and kept teaching
the lessons. You know I think a lot of us don’t feel in a position of power,
you know’ (Debra).
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Each individual experienced a loss of confidence in school’s leadership and a
feeling of betrayal that undermined their confidence and safety and that eroded their
sense of further trust.
Rippling throughout the respective schools were unexpected aspects of
disrespect and disregard that extended beyond the immediate classroom. Debra and
Eric related instances where they felt disempowered, and had little recourse:
It became clear to me that that particular teacher was quite isolated in the
school and so she would not go to the staff room and eat lunch with the other
staff and would encourage me not to go as well. And then the other teachers
were kind of, if I did go, were then little bit wary of me because I was
working with a teacher who appeared didn’t have a positive relationship with
the other people in the school (Debra).

Even when we were doing staff things together, like staff meetings and
things, she basically would get up and say in front of all the staff members,
you know, that’s not relevant to me, come on Eric. And I would be just
sitting there red as a tomato going oh my God, what is this lady doing?
Like, you know, I’m feeling really embarrassed here in front of the staff
members. She wants to go, because she’s got obviously a huge personality
clash (Eric).

As Eric evidenced, the truncated professional relationships within the school
limited his potential to interact with other, perhaps like-minded teachers. He also
pointed out that his teacher also needed his help in completing evaluations, which did
little to instil any confidence in his teacher’s ability to mentor, recalling the
following:
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I mean even my report. When she was writing that she asked me: “What
kind of things do you think I should write about?” And I said, well, then I
had to tell her, well how I interact with staff, how I interact with students,
how I interact with this . . . (Eric).

The pre-service teachers questioned their respective teacher’s interest in the
relationship, expressing anxiety and frustration. As voiced by Debra: ‘Why should
the relationship be so difficult?’

Debra’s analogous reference to the ‘hideous’

situation highlights the capricious nature of practicum, which suggests that
overarching statements about inclusivity must ultimately be treated with a degree of
doubt. The ‘defenselessness’ of the pre-service teacher in these examples was largely
the result of a control being wielded by one who has been endorsed with additional
authority.
When her supervising teacher indicated that she was not prepared to sign off on
Debra’s teaching, Debra reflected:
I probably should have pushed back and tried to maybe have a conversation
with the Principal but the Principal was very hands off as well and it was just
a very difficult situation (Debra).

In situations such as this, the pre-service teachers were disempowered and
dependent on the responsible actions of their supervising teacher. There was minimal
discourse around teaching within the classroom and no one to turn to outside the
class.
Cultural and gendered disparity
Challenges that became disabling extended to the moral code of individuals
and their respective organisation. Where school environments can act as conduits to
connect people and celebrate the diverse and unexpected qualities of individuals,
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evidence suggested the presence of another reality. Reduced tolerance and
misunderstandings also emerged as a consequence of this diversity. A diversity of
outlooks seemed to be withheld for all of the individuals, some of whom (Eric,
Vivienne), tentatively but actively challenged the inequitable and disrespectful
practices that they were expected to endure. With expectations that pre-service
teachers demonstrate responsible approaches to teaching, including respect for
others, it would seem reasonable that they too, are afforded appropriate measures of
respect.
The welcome afforded to some pre-service teachers’ seemed to be linked to
cultural differences and had negative consequences. Comments and actions from
students, staff and parents presented a barrier that denied opportunity for professional
engagement and collegial discourse. Though often indirect, these behaviours
reinforced difference and dissonance. Eddie initially struggled to come to terms with
the attitudes of the school students, suggesting that:
They don’t want to be there but they have to be there, they don’t really care,
some of them, about their education. She was concerned about my
development as a student teacher. So that was really, she said she couldn’t
sign me off as being competent or proficient, like being a SOSE teacher,
because of behaviour management. I did agree to some point but I think it
probably wasn’t deserving because, I mean like, it’s a hard class and she
would just observe rather than, that’s what she would do, just sit back and
observe the whole lesson (Eddie).

Eddie’s comments suggest that there was a teacher obsession to maintain class
control, a fixation on classroom behaviour that took precedence over the promotion
of pedagogy and scaffolding for pre-service teachers. While Eddie’s knowledge was
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sound, the effectiveness of his planning and teaching was found wanting, due to his
lack of understanding around behavioural issues and classroom management. He was
frustrated by this, as evidenced by his comment above; ‘it’s a hard class and she
would just observe rather than, that’s what she would do’ (Eddie). The much-needed
support and guidance for this aspect of teaching was yet not forthcoming. It seemed
that the focus for Eddie, was a gradual shift from teaching to disciplining learners
with no input, feedback or guidance around how to achieve the desired levels of
classroom management.
Others experienced overt displays of intolerance. Eric espoused strong values
in respect of education. Expecting that staff in educational settings would be models
of exemplary behaviour, he was surprised and offended by ‘racist remarks’ by
administrative staff and his teacher’s indifferences to this behaviour. Inaction by his
mentor around these comments seemed to compound the damage, the immorality of
the staff and, add to the insult. Reporting this to the principal appeared to be the
appropriate course of action as Eric related:
I was quite offended by those comments, and the teacher didn’t say anything
at all. And so I actually did complain to the principal about that. I said, look
this is really not on the way, you know, different nationalities are being put
down, that’s inappropriate. (Eric)

Eric believed that a combination of his student status and a personality conflict
with his teacher ultimately outweighed the basis of his complaint as his placement
was ceased soon after. It appeared that while abuse was not tolerated or accepted,
there was a trend to play down incidences or the impact upon the pre-service teacher
experience, as reflected in an albeit supportive response from the principal:
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The principal pretty much said look, he completely understood my
concerns and he was on my side with a lot of things and he understood. But
this was given no further consideration, until I approached him later when
‘he said, well, you know, I suppose you might want to look into other
option’. (Eric)

It appeared that the support for Eric ceased at that point, leaving Eric at first
disappointed, and then angry, that an unacceptable moral code in the school was left
unquestioned. His repeated assertions reinforced his moral stance and a pride in the
fact that ultimately he did challenge the absence of a moral code in the school. In
departing he tried to maintain some level of self-preservation, again trying to convey
further issues to the principal.
I say, “yeah, well in that case I will be because, you know, I really can’t go
on like this any further with this teacher and I’m learning nothing here”.
Whenever you would ask a question she wouldn’t really answer them very
well or just give you just hints but, you know, wouldn’t let you do the
deskwork, like, you know. (Eric)

Eric’s mixed European - Asian heritage appeared to present barriers to his
progress in the classroom, offering him limited opportunity to learn from the teacher
expert, and even less to actively engage in teaching in the host class. Although Eric
did not describe openly racist behaviors by his teacher, he held a strong belief that
prejudice was ubiquitous throughout the school.
Vivienne’s account provided further testimony to examples of targeted
discrimination and a lack of recognition for traditional values. Vivienne’s entre to the
role of teacher was under constant inspection with teachers and parents appearing to
judge her credentials, pedagogies, resources, and culture.
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Below, table 8 offers a short reminder of this participant’s story and challenges.
Table 8: Vignette 2: Vivienne

Vivienne
I never gave up. I had a lot of issues but I never felt guilty or ashamed.
Changing country and career was a new and exciting prospect for Vivienne, a young wife
and mother. In her mind’s eye she could see herself working with interested and keen
students, just as she remembered learners in Indian schools. Her debut into schools could not
be further away from her expectations. Classrooms were full of disrespectful, disinterested
youth; teachers were openly discriminatory, quick to find fault with Vivienne’s accent and
cultural misunderstandings and, subjected her to racist bullying and overt rudeness.
For Vivienne the biggest and most powerful hurdle was the embodiment of the power
principle. Teachers played with her, as would a cat with a mouse, using her for menial tasks,
demanding that she mark work from other classes and belittling her while she was teaching.
Now employed in a government school Vivienne reflects on the strengths that allowed her to
succeed. Attributing gratitude to the university and those teachers who were committed ‘to
help her finish’, she is keenly aware of importance of open communication and building
rapport with all stakeholders. She knows she still has much to learn but is confident that she
will get there.

Vivienne’s described her taxing battle with racial slurs, undisguised prejudices
of staff and an underlying sense of negativity towards her. Vivienne evidenced this
variously, from staff, students and parents as she voiced, ‘they say they’re racist
that’s why they don’t want me. I won’t accept that’. She felt that the staff used their
prejudice to mask their resistance to hosting her in their classes. Prejudices became
further evident through the actions of the students and their parents, who, according
to the school, had signalled that they did not want an Indian student teaching their
children. She recalls being told about the letter from parents:
The parents started a letter, asking why I’m having new teachers in my son’s
class like every term. Why I’m having – and the students tell their parents,
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like oh, I have an Asian lady in my class and the way she speaks is very
different.

Perhaps surprisingly for the staff, Vivienne was not prepared to accept this
status quo. She openly questioned the practices she had been exposed to, and sought
to reveal the reasoning behind support in one school yet a lack of support in another.
Vivienne felt that she was being unjustly manipulated and, despite her efforts to
comply, the treatment exhibited within and outside the classroom compromised her
potential for success.
Vivienne’s testimony seemed to signify that, even in areas of high migration
and ethnic diversity, a lack of tolerance between people endures. This seemed to
contribute to the marginalising challenges experienced by Vivienne with actions,
unsanctioned and largely covert, underwriting the relational behaviours that became
increasingly and unnecessarily difficult.
Such tolerance was not limited to cultural diversity and extended to
expectations according to gendered roles. Eddie’s poor welcome, seemed to stem
from the school’s expressed preference for female pre-service teachers and to him,
contributed to his unsuccessful experience. His reflection; ‘Maybe because it was a
dynamic, where she was a female and I was a male’, seemed to be confirmed in his
later successful experience where teacher gender was similar; ‘Just being males, we
could talk a bit more about stuff’. Whether his gender preferences and subsequent
easy rapport was key to his success was not clear, although his challenging
experiences seemed to be amplified through discrimination as a legitimatised
consequence of power.
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Eddie’s teacher complained about his classroom management problems and
shared this with the pupils. Rather than working with him to outline strategies that he
could employ, attention was drawn to his outsider culture and learner status,
suggesting that this was to be expected. Whilst he felt was snubbed by his teachers
he was aware that he held minimal power and status to remedy this perception.

Inequalities of Power
An absence of welcome and minimal modification to existing and normative
practices to accommodate the pre-service teachers, set a scene for apprehension for
the participants. Bernadette acknowledged the demanding and challenging role of the
mentoring teacher. She also distinguished between:
Good mentor teachers, who are willing to groom and mentor, and those that
are willing to make the road so difficult that it becomes a make-or-break you
situation. (Bernadette)

Bernadette expected to experience the scaffolding and incremental learning and
teaching opportunities inherent to mentoring. Some difficulties in her progress and in
her practicum served to ‘sour’ relationships, became unprofessional and finally grew
to being irredeemable. It appeared that for Bernadette an understanding of the
unwritten expectations of the temporal, spatial and behavioural norms were expected
of her. Her thoughts turned from respect, to anger, and thence to determination as her
feelings took hold of her actions. She knew that her temporary status translated to
limited status and that expectations around compliance were underwritten into her
ability to succeed. Overstepping these norms and traditions was an area that
Bernadette learned to tread with care.
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Contesting the normative classrooms practices was not an option and led to
internal dilemmas as participants acquiesced to their teacher’s inflexible demands.
For Natalie, a sense of intimidation became the result of her teacher’s excessive
demands. To add insult to injury, Natalie’s plans were consistently deemed to be
inadequate; her teacher finding fault and demanding trivial changes. As Natalie
recounted, her teacher was continually demanding: ‘you should have done this, you
should have done that’. Although she knew the demands were excessive and, in
many instances irrelevant, Natalie felt under pressure to conform to an agenda (and a
set of methods) that she did not like, relating that:
There are times when I just sort of do what she says and at those times I find
myself being really ineffective as a teacher because I'm using someone else’s
kind of methods.(Natalie)

She felt compelled to demonstrate deference to the pedagogy of her teacher,
but held little conviction to its precision or propriety. Natalie felt that her teacher
was toying with her, exercising her power as the qualified and experienced teacher.
The power dynamics between the teacher and pre-service teacher are
significant in how transference issues are addressed, with values and beliefs at the
core of the individuals involved. With few rights and little status, Natalie remained
cautious in her actions, not wanting to appear unprofessional or to jeopardise the
success of her practicum;
I just found that so distressing because I didn’t want to do the wrong thing . .
I thought “Do I slack off, but is that going to affect my marks?” which I
cared about. My initial concerns for being unprofessional did hold me back
at the start. (Natalie).
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She felt unauthorised to question, or to voice her deeply held concerns. Rather,
Natalie felt that a demonstration of professionalism required her acquiescence to
every request, reasonable or not, made by her teacher.
The participants felt power in various ways. Vivienne’s attempt to enter the
Western educational space was also problematic. As an international Indian student,
she was cast into a sub-ordinate role, toyed with by her supervisory peers, and
reminded continually that she was an outsider, from another culture. For Debra,
Vivienne and Eddie the Professional Experience was marginal at best, from the
outset.

The teachers’ commitment to investing time with the participants was

questionable. This disjuncture or ‘dis-ease’ can be a consequence of relationships
founded on power. Comments by most of the participants actively referenced this
concept as they described feelings of powerlessness and expected subservience to
‘see that I run from pillar to post’ (Vivienne). While Vivienne tended to
spontaneously resort to metaphors to convey the difficult-to-describe emotions and
psychological states, her message was strengthened by the imagery that it transferred,
and was effective in achieving mutual understanding during the interview.
The hierarchy of power in relationship became evident when the pre-service
teacher was preordained, static and ever remaining in the role of the student or in a
‘master/slave situation’ (Eric). In such situations the normative and unchallenged
practices of the practising teacher afforded little space to welcome the presence of
the pre-service teacher or to celebrate any attribute that they may bring. Eric and
Vivienne struggled to meet their teachers’ demands and, while palpably
disempowered, were still expected to make a difference to the learning outcomes of
student learners. These struggles meant that each participant struggled to retain some
semblance of individuality and personal integrity. Where the agenda, timetable and
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schedule of the mentoring teacher were fixed and unforgiving, few opportunities
were provided for the pre-service teacher to teach with any degree of autonomy. The
teacher appeared to represent a physical presence, a legal or contractual obligation,
rather than an engaged and attentive teaching partner. Some of these relationships
appeared to be little more than an interface that masked another purpose. As Eric
described, his teacher seemed to be driven by promotional aspirations; ‘she was
aspiring to be the principal (Eric), or in Debra’s situation, was driven by a financial
interest; ‘Am I still going to get paid?’ Supervisory teachers, who appeared to avoid
any obligation to relationship building, did not reciprocate efforts by the participants
to consolidate or enrich the relationship. It seemed that they persisted in remaining
comfortably entrenched in the authority and power of the teacher, and the unspoken
rules of the system. Each participant reported that they had approached the university
or the school leadership to seek advice around the continuation of their placement. In
some cases the recommendations of the university were not deemed to be suitable by
the school; for others, the school leadership was not available, or plainly not
interested. Participants who appealed to the school or organisational leadership were
rendered repeatedly exposed and vulnerable. Opportunity to actively pursue
compromises was denied, (Bernadette, Debra) and communication of unjust and
biased practices was buried (Vivienne, Eric).

Awakenings of Alterity
Notions of being different or being Othered cast the participants into an
unfamiliar reality or alterity, where their state and status was different and unequal to
those within the school community. My interpretation of Eric and Debra’s situation
was not dissimilar to situations I had experienced first-hand from a leadership and
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teaching perspective in schools. Finding entry to cliques and factions formed
amongst school staff groups can be difficult for a full time employee, but for those
on a limited stay and limited power, this characteristic within school staff can be
exclusionary and disempowering. Both Eric and Debra were caught in the midst of a
power struggle that had little connection to their purpose in the school. Uncertain
prospects, compounded with an outlook of alienation from the broader school, added
to their collective concerns, a consequence of which became deterioration in their
sense of self.
Questioning what really mattered for their supervisory teachers, participants
felt that their teachers were bullying, or hounding them towards expected behaviours.
Unplanned and often seemingly inconsequential incidents were exacerbated with
bullying practices, demonstrating markedly contradictory practices to the purported
inclusive, equitable and morally ‘just’ nature of teaching.

A significant and

distressing factor was faced and voiced by Vivienne:
Maybe something [is] wrong with you. They were trying to shatter me
psychologically. She used to sit at the back and she used to give a smile and
say, this is all the class will be, so this is how the students will be, so this is
Australia, do you think you want to continue with teaching? (Vivienne).

In this instance the teachers bullied and humiliated Vivienne towards
compliance. ‘That was the reaction - it was more like war’ (Vivienne). Once more
the use of metaphor enabled a deeper nuance of meaning, with inferential potential
and productivity generating a freedom to talk about the more sensitive and highly
subjective experiences. Nevertheless, the deeply ingrained respect for systemic
authority saw Vivienne preface her statement with hedging expressions (sort of,
something like that, like,) that reduced the force that metaphors can provide. By
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placing herself in this metaphoric setting, Vivienne was able to avoid discussing the
issue in literal terms, yet could depict her feelings of despair effectively. The use of
the word ‘war’ was highly evocative of her difficulty and struggle, and an
unrelenting attack from a variety of fronts where the power invested in the teacher
was used to curtail the meaningful pre-service teacher’s learning. Reiterating that
these unacceptable behaviours would not stand in her way, Vivienne returned to the
battle each day and was compliant with the various requests placed before her. Keen
to voice her concerns and generate discussion around the inflexibility toward her
‘outsider’ or International status, her attempts however, were repeatedly deflected.
She was either not heard or simply silenced.
Not surprisingly, high levels of anxiety created by these uncertain relationships
reflected not only the stress experienced but also a social isolation, as they felt unable
to consult and confide in others. In essence the pre-service teachers felt very alone,
fearful that a poor relationship would affect their ability to complete the placement
requirements, yet frustrated and traumatised as trust, honesty, confidence and safety
were held in question.
Where acknowledgment was absent, inconsequence took its place as already
demoralised pre-service teachers felt a shift from receptiveness to indifference.
Debra’s description of a power inequality was evidenced in a relationship where
there was less of a ‘being-to-being’ connection but more of an objectified
association. Most of the participants found themselves in a non-reciprocal
relationship where the teacher was physically present and meeting legal mentoring
and regulatory prerequisites but not there for the student and the nurturing of quality
learning. This form of behaviour seemed to be at odds with the encouragement and
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engagement, collaboration and connectedness that are alleged to underpin good
mentoring.
Vivienne and Bernadette’s accounts of being unable to break through the ‘in
group’ in their school amplified the limitations of their circumstances. They found
few prospects to define themselves in their hostile and intimidating environment, as
the normative perspective and behaviours of the staff seemed set to label them as
unwelcome outsiders. Unable to assert themselves as emerging professionals, they
ultimately bore the brunt of widespread and seemingly sanctioned disrespect. This
ranged from disinterest to dismissal and to emasculation of their emerging teaching
practice. For example, it was not uncommon in Eddie’s classroom for his teachers to
undermine his legitimacy and question his knowledge in front of pupils, effectively
displacing him as a teacher. In Vivienne’s case, her teachers focused upon and
scrutinised her language, correcting her pronunciation and choice of words and
repeating and emphasising, with increased volume, the acceptable intonation and
pattern of English. Marginalised teachers like Eddie and Vivienne have little
recourse but to complete their work in alienating conditions, unsupported and with
few options towards amelioration. Uncertainty for these participants extended
beyond the classroom to other members of the school staff, with these ‘others’ now
placed in similarly difficult positions. Paradoxically, Eric and Bernadette were
aggravated that, while they were not given license to voice their concerns, their
teachers could not separate their private and professional thoughts. The pre-service
teachers seemed to provide a canvas to which some teachers transferred their own
troubles and anxieties. Indeed, Eric included a conscious note of contempt in his
account that highlighted his resentment, repressed anger and apparent powerlessness,
asserting that; ‘I was there to learn about education and teaching and not about,
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necessarily about her personal problems’. In these instances, Eric and Debra felt that
their presence in the schools was little more than an outlet for their teacher’s
vexations, with respect afforded to staff and students not extended to the pre-service
teachers. A range of frustrations surfaced around the disparaging comments that
impacted pre-service teachers ‘personally and professionally’ and, while Eric readily
confronted demeaning behaviours, the price of this justice branded him. He was
subsequently ‘not all that popular’ (Eric). Eric and Debra held strong opinions of
what is right and just, and their language in interview around their practicum
behaviour reflected this. They were keen to right the injustices that they had
experienced and spoke of ways in which they hoped that their actions would not be
repeated for other pre-service teachers.
Bernadette’s closing comments suggested that, in her experience, ‘solidarity’ in
schools was extremely important and that ‘dogmatic’ approaches were used to
manage any untoward or unfavourable situations.

She felt that schooling were

representative of insider business and that no matter what events took place her voice
was muted, disregarded or discredited, reinforcing her belief that the school’s
outlook was already cast and schools don’t like ‘losing face’. Eddie, who had
resigned himself to simply work through the difficult time, echoed her sentiments,
and stated that ‘shades of grey’ seemed to be used when convenient, that ultimately
‘you can’t fight [the systems]’ (Eddie).
Interpretation suggests that the perception of pre-service teachers as temporal,
silent and ‘outsiders’ in the workplace, offers limited ties to the school or
community. Perhaps this impermanence is reflected in the sense of powerlessness
that pre-service teachers felt.
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As objects of power, often in conjunction with
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disagreement or bias, participants were left disenfranchised, despondent, temporarily
derailed and disabled.

Concluding comments
Derailing and disabling factors, amplified by indifference, discord and power,
were particularly destructive in de-valuing the identity of those participants who
wished to join the profession. According to the participants, the expectations for
them as pre-service teachers seemed to diverge from that of their host teachers and
triggered the reported downward spirals. The deterioration of relationships and these
fundamentally knotty and intrusive, yet socially driven triggers, were defining in
influencing equitable practice in pre-service teacher learning. Typically the
consequences of the degraded relationships resulted in destructive actions, with
dysfunction,

dissonance

and

disharmony

ultimately

leading

to

eroded

communication.
Collectively the participants shared their feelings of insecurity, anger and
disappointment. Reflective comments were largely solutions focussed and
demonstrated an awareness of triggers and structures with which they needed to
contend. Almost all grappled with questions around identity and an uncertain future
path. From disharmony, disagreement and limited acknowledgement of pre-service
teacher worth, arose feelings of corresponding disregard for respect and identity.
Typically, while participants questioned: ‘Am I willing—and able—to become
a teacher? Am I suited to this profession? Do I still want to be a teacher’ (Natalie),
others were critical of circumstances that appeared to thwart their efforts. These
hurdles, real or perceived seemed to represent a limitation in the readiness and
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foresight of organisations, and questioned the preparedness of involved personnel to
invest time and unencumbered interest toward mutually agreed educational priorities.
In overcoming some of the destabilising and disruptive costs of uncertainty, the
reflective actions of participants’ were formative in positioning new grounds where
personal strengths could become enabling. From outlooks that were derailing,
uncertain and tentative, it is towards an enabling and a regenerative perspective to
which I now turn.
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Chapter 6: Data analysis: Part 2

Back on track: self-belief and affirmation

Success is not final, failure is not fatal: it is the courage to continue that
counts.

Winston Churchill

Introduction
Offering contrasting perspectives to the predominantly deficit, destabilizing
view described earlier, this theme presents a determined, reflective, resilient and
efficacious outlook that is testament to the inner beliefs held around abilities and
strengths. Further analysis elicited from the participants’ accounts, evidenced
reflective thought and comment, mutual beliefs and, via their personal journey,
unanticipated

discoveries

connected

to

identity,

education

and

teaching.

Encouragement, trust and support from teachers and educators who gave license to
explore new practices and pedagogies, afforded mutual benefits and are validated
with resultant loyalty, reciprocity and respect.

Far from being passive and

disillusioned, the participants demonstrated fortitude and resilience, which, while
laced with frustration, was surprisingly not charged with anger or resentment.
Previous experiences, while predominantly marginalizing, were nevertheless
accepted and valued as grounding, formative periods. Most participants could see
beyond this difficult period and openly discussed their renewed resolve and readiness
for subsequent placements.
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This equally convincing theme was concerned with the way in which
participants sought to make sense of their presence within their schools, overcome
recurrent issues of adversity, exercise agency and emerge with rewarding
consequences. The essence of this theme transpired as participants reflected upon
and systematically conceptualised their experiences, noting that, for some, repeated
placements required an additional year of enrolment. The continued deliberate and
systematic processes of IPA facilitated further insight towards completion of the
hermeneutic circle, whereby the part informs the whole and the whole informs the
part.
Participants’ accounts revealed emerging evidence of positive and affirming
outcomes that, in turn, offered enabling processes of renewal. Fear and distresses
were broken down, justification for changed practices was uncovered, and a sense of
legitimacy towards a successful teacher identity transpired. Whilst gradual
restorative processes were indicated, it became evident, too, that some degree of
temporal and psychological distance was vital. In turn, this appeared to generate
individual agency and revealed the development of teacher identity.
As in the earlier ‘Derailment’ chapter, this chapter follows a similar pattern
with personal, situational and relational dimensions providing a frame for the
interpretation. Getting ‘Back on Track’, following the earlier deficit experiences,
called for renewed efforts around personal readiness and wellbeing. In this section
these dimensions align to the renewal of approach and contextual support and are
labelled as:
• Personal readiness and changing perceptions
• Situated hurdles and strengths
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• Reflexive actions and empowering relationships
These nuanced perspectives correlated with a corresponding shift in
perspective. Reflecting on their experiences, participants described their reappraisal
of overwhelming surges of self-doubt as they elected to undertake subsequent inschool placements. Here the sense of regeneration implied identifying new
behaviours and opportunities with a deliberate, focused involvement in the
construction of an evolving identity.
This study also highlighted the ways in which the experiences helped to shape
and determine participants’ relevant outlooks, yet highlight a perspective of
pragmatism. Pursuing their ambitions Natalie, Debra and Bernadette took proactive
steps to navigate their struggles, rebuild confidence, predict future behaviours and
enhance their resilience. This appeared to demonstrate that responding to the oftenunpredictable contexts, required flexibility, engagement, and self-reflexive action.
This was summed up poignantly in Bernadette’s reflective statement: ‘You have to
be flexible. You have to be flexible at a whole range of different levels’ (Bernadette).
The application of new-found determination reshaped the participant’s ideas and
perceptions of what teaching meant for them.

Personal readiness and changing perceptions
Most participants acknowledged that they were entering a phase where they
needed to take proactive steps to learn from school-based practitioners and experts.
Typical within the cohort was a degree of self worth. A capacity to overcome
difficulties comprised elements of persistence, belief and a flexibility to try new
ideas. Eddie, Natalie and Debra’s belief in self-worth was demonstrated in their
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returning to face their fears. They exhibited, not only persistence, but also the belief
that they could overcome their trying circumstances and experience success. Earlier
placements that emphasised pedagogic requirements were was neither automatic nor
simple for Eddie. As he pointed out, he ‘didn’t know how to structure’ his planning
and believed that ‘on the job learning’ appeared to be ‘automatic’ and ‘looked easy’.
Eddie was respectful, open to advice and resolute upon improving, and did not
hesitate to act on advice from supportive teacher practitioners, stating that; ‘you’re
always looking at, you’re always going to professional development, looking at what
to do, how to improve . . . it’s lifelong learning so you’re always learning’. For
Eddie, this guidance reinforced his awareness of the magnitude of pedagogic
learning needed for successful teaching. He graciously acknowledged the need to
accumulate a range of learning experiences that would better prepare him for various
situated contexts and classrooms.
From positions of discomfort, participants discovered new strategies and
unearthed dormant strengths by which they could rebuild self-worth and demonstrate
a proven capacity for teaching. This was summarily captured by the words of
Natalie:
I still wasn’t feeling 100% sure that teaching was what I wanted. At the start
of 2013, I never wanted to teach again in my life. It helped me realise I
wanted to be a teacher again and a challenge that appealed to me; it wasn’t
about pleasing a supervisor or the marks; it became quite real. And yeah, I
suppose it made me see what I like about teaching, whereas that practicum
showed me what I really didn’t, which was having to report daily to
someone and convince them that you were putting (in) the hard yards. I like
to think I work pretty hard, and I didn’t need that extra pressure that that
teacher had put on me (Natalie).
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In seeking success, Natalie elected to travel well beyond her home locale, this
action confirming a personal commitment to achieving her goals. Relocation and
repeat of the practicum, brought new observations, provided a fresh start and opened
opportunities to build self-belief.
The findings made clear the participants’ capacity for coping that included
learned resourcefulness. Here, too, this seemed to reinforce that coping strategies can
be informed by the currency or temporal distance of the stressful events. The passage
of time was healing, too, for Natalie, who spoke candidly about her experiences.
Below, table 9 offers a short vignette that adds insight into Natalie’s narrative.
Table 9 Vignette 3: Natalie.

Natalie:
Surely there is more to teaching than just ‘pleasing’ your prac teacher?
Young, vibrant and full of enthusiasm Natalie had ‘hit a wall’ and was ready to ‘throw in’
teaching following a demoralising experience. Confident in her maths and psychology
content knowledge, flush with the success of previous ‘pracs’ and ready to embrace her
upcoming Professional Experience, Natalie was stopped short by inflexible behaviours and
the unreasonable expectations of her teacher. Unsure of how to deal with this in a
professional manner, she crumbled.
It took the support of family, friends and an inspirational remote placement to revitalise her
enthusiasm for teaching. Natalie’s renewed energy saw her confront and overcome her
demons and eventually return to her allocated school. She laughed as she recalled the
‘cognitive behavioural therapy’ strategy that she prescribed for herself: volunteering one day
per week to build up the resilience to revisit her prac requirements and not merely to ‘plan
myself thin’.
Natalie was steadfast. It was more than ‘just pleasing a supervisor – it became quite real,
that’s why I’ve returned’. Encouraged by the very different educational demands in remote
setting, Natalie has since accepted a teaching contract in a remote community following her
graduation.
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Now, two years further along in her career, Natalie could reflect upon her earlier
spreading panic and laugh, effectively laughing at her earlier, vulnerable self. Her
previous sense of foreboding and menace, punctuated by pauses and stammering,
hedging expressions ‘kind of,’ and nervous giggles had dissipated, and were replaced
by a new confidence. We hear in Natalie’s recount a shift in disposition from being
‘distressed’ to one who found strength in seeking alternatives, as she revealed, post
trauma that she sought to re-discover what she enjoyed about teaching, declaring her
discovery to complete a regional placement to be; ‘Awesome. What a good escape
route!’
Natalie’s use of the term ‘escape’ is analogous with a sense of liberation from
the oppressive situation in which she found herself. Her escape to another school,
another context, another culture, effectively liberated her from her a disciplinary,
castigatory context, one in which she had felt unable to flourish. Her thoughts and
actions, with initial focus on the stressor, gave rise to emotional thence behavioural
consequences. Her inadvertent use of metaphorical ‘escape route’, offered a means
to indirectly describe the pain of hitting against a ‘wall’, and that offered a way to
bridge her ambivalence around ongoing commitment.

She used her stressful

experience to rethink and adjust in an effort to achieve a more productive and
positive outcome.
Each participant actively revisited his or her own needs in terms of personal
readiness. Within this dimension are elements that help shape these changing views,
explored below using the following headers: reflection, resilience, and identity.
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Reflection
From the accumulated interviews it was evident that reflection was key to
gaining greater understanding of the pain and injustice and to then act in concert with
their revised views. While previously doubting their teaching capabilities, it seemed
that increased motivation, satisfaction and commitment were a consequence of
‘thinking through’ the relational and political contexts of their school environments.
Whilst vulnerability and distress in earlier practicums were damaging, some
participants tried to conceptualise those experiences and connect this to their
underlying psychological make-up. In seeking solutions to the previously
inhospitable school context, the following comment by Natalie illustrated that
reflective thought and self-evaluation can be fruitful; ‘I just really needed to sit back
and evaluate what is it I want to do?’ Natalie needed to consider if she would
complete her teacher education studies or, based on the earlier poor experience,
withdraw from the course.
A change of circumstances, location and personnel from his first successful and
less-than demanding Professional Experience; ‘I had really good experience in my
first school’ (Eddie) appeared to leave Eddie underprepared for changing outlooks
and demands.
Table 10 offers a vignette and further insight into Eddie’s background and
experiences.
Table 10: Vignette 4: Eddie

Eddie
It’s not just the teaching life, but daily life outside of class
When I met Eddie I was struck by his composure. His warm and easy way of chatting
did not reflect the pressures that he lived during his difficult placement period. Of
course, that was in his past. Now Eddie is employed in a primary school, his Vietnamese
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heritage also contributing to the school’s LOTE* program.
In making a career change to teaching, Eddie was committed. Following an initial wellsupported and successful placement, he acted on recommendations to seek a more
demanding future context. Relocating to a rural community reinforced his commitment,
yet difficulties with student engagement and behaviour, and an absence of relationship
with his teacher tested his resolve.
His resulting failure left him in a quandary. He knew that his content knowledge was
not in question: he needed scaffolding in teaching. Engaging in wider school and
community activities was a lesson learned in hindsight for Eddie and acted upon on his
next attempt.
Eddie looks back on this tumultuous time as a ‘personal journey’ and described his
feelings of disappointment, rather than anger. With this behind him, he summarised
pragmatically ‘sometimes it just doesn’t work’.

*Languages Other Than English

On reflection, Eddie’s realised that his first placements, comprised
predominantly of observations and co-teaching in a select private school, did not
ready him for the demands of teaching in a different and less salubrious school. He
drew upon resources that he felt would prepare him for his new and unfamiliar
contexts, and expected that this foreknowledge would assist in adjustment and finetuning to learners needs. As Eddie stated: ‘I expected it to be tough because, first off,
I looked up the demographic’. Although Eddie’s underpinning beliefs around
education were akin to his own school experiences, his exploration of the
‘demographic’ of his rural based learners indicated a budding awareness of learners’
backgrounds and needs. His self-disclosed limited awareness of the core planning
and teaching requirements were left unscaffolded and unsupported, and his presence
and pedagogy was endlessly criticised. His single-minded quest to become a teacher
was later rewarded in his repeated practicum, where he was welcomed and supported
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by his supervisory teacher. Eddie reflected favourably on his new discovery around
planning and teaching. He learned to ask himself why he was teaching certain
content; ‘sure, it’s in the curriculum but why am I teaching them this? Why do I
need to know these things? Why do they need to know these things?’ (Eddie), that
helped him to overcome his previous belief that fundamentally all children are the
same. Eddie sought to identify his own pedagogic needs, his ability to reflect and
then apply new meaning that was relevant to his locational and temporal
circumstances. These reflections were pivotal in enhancing his personal self worth
and in ratifying his personal beliefs.
Beliefs of participants spanned personal agency, fortitude, the conviction of
others and, for some, a religious faith that inspired and stimulated them. Seeking to
guarantee equality of opportunity, respect, and to stake a claim in their future,
participants learned to assert and position themselves to ensure the viability of their
success and locate a balance around accepting imposed expectations. It seemed that
self-verification provided a means by which agency could drive identity change.
Contrasting the demoralising experiences that sapped confidence, new
supportive and nurturing environments rebuilt or regenerated self-conviction. As
Bernadette explained; ‘the unpacking of teaching as a profession here was done in
most wonderful mentoring warm way. I had a wonderful experience here’.
Furthermore, by adjusting her thinking from being on ‘trial’ into a more affirmative
perspective, a corresponding positive change was evidenced in Bernadette’s overall
attitude, enabling her to move on. Her response signified increased legitimacy and
associated confidence as a consequence of a sounder relationship with teachers in a
new school. Improved support in a later, repeated placement in a changed school saw
her transition into teaching with ease that reinforced a new welcoming feeling of
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confidence. As her teachers demonstrated and declared increasing belief in her
ability, her new independence meant that, for the first time she felt; ‘in control of the
classroom management and in control of the pedagogy’. (Bernadette) Finding a
connection and building rapport with teachers in later, albeit repeated, Professional
Experience placements helped participants reinforce self-belief, and develop a
stronger self-image and fortify their sense of resilience.

Resilience
While the devastating experience earlier left Natalie drained and defeatist, she
drew upon her deep-seated resilience to continue. She described the thinking
processes that she employed in order to continue:
(It) helped build my confidence, I should mention, once I’d made that
decision to go back to the school for the final round and just do a Maths
placement, I thought, this is the Psychology coming out in me, “If I can go to
this school once a week for a term leading up to my final placement I’m
going to find it a lot more comfortable to work there, and a lot more
comfortable being around that staff member”.
‘So I went and volunteered there for Term 3 last year, and then I started my
practicum at the start of Term 4, so I had 10 weeks of, well one day a week
at that school to kind of almost cognitive behavioural therapy myself into
enjoying working. (Natalie)

The language used within this account portrayed a great sense of proactive
determination, and readiness to forge links. To overcome the damaging negative
downward spiral Natalie devised strategies to help visualise an acceptable positive
identity. Debra, too, reinforced that time has a healing quality. As time passed, from
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six to twelve months for some participants, the prospects for success became clearer
as the fog of uncertainty lifted. In contrast to an initial avoidance of confrontation,
participants articulated ways in which they sought sanction.

This appeared to

highlight a renewed strength once their emotions ceased to disrupt their thoughts and
memories. Relating renewed self-assurance some participants readily approached
their antagonists: Eddie requested a reference; Debra inquired around her assessment
records; and, Vivienne comfortably initiated informal conversation in social settings.
At the time of the interview, well past her depressive ‘low place’, Debra
described her quandary: to persevere or to resign. Here the notion of her resilience
highlighted an ability to cope in a much more resilient manner than perhaps other
pre-service teachers. She reflected upon the strengths that she had to offer and the
life skills that she had to draw upon, expressed in the following extract:
Well I suspect that if I had been younger I might have – I kind of made a
conscious choice in my late 40’s to do this. Like I did have the option of just
not doing it and going back to the public service. I think maybe if I had been
younger it would have, and it did destroy me. I have to tell you it did – I was
in a really, really low place for a good month and you can’t be like that when
you have children and a family so it really did affect me I have to say. So I
think yeah, maybe if I was younger I wouldn’t have bounced back. I would
have just walked away completely (Debra).

Implicit within this account was the idea that her prior life experiences helped
Debra to reduce the impact and some feelings of helplessness and powerlessness that
she had faced. ‘At the end of the day, really I needed to finish it, and that I wouldn’t
be happy within myself if I didn’t because I’ve never really walked away’. (Debra). I
noted clear illustrations of Debra’s cognitive processes in phrases that began with ‘I
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suspect’ and ‘I think’. Similarly, repetition or affirmation of her conative processes
was revealed as she described her actions: ‘So, I think yeah, maybe if I was younger
I wouldn’t have bounced back’. Interpretation also showed that repetition of terms
and use of tense were revealing. Debra’s repeated use of ‘younger’ implied inner
confidence and strength that came with maturity, while the shift of tenses showed
that considerations from her past, where dark memories were invoked, were
alleviated by the safety of the present, and her correspondingly new legitimacy to
make candid remarks. She explored the probability of alternative outcomes in her
final statement, suggesting that; ‘if I was younger I wouldn’t have bounced back. I
would have just walked away’, that seemed to reinforce the resilience that she had
marshalled through her years of experience.
Eddie’s pragmatic stance highlighted his acceptance that that there was no
opportunity for recourse, the past could not be undone and thus it is more rewarding
and productive to ‘look ahead’ rather than continue to ponder what might have been.
Eddie felt that he must treat his experience as a vehicle for learning and made efforts
to take positive lessons from his ordeal. For Eddie, engaging in prolonged
retrospective analysis and self-criticism was unproductive. Actively moving on
following negative experiences was vital to a regenerative process. Eddie held no
rancour as he rationalised this in the present tense, conveying a sense of immediacy,
commitment and some urgency. His account revealed that:
I wasn’t really angry. I was just disappointed, like, that time wasted, you
know, all that time . . . staying there. It is not considered personal. . It's just
one of those things that happens …you've got to be mature about it and
you've got to grow and…you've got to move on. I can’t just leave it like that,
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because I could go back to my old job but I already committed and I really
want to do this (Eddie).

Similarly, Eddie looked upon his challenges as part of a journey that would
better prepare him for teaching in the long term. In essence Eddie was representative
of all of the participants in this study, as he sought a new profession and a renewed
identity. By adjusting his perspective of disappointment into something more
positive he was able to affect to a corresponding positive result in his future
practicum.

Identity
Key to shaping of identity was reflection whereby individuals became tuned to
the way in which their self started to fit into a larger context that involved others.
Importantly this did not mean being moulded to fit the expectations of others.
Vivienne and Eric refused to succumb to the earlier experiences of dogmatic and
unjust practices and, for them, repeating the practicum allowed them to build upon
their identified strengths which they viewed as providing opportunities to learn from
experience.
Similar consciousness was raised amongst other participants around an
improved sense of self-worth contributing to a newly forming identity as a teacher.
Bernadette became very aware of her emerging professional identity as ‘drawing on’
and ‘integrating’ her specialist knowledge became more natural. For Debra who, by
her own admission came from a white middle class background, the magnitude of the
deteriorating relationship had weighed heavily upon her and caused personal distress.
However, in working alongside an unwelcoming supervisory teacher and trying to
understand, her perspective shifted as she came to a realisation that inner strength
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can arise from external adversity. Efforts to pursue the teacher identity proved
rewarding for her once she re-commenced her journey. Debra recounted:
I needed that validation that I wasn’t rubbish because those kids in that
class, they had no structured teaching. I’ve never met a class as bright or as
really enabled as that group of kids and so probably they could have taught
themselves anyway. Like that’s one thing that was a saving grace that really
they were all such self motivating kids from really high achieving families
which is probably why the parents were discontent and came in and thanked
me because I had actually taught structured lessons, you know what I mean
(Debra).

Debra’s expectations of the epitome of a teacher led her to identify the
mismatch between her ideal and an actual teacher identity. Her beliefs of teacher
identity seemed to be firmly grounded in her own notions of an archetypal teacher
that she matched against her own socially constructed teacher identity. She
subsequently attributed what she perceived as unacceptable mentoring as
contributing to an overarching lack of competence. Similarly, Eric’s deep-seated
concept of a good teacher was informed by his own educational experience and
recent-workplace knowledge that appeared to be very different from the teacher
identities with which he was presented.
Whilst various forms of recovery and rejuvenation were experienced, the data
indicated that a purposeful stepping back from previous poor experience was
necessary before meaningful reflection and new activity could begin. Natalie and
Debra described their agonizing mental processes as they deliberated whether or not
to continue, saying: ‘it really distressed me but I decided I’d go back to that school’
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(Natalie). In Debra’s case, more than a month was needed to overcome her highly
sensitive experience;
Yeah, it took me about a month and I think my husband was concerned . . .
and so he suggested that at the end of the day really I needed to finish it
(Debra).

The emergence of resilience, in turn, strengthened outlooks toward contextual,
situational dimensions that previously presented greater concern. Transformative
learning described by Natalie and Eddie appeared to manifest as they learned to
integrate academic and pedagogic skills with socially situated practices. As they
worked with teachers and built valuable collaborations, they integrated positive and
negative past experiences to foster renewed energy.
Earlier literature review identified that Professional Experience can disrupt and
displace pre-service teachers. This was evidenced through marginalising practices
extending from overt unwelcome to exclusion and alienation across differing
contexts. A successful outcome for each participant outweighed the earlier period of
apprehension and ambivalence and brought new outlooks to their forthcoming
practices as teachers. Following what appeared to be a rollercoaster journey, all
participants were successful in finding contractual, short-term casual or permanent
employment. This information collated and provided in table 11 below.
Table 11: Employment data (at interview, 2014)

Name

Employed
as teacher

Employee
status

Phase of
schooling

Bernadette

Y

Permanent*

Debra

Y

Eddie

Y
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Casual
Contract
Casual
Contract

Changed
teaching
stream

Further
study

Secondary
- Social
Sciences

No

N

Primary

No

N

Primary

Yes Primary

N
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Eric

Y

Permanent**

Primary

Natalie

Y

2 year contract

Primary

Vivienne

Y

12 month
contract

Primary

*

Promotion

**

Higher Duties

Yes
Primary
Yes
Primary
Yes Primary

Y–
MeD
N
N

As noted in the above table, participant accomplishments were varied. After
only two years since graduation, two participants elected to change teaching streams,
from specialist secondary to generalist primary teaching; one participant was
engaged in a position of higher duties; and, another been promoted to a senior
teacher. This seems to suggest that the trials of practicum bore little resemblance to
the integrity that each individual eventually brought to the profession. It also leads to
question of whether the present form of Professional Experience is a sound predictor
of future teacher quality.
Commenting on supportive and productive leadership practices, Bernadette
observed of her final practicum; ‘the leadership in particular is pretty inspirational’.
Debra, too, spoke positively of the collaborative and consultative leadership
approaches that have made her present teaching life a prosperous one. She feels
privileged for the learning that was shared with her by an outstanding collaborator
and educator. Yet, whilst now graduated and working in her own classroom, she still
finds it hard to forget her earlier experiences of working with a non-welcoming
teacher. Like Bernadette, Debra reiterated her concerns about the variable quality of
teachers. Of high concern for Debra are poorly executed pedagogic practices, thinly
disguised as charismatic performances that she likened to little more than
‘performing seals’. She was quick to declare that this manner of teaching completely
overshadowed the strengths of good pedagogy, planning and an ultimate
responsibility to overarching good teaching. There was also a sense that, while
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Bernadette suffered the impact of unsupportive teachers, she conceded; ‘an
overworked teacher (they) will not be a sufficient mentor’. She stressed that there is a
need to right this wrong.
Below, table 12 offers a further glimpse into Bernadette’s journey into the
teaching profession.
Table 12: Vignette 5: Bernadette

Bernadette
Trial by fire certainly wasn't what I was expecting
The thing that struck me about Bernadette was her confidence and zeal for teaching, in
fact, for life in general. She spoke and moved at a rapid pace and proudly described her
recent promotion to senior teacher in her school. A diversity of careers comprising
defense personnel, police officer and professional chef, saw Bernadette well versed in
professional expectations. A commitment to four years of study to become a teacher
meant starting over, yet Bernadette was prepared and extremely enthused. She was not,
however, ready for the unforgiving school-based periods ahead and was astounded to
learn that pre-service teachers had little recourse in the event of unfavourable events.
Recalling her final placement as a nurturing and supportive time Bernadette feels
indebted to her teacher who modelled solid pedagogic practices. She contrasts this with
the unjust, bullying times in previous settings, where she was physically threatened and
mentally abused. She was even more astonished to learn that in these situations she
would be yet ultimately treated as the perpetrator, and then as a ‘scapegoat’. Her anger
was palpable as she described the unjust, unreasonable hierarchy of ownership and
power that could not be challenged.
Sheer determination, based on a strong moral basis and self-belief, saw her
complete her course. Now Bernadette is committed to providing leadership and
advocacy around school-based mentoring to groom and prepare new teachers in a
welcoming and ‘warm way’.

Now Bernadette prides herself in her approach to assist pre-service and
neophyte teachers, and is instrumental in fostering a supportive inclusive
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atmosphere, helping them to integrate and develop familiarity with the wider school
ethos. As a result of her experience, she has actively negotiated her teaching role to
include responsibility to coordinate the support for outsiders, newcomers, temporary
and permanent, in an effort to help them to feel part of the community. Selfconfidence underscores her sense of belonging, which appeared to fortify her resolve
and highlight her appreciation of how invaluable an understanding of the local
context can be to help build a teacher identity.
Now graduated and employed, Eric felt legitimised to assert his beliefs that
pre-service teachers are underestimated and treated as subordinates while, in fact, he
firmly believes that they offer much to the school context. Eric’s comment below
reflects his sentiments:
That’s why I became a teacher as well, I felt that if I was really wanting to
make a difference, then regardless of the challenges I’m going to have to
move forward with my dream, with my focus and keep at it (Eric).

Indeed, Eric’s heartfelt disclosure reinforced an underlying determination to
see beyond the hurdles and hostile situations that had been placed before him. A
combination of life experiences and self-belief appeared to provide the means by
which participants could assess the strengths that they offered, against personal,
organisational and community barriers. Natalie describes her thinking processes;
Prior to 2013, I still hadn’t felt like I’d hit the nail on the head in terms of,
“Yes, teaching is what I want to do.” But I hadn’t found the practicums
overly stressful. Some of the teaching experiences themselves were stressful
but the practicum overall . . . I had support from supervisors and unis,
mates. And when you had a bad day or a bad lesson it was a learning
experience at those times.
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Well, with the school you’re a part of the community, you’re living in a tiny
community, you go to school discos, you’re a human set of monkey bars
[laughs], you’re kind of part of the entire environment (Natalie).

Hearing Natalie’s story shift from her earlier ambivalence to an affirmed
delight in pursuing her chosen career seemed to indicate that recovery and
transformation had occurred. Firm belief in the integrity of his or her practice
provided sufficient proof for each participant to pursue teaching as a career.

Situated hurdles and strengths
Belief in ability and self-worth became variously evident as participants related
their later, successful placement episodes. For some, a strong sense of belief in self
was related to their age, previous workplace responsibilities and life experiences. On
reflection Eric suggested that his age and seniority was an asset and implied that his
‘young’ neophyte teacher ‘wasn’t very experienced’. Realising this, spurred Eric on,
as he reassessed his attributes in a positive view, feeling valued rather than debased.
Not dissimilarly, Natalie’s previous demoralising experiences tested her ability to
first rebound, and thence, confront the unexpected difficulties placed before her. Her
renewed self-confidence encouraged Natalie to see past her previous experience and
to celebrate the qualities that she offered.
In addition to the development of a teacher identity, moral reflection and
personal values resonated across the collected accounts. Moral positioning was
distinct in Eric’s account as he was spurred on as an advocate of God’s will. This
moral positioning was heard, too, in Bernadette and Vivienne’s accounts when they
described the difference between supportive and nurturing teachers and others who
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seemed fixated on conflict and dominance. Vivienne remained steadfast in her
conviction that she ‘was proud’ of her heritage and the strengths that she would bring
to the classroom.
Those who openly positioned themselves to collaborative opportunities were
rewarded with reciprocal benefits, received as respectful and inclusive. Actively
making decisions and seeking the input of others offered new perspectives and
judicious control of what Beck and Beck-Gernsheim (2002) described as one’s ‘own,
centrifugal life story’. In taking control of their destiny, participants attributed
various aspects of their past, their achievements and their life story that encouraged
and strengthened each person’s resolve. Eric appeared to rationalise his success as a
product of age and career advantage, whilst believing this to be a perceived threat to
his teachers, while Vivienne, a confident maths graduate, suggested competition was
a significant contributory element to her maligned status. She felt that unsupportive
behaviours were driven by employment insecurity, and that pre-service teachers were
seen as ‘competitors’ who held better scholastic credentials. Life experiences also
meant that pre-service teachers with paraprofessional and post-grad qualifications
openly challenged what they believed to be questionable management, as well as
blatant self-centred ego-building in the school.
Participants who had had previous positive and rewarding placements (Natalie,
Eddie) seemed able to extricate themselves from the overbearing emotional fetters of
failure more easily than those whose experience was compromised from the outset
(Eric, Vivienne, Debra). Natalie and Eddie reflected on and referenced their previous
successes as a false sense of security, expressed in the following extracts:
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I hadn’t had trouble before because I’d always shown my previous
supervisors how keen I was to do well and work hard, and it was the first
time that I came across that it wasn’t enough (Natalie).

It was easy because the school was very structured, it had a Code of
Conduct, how to behave, and the students knew it and they wanted to go
there. So that was my first school. And at the end of it my mentor, said,
“Look, you’ve got to go to another school because you need to have a range
of experience (Eddie)

Prior success played a role in accelerating regenerative processes as
accomplishments saw participants draw upon intrinsic reassurance and motivation,
portraying rational and objective attitudes. In contrast, those with no prior success
viewed their challenging experience to be pervasive across the profession. Surprise
expressed by Eric was captured in the following statement; ‘I had come into an
environment which was full of politics. All people wanted to do was cut each other
down’ (Eric). Echoing this was Debra’s comment that pre-service teacher experience
was being ruined by ‘ gossip and politics’.
As described earlier, pre-service teachers felt as though their temporary and
student status consigned them to be outsiders. This behaviour seems to extend to
those with minimal teaching experience. Adding to their concerns about responsible
and inclusive practises, Debra and Eric continue to delineate between the types of
teachers within schools: the ‘in-group’ and ‘out-group’, an invisible demarcation that
regulates and monitors staffing matters under the alleged interests of propriety and
order. The quotes below provide insight into their understanding:
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She would not go to the staff room and eat lunch with the other staff and
would encourage me not to go as well. And then the other teachers were
kind of, if I did go, were then little bit wary of me because I was working
with a teacher who appeared didn’t have a positive relationship with the
other people in the school (Debra).

When we were doing staff things together, like staff meetings, she basically
would get up and say in front of all the staff members, you know, that’s not
relevant to me, come on Eric. And I would be just sitting there red as a
tomato going oh my God, what is this lady doing? Like, you know, I’m
feeling really embarrassed here in front of the staff members, … you know,
my reputation has been compromised here because I don’t know what to do
(Eric)

These accounts suggest, that not only do pre-service teachers hold temporal
and liminal status, but that their integrity is aligned with the supervising teacher who
may also be alienated within the school. When read in this way it appeared that the
unchallenged attitudes and actions of the elitist and exclusionary in-group seemed to
be condoned.

The account from Bernadette highlighted a number of related

perceptions. The use of language such as ‘protect’ implied that her hostile school
context was inhospitable to pre-service teachers and that significant emotional
investment was required on her part to correct this.
A degree of altruism appeared to be a motivator for some. As Eric described;
I prayed and finally, you know, I felt that maybe if I become a good teacher,
and I share some good values with kids, maybe they will treat their children
well, and not be abusive, and maybe there will be a difference in society.
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Eric’s passion to improve the lives of his learners provided him with an
enthusiasm and energy that enabled him to see past his undesirable surroundings. For
Eric a social and moral responsibility apparently underpinned his motivation to teach
and enter into a career-changing period of his life.
Each participant brought a renewed energy into what, for most of them, was a
career change.

Previous life experience was contributory to personal outlooks

around welcome and inclusivity and the ways in which support was provided and
received.

While philanthropic energy may have been a driver for Eric, others

experienced a dispersal of goodwill, care and support from their school and their
university. In shaping their enabling and regenerative process, participants viewed
scaffolded and inclusive practices as significant. In his final practicum, Eddie sensed
that his teacher was interested in his progress and, as he demonstrated sound
pedagogical practices, their relationship became one of mutual care and a shared
focus.

Similarly, Bernadette was grateful for the supporting and enabling

frameworks to help cope with expectations and incremental pressures. She captured
her gratitude in the following:
It was really, really nice to see him unfold things for me and him package it
for me so that I could understand how senior students could utilise the
information in front of them and how they learn to undertake their research.
(Bernadette).

The security and certainty implied by the concept of schooling infers a sense of
inclusivity. Paradoxically, the earlier absence of this assisted Bernadette, Debra and
Vivienne to harness inner strength in order that they could proceed. Despite their
exclusionary and marginalising experiences, they acknowledged that their
circumstances were atypical, displaying an objective and largely encouraging
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outlook around the quality of pre-service teacher support. In particular, for much of
her placement Vivienne felt being in school was akin to being on the frontline. She
was set apart in the school, not expected to cope, yet joined the battles and embraced
the challenge. Amidst her poor experiences, Vivienne discovered unanticipated
levels of support offered by the university. In expressing her gratitude she compared
the unexpected assistance as analogous to the ‘Bodhi tree’ and laughed as she
recalled her appreciation of the support that she received from the university, wideeyed with surprise and gratitude. She was complimentary of the supportive,
scaffolding mechanisms and has continued to maintain good relationships with
academic staff following her graduation.
For some participants, administrative requirements for teacher registration
posed an additional hurdle. Those who identified as immigrant Australian, were
required to pass an English language IELTS test, that added financial and emotional
burden, and presented yet another obstacle to overcome post-graduation. Again,
determination and self-belief prevailed for those affected, with Vivienne comments
reflecting her self-belief; ‘it was actually very easy for me’ while for Eric, there was
no going back; ‘I was already committed’. On attaining his goal, Eric has now set
sights on further accomplishments and has undertaken further study. Juggling his
studies with contractual teacher employment, Eric commutes each week to a rural
setting, demonstrating his zeal for further knowledge and his perseverance to enter
the workforce.
Typically, participants continued to perceive school contexts as caring
environments that act as a bridge to the community. They continued to expect
protection and nurturing for, not only the school students, but for themselves. In
reality, the context continued to be complex and challenging, as Eric related:
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I’m actually glad in many ways that the first placement didn’t work out for
me, even though obviously I didn’t want that to happen, no one wanted that
to happen, and I hope it doesn’t happen for other people in the future. But it
allowed me an opportunity to experience a different environment, and I
personally feel the more different types of environments, school
environments that you experience, the more skilled and equipped you
become, and more, people you come across that are good and bad, so you
learn from the good but the bad you go, okay, I’m not going to do what
they’re doing, and you sort of strengthen your skill set that way (Eric).

This excerpt offers insight into Eric’s cognitive and affective processes, e.g.,
‘I’m not going to do what they’re doing, and you sort of strengthen your skill set that
way’ to his earlier statement: ‘I’m actually glad in many ways that the first
placement didn’t work out for me’. Through his assertions, it became evident that an
active engagement with reflexive practices assisted Eric to identify his values,
reinforce his belief in self, and identify ways in which he could achieve his goals.
What struck me about Eric’s story was a simple fluency, with few hesitations.
His repeated use of ‘I’ – the personal – suggests that he owns his own reality. His
commitment has been unwavering and, following his completion of a Master of
Education, he now has his sights set on doctoral studies.

Nevertheless, Eric’s

challenges have continued. His confident, assured and forthright demeanour has
prompted his teacher colleagues to seek his assistance, in particular, tapping into his
strength as a male teacher in difficult classrooms. Flattered and proud of his
acknowledged strengths, Eric has however, found that these demands have seriously
added to his personal stress and that has tested his resolve to remain in the classroom.
He now ponders the sustainability of the demands that contemporary teaching
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practices have manifested for him and is focussing his energy, in particular, on
behaviour management practices relevant to contemporary classroom practice.
Prominent in the participant stories was an emphasis on the complexity and
diversity of contemporary teachers, their backgrounds and their transitions into the
program. As most participants were of mature age, a career change to teaching
challenged many of the conventional and traditional notions of a beginning teacher.
As mid-career professionals and/or parents assuming roles of authority, they hovered
between being accepted by others or perceived as a threat. Listening to their stories
from this viewpoint presented a new focus on schools as a workplace. This was
evidenced in Eric’s and Bernadette’s accounts, both of whom were ironically
escalated to senior roles soon after their employment, and suffered by Vivienne in
her account of her earlier failed experience.
Embracing the unknown brought new significance as participants explored new
territories, post-graduation. Flexibility of outlook was required as Eddie and
Vivienne pragmatically embraced teaching opportunities in primary settings rather
than their nominated field of teaching expertise.

Similarly, employment

opportunities in rural and remote teaching locations presented attractive prospects for
Eric and Natalie, offering richer insights into learning requirements in an equally
diverse set of contexts. These achievements resulted from the reflexivity of each of
the participants that rewarded them twofold: acceptance as a teacher identity and
equity in relationships.
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Reflexive action and empowering relationships
In the next section, the reflexivity, ongoing commitment, and actions of the
participants revealed new insights into their next phase of life, as teacher graduates.
This phase represented a shift to the present and the celebrations and hesitations that
are the new reality for graduate teachers. This also showed that, while hurdles had
been addressed and overcome, ongoing commitments can take a multidirectional
path. The experiences of success had alleviated the immediacy of past concerns,
restored consciousness, self-belief and well-being and offered new and empowered
relationship opportunities. Yet, unanswered questions for the future lingered.
Following graduation, each participant revisited their earlier choice to become a
teacher: whether to continue; and ultimately, whether teaching was the right
profession.
Such conative decisions and outcomes were the products of intersecting
dimensions. Conative decision-making is the outcome of the cognitive and
behavioral processes that are founded in reflexivity and that direct future effort and
action. For the participants this decision-making encompassed desire, volition, and
determination. This final section offers further insight into the participants’ stories,
with reflexivity and measured decision-making aligning to their successes.

Collectively, the participants acknowledged the importance of relationships
during Professional Experience. Eddie was clear that ‘you have to bond ‘(Eddie),
although as Natalie suggested this is not automatic. Her mentor was ‘very difficult to
get along and communicate with’ (Natalie) and as Debra made clear, efforts to build
the relationship were often cautious and consciously deliberate; ‘I was always really
conscious not to overstep my mark or somehow undermine her position’ (Debra).
Others reported that solid, supportive and ‘committed’ teachers (Bernadette) help to
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forge productive and positive relationships and build awareness of professional and
personal identities. For Debra, new relationships produced new freedom as she
moved from a position of little power to one where her actions were given new
legitimacy. Open and frank discourses were a product of a new relationship where
power in the relationship was not the dominating feature. In the following extract,
Debra describes the shift in welcome and scaffolding across her school experiences:
That’s how I always worked, I looked for a mentor, I looked for someone I
could bounce ideas off and just to be, to find myself in such a negative
relationship so early on was yeah, it nearly put me off the whole thing. But
you know I found fantastic mentors you know, I found fantastic schools
where the Executives work in collaboration with their staff to make, to have
fantastic outcomes (Debra).

Despite her inability to discover the key to working collaboratively with one of
her supervising teachers, Debra was spurred on by ‘the fantastic relationships with a
really great group of kids’. For her, this represented the most positive slice of her
experience. The support of the students, the parents and the supply teacher were
central in Debra’s decisive move to revisit teaching. Receipt of constructive and
appreciative sentiments empowered and reinforced Debra’s self-worth and her strong
sense of ability. She held genuine pride and satisfaction in that she had mattered to
the students before, during and beyond the classroom experiences and, despite what
were undeniably challenging circumstances, this knowledge propelled Debra to
counter those who seemed set to stymie her progress.
Vivienne was clear that the Othering enacted on her was interracial. She added
that this difference seemed to be even more pronounced when she later successfully
engaged with teachers who were committed to ‘getting her through’ and displayed
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non-discriminatory behaviours. In the following excerpt, Vivienne described the
changed reception and outcome for her:
I had two lovely mentors. They helped me a lot. Their motto was to help
me to finish the studies. The time I was in their classes was absolutely fine,
the lessons were moving really, really fast and it’s of course – maybe I learnt
from all my mistakes. I don’t know what helped at that time but it worked.
And even now I have a very good rapport with my mentor there (Vivienne).

In her subsequent placement she felt blessed to be teaching with two teachers
whose commitment to teaching was inclusive, professional and not corrupted with
racialised forms of power. Experiencing this welcome was empowering for Vivienne
and allowed her to re-evaluate the education profession and educators that she had
previously doubted.
Vivienne’s’ empowerment was similarly felt by others in this study where
changed attitudes and perceptions generated the much needed recognition and
acceptance that each pre-service teacher wished for. Where the Professional
Experience presented ongoing challenges in terms of personality difference and
power struggles, there was a shared confidence that content knowledge was not in
question. Each participant was proud of their achievements and confident of their
ability to further add to their repertoire. For Eddie, the periods of scaffolded,
supported and structured learning in subsequent practicums brought him to the point
where he could integrate his acknowledged discipline expertise with new-found
pedagogic success. He was able to stand back and to acknowledge his strengths,
while seeing the value of alternative pedagogic approaches. He was also able to
reflect upon and critique the school’s approach to education practices, which he
broadly supported. He could then look back and affirm:
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It wasn’t my knowledge. It was, like, the other practice.
I guess it’s just more knowledge, really. If I just build on that knowledge of
other learning areas. So I’ve got business studies learning area covered.
Now it’s literacy and numeracy, but more at an R to 7 level, how they need
to learn it, and what they need to know (Eddie).

Reading Eddie’s account in this way illustrates the transformation that has
taken place as the broader aspects of pedagogy became evident.
A restorative and fulfilling affirmation of self-worth became a consequence of
the repeated practicum for some participants. For some, it came with unsolicited
comments from the school leadership, while for others, the teachers, parents and
students passed on clear messages of acceptance. Relief poured from participants,
whose strengths were unveiled along with new-found reassurance in their capacity to
teach. Bernadette proudly recalled the times where she was given the imprimatur to
take charge;
Especially when the teacher says, ‘ I'll just be next door’ and the class is
running smoothly and you feel like you are one in control of the classroom
management and in control of the pedagogy that's occurring at the time.
And the classes were working effectively and efficiently and you feel like
you've achieved something. And that happened regularly in the last say six
weeks of my placement here and it was nice to know that he would give me
the confidence. I mean, there's glass windows that he would look through.
It's not as if I was left completely alone in the classroom. I was still being
supervised, but not being supervised, whilst he was in the room, which was
probably one of the greatest benefits of the style of classroom that we had
where I was doing my placement.
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And the kids all said: one you’re fair Ms.’; two you’re consistent; and three,
you're also very approachable’ (Bernadette)

Hearing her story from this perspective reinforced the veracity she brought into
the classroom. It was evident that her energies were acknowledged and appreciated
by staff and students and verified that she had clearly made a difference. This
reinforced for Bernadette that she was valued and really mattered to the students
before, during and beyond the classroom experiences.
It appears that participants can gain encouragement from failure, to learn what
works and doesn't work. Feeling better equipped to proceed more successfully due to
lessons learned is a pattern distinctive to double-loop learning or reflexivity, and can
engender success where failure was once deemed to be an outcome. Interpretation
suggests that Eric and Eddie became cognitively alert to new strategies to avoid the
repetition of failed experiences. More specifically, Eddie’s comment about being
able to improve his classroom practices is indicative of proactive transformative
learning that describes a growing awareness of, and becoming attuned to,
surrounding circumstances and pedagogical requirements. As Eddie begins to make
sense of the role of the teacher, he adjusted his outlooks and integrated newfound
awareness that allowed the commencement of the transformation to become a
teacher.
Replacing the power dominance in the relationship with open, reciprocal and
shared responsibility seemed to release the pre-service and mentoring teacher from
constraints that might have negated the Professional Experience learning.
Acknowledging that age and wisdom had contributed to their success, participants
saw their experience as a time in which they built on their content and pedagogical
knowledge, and established new relationships with learners and workplace
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professionals. A consequence of forging these relationships and generating trust was
seen as richly rewarding with participants affecting new outlooks and constructing
affirmative perspectives.
Eddie and Eric demonstrated a galvanised appreciation of how important it is
to understand that learning takes place beyond the immediacy of the classroom. They
respectively questioned the sustainability of current practices over perpetuating
established, yet ineffective, trends. From this viewpoint, their stories seemed to
confirm that reflecting upon and embracing their learning journeys has strengthened
their emergent identity, and initiated new perspectives about teaching.

In

overcoming the hostility of their earlier placement predicaments, participants could
revisit the exclusion, alienation and alterity that they experienced and, through
reflexive action, begin to consider and understand the complexity of relational
requirements in school settings.
Table 13 below, presents a short snapshot of Eric, his background and
experiences, as he enters the teaching profession.
Table 13: Vignette 6: Eric

Eric:
Professionalism, camaraderie seem to be secondary to the politics in schools
Confident and self-assured, Eric’s transition to teaching was sparked by a vacation during
which he stumbled upon an orphanage of mistreated children. Eric believed that as a teacher,
he would be able to contribute to a network that could improve the lives of all children, now
and into the future. Eric’s ideal was soon shaken following his entry into schools, where he,
too, fell victim to prejudice, ineptitude, and conflict and competition between staff. Eric felt
that he is yet to experience teaching that resonated with his views of quality education and he
has identified serious flaws in moral and equitable educational practices. His practicum and
contract teaching experiences have continued to astound him, where he has been witness to
bullying, racism, apathy and in-school rivalry and he remains incredulous to some of
the practices he now sees in schools.
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He identified a need for stress management, with particular reference to the hazardous
outcomes of mismanaged classrooms. He remained resolute that high moral standards are
pivotal to sound pedagogical practice.
Eric’s commitment to teaching has persisted. Employment opportunities have meant
separation from his wife and family as he commutes each week to the regional city.
Tireless and driven, Eric is continuing his quest for further learning and is mid- way through
a Masters qualification. He has hopes to undertake a PhD that will focus on behavioural
practices in the not too distant future.

‘I felt like I was ... becoming a teacher’ (Eric). This powerful image captured
the deeper emotions in which Eric saw himself shift from being treated as an
apprentice to being in charge of his circumstance. Learning about oneself, learning
about one's learners and one’s colleagues, imperative in ITE, was prominent in the
collected accounts along with a humanistic yearning for acknowledgement.
Read this way, it appeared that graduation brought a new set of credentials that
sanctioned progress, equality of relationship, acknowledgment and unrestricted
voice. Eric now needed to reconsider the enormity of his new role, which he again
embraced with dedication and commitment. Reinforcing newly formed teacher
identities, these new teachers were now acknowledged and respected as equals on
staff. Likewise, Eddie knew he was on the on the cusp of becoming a teacher and
reflected upon the transformative effect on his identity as a learner and thereafter as a
teacher. Eddie also attributed his failed experience as a valued period of learning and
now views himself as a teacher and a potential leader, fully qualified and ready to
apply knowledge and proven pedagogy toward reaching a desired result.
Collectively, each participant was keen to explore ways that might begin to
rectify the unjustified practices that contributed to their failed experience. Now, even
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in employment, Debra continued to question the mismatch between her archetypal
view of a teacher and the actual teacher identity that she evidenced.
You know in the four weeks I was here, I think maybe five teachers came in
and supervised and gave me feedback and you know, I had a much more
structured experience here and with a lot of people trying to help me and
really give me guidance (Debra).

An after-the-fact surprise came for Debra as she persisted in determining the
cause for her earlier negative experience. A conversation with the principal some
time later provided some insight. Debra described the response from the principal;
‘She said, oh I’m not surprised, given that person, and you know, I would never have
placed a student with that person’ (Debra). While this information came too late,
Debra had been vindicated in the knowledge that the school leadership did not
condone her mistreatment, but she has not excused them for the inattention that she
received during that time.
In reflecting on my interpretation of the complexity of interrelationships, I
noted how Debra’s thoughts about her situation first influenced her feelings, and
thereafter how her feelings influenced her thoughts. While these aspects are not
discrete, the degree to which her actions influenced her thoughts and her feelings was
noteworthy. Importantly, if she had not acted on correcting her situation, she may
think and feel quite differently about that experience to what she thinks now. Her
candid comment reflects her changed perspective;
‘I found fantastic mentors you know, I found fantastic schools where the
executives work in collaboration with their staff to make, to have fantastic
outcomes but I just didn’t have that as part of my pre-service experience.’
(Debra)
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The reciprocal whole-to-part and part-to-whole relationship is evidenced
clearly in Debra’s statement:
The teacher that I work with here, she’s amazing. She is an outstanding
teacher, she’s an outstanding educator so for her to say look there’s lots of
things for you to work on but you’re not rubbish, that was really good
(Debra).

Debra knew, in the end, that she did the right thing. Yet, while interpretation of
the ‘good’ of Debra’s story rests strongly on this final part of the sentence,
interpretation here nevertheless also requires an understanding of the whole.
Interpretation of this comment as part of her entire account highlighted the
completion of the hermeneutic circle that connects the cognitive, affective, and
conative interrelationships.

Concluding Comments
The research demonstrated how failure and an uncertain future forced each
participant to critically examine the underlying assumptions that guided their volition
and future actions. Collectively, the findings illustrated that participants learned, not
only about pedagogic practice, but also more about their inner self, emotional
management, emergent professional identity and, the significance of relationships in
the educational space. Revelation of strengths and weaknesses, skills and abilities,
ultimately manifested as a more individualised approach to sound pedagogic
practice, with demonstrations of commitment strengthened by a desire to know and
understand.

Findings have provided empirical confirmation of Beck and Beck-

Gernsheim’s (2002) thesis that the consequences of uncertainty lie in its ability to
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challenge current practices. Findings additionally reinforced that, through reflective
action, new ways of perceiving, thinking and acting can be explored and embraced.
Evidence of transformative learning, wherein previous learning experiences
could reveal new understanding, seemed to offer hitherto undiscovered fortitude. The
participants used their experiences, determination and their newfound knowledge to
help shape future aspirations and to direct energy and behaviour to effect new
pathways.

In Conclusion
Participant narratives of vulnerability were replaced by an emerging sense of
awareness of relational disparities that had the capacity to override supportive
teaching practices. Thinking through the nature of the events, taking ownership and
responsibility for alternative processes, buoyed participants to proceed and
ultimately, to succeed.
There is a complex sense-making process at work in recovering from the
volatile and often damaging effects of uncertainty that involves avoidance, strength
and confrontation. The importance of summoning the strength to proceed is
emphasised in order to restore self-confidence, provide renewed focus and enable
past experiences to be put into perspective.
The time spent as a pre-service teacher was generally viewed as both highly
challenging and, for some, was surprisingly life-changing and affirming. From an
overwhelming sense of relief, participants shifted to yet another challenge, one in
which each graduate questioned their readiness for the workforce as well as the
battles of finding and sustaining employment. Furthering the sentiments of Winston
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Churchill, each participant denied defeat. Drawing upon inner strength and courage
they endured their alienating circumstances, overcame their earlier experiences, and
celebrated newly acknowledged personal worth.
Each participant learned a whole set of unexpected things about schooling,
teachers and themselves. Yet, an undercurrent of inequity, bias and an array of
haphazard actions that rippled through the practicum was testament to some of the
contradictions inbuilt into this period. Determination, reflexivity, strength of
character and an ability to ‘move on’ saw resultant success for the participants.
In the next chapter the findings are further discussed and linked to relevant
theoretical discourse. In particular, discussion is focused upon the unanticipated gaps
that the data have identified, a consequence of which is that new literature and
linkages are introduced, alongside the literature that has been hitherto discussed.
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And the end of all our exploring
Will be to arrive where we have started
And to know the place for the first time.

T. S.Eliot [1942]

Introduction
Several conceptual studies have highlighted the increasing complexity and
inherent challenges associated with ITE (Hastings, 2010; White et al., 2010; Zeegers,
2005). Key contributions of these works have been to document the performative
dimensions, collaborative developments and reflective practices associated with
becoming a teacher.

In contrast, this research, using participant accounts of

disruptive and, thereafter, regenerative events, has highlighted a broad spectrum of
demands that challenge identity and an ongoing commitment to becoming a teacher.
The discussion of these findings focuses on a triad of dimensions that spans the
personal, situational and relational qualities, that impact upon pre-service teachers’
progress and that are identified as integral to ITE Professional Experience.
Interpretations highlighted that debilitating and disabling experiences were faced as a
consequence of these overarching characteristics.
This discussion chapter commences with an initial focus on the individual and
illustrates some of the contributing features of the pre-service teachers’ ‘Personal
Attributes’. Continued discussion explores ‘Situated Distributions of Power’ that
focuses on the workplace in which normalisation of dominant behaviours were
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evident. A final section discusses an evidenced disparity of ‘Relationships, Racism
and Respect’ that converge within the profession. A focus on these aspects draws
together the IPA guided interpretation and makes linkages to extant and, in some
instances, some previously unexplored and unanticipated literature.

Personal Attributes
This section offers discussion of the personal qualities affected in becoming a
teacher. These are presented in three parts, organised as Emotions and Reflexive
Agency; Identity Revealed; and, Transformative Learning.
During practicum a combined readiness of pre-service and host teachers spans
a joint preparedness and willingness to embrace new and unforeseen times ahead
(Higgs, 2014; Le Cornu 2015; Rorrison, 2010). In this time, participants’
assumptions around the contexts and practices of the Professional Experience
comprise imagined expectations around what it is to be a teacher. These perceptions,
commencing with a notional understanding of what embodies a good teacher,
gradually expand to a novice understanding of the ‘savoir de faire’ of teaching, while
simultaneously constructing a feel for the pitfalls (Hastings, 2010; Levis & Farrell,
2007; Rorrison, 2010). Building an understanding of the expectations for educators
and, coping with these demands, add to the complex and uncertain period of
becoming a teacher. Not knowing the best course of action in ‘indeterminate
situations’ (Dewey, 1984) necessitated reflection and informed experimentation
(Beck & Beck-Gernsheim, 2002), as was demonstrated in Natalie’s account. The life
of one’s own in a runaway world suggests that individuals no longer passively reflect
upon circumstances, but actively shape their own life. Natalie and Vivienne’s
accounts offered examples of evidence-based practice that called for a production of
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technical efficiency and effectiveness, in contrast to looking for what might-bepossible (Biesta, 2007). These demands posed ongoing internal conflicts and
generated a limitation of outlook that preserved immovable values. Unsurprisingly,
during these uncertain and failed periods, many of the difficult dilemmas were
heavily invested with emotions, that, in turn, informed dichotomous responses of
avoidant or vigilant actions (Lazarus and Folkman, 1984; 2006). Connections
between emotions, coping and resilience were implicit within the findings and are
discussed below.

Emotions, and reflexive agency
The triumvirate demands of university, supervisor and teacher contribute to the
Professional Experience being an emotional time (Hargreaves, 2001). As Korthagen
et al. (2006) suggested, this involves not only overcoming a closely monitored
‘apprenticeship of observation’, but bridging the unexpected, rallying between the
unfamiliar professional expectations of teaching and, balancing between practices
that may be demanded/requested; prescribed; and, enacted (Evans, 2008; Hoyle &
Wallace, 2007).
A career change for most of the participants highlighted the ambivalence
(Bhabha, 1984; Craig, Martinez, & Kane, 2005) and uncertainty that they brought to
their practicum. Uncertainty and failure constrained their future actions, with
temptations to return to the previously known and secure work world presenting an
enticing option. Prior career expertise meant that most participants were comfortable
with authority roles, were unaccustomed to being questioned, and were able to
manage contextual uncertainty or failure (Argyris, 1991; Hodges et al., 2014; Wilson
& Deaney, 2010). As adults and past professionals, reflecting upon and then rejecting
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deeply embedded core beliefs was particularly discomforting (Dirkx, 2001), and was,
in this study, accompanied by ambivalence and doubt around what was required in
taking up a new identity. Uncovering some of the inherent demands of this new
identity, also meant differentiating between good teaching and effective teaching that
is underpinned by the values of today’s neoliberal society (Biesta, 2015c). The data
analysis reinforces concerns raised around the sustainability of the neoliberal and
economically driven framework for education. As noted by academics, decades of
neoliberal approaches have created a managerial rather than pedagogical focus in
education (Angus, 2015; Lingard, 2010; Rizvi & Lingard, 2009, Smyth et al., 2014)
and have emphasised accountability, competition and high stakes testing.

One

outcome is that high levels of expectations around success have veiled the hidden
layers of violence, inequality and, racial and gendered divisions of labour (Bourdieu,
2001; McLaren, 1995; Sennet and Cobb, 1972; Slater, 2015). Where a high level of
success is an expectation, the reality of failure can allow these inconsistencies to
surface. Consistent with extant theorising on Western attitudes to failure (Knowles &
Sudzina, 1992; Sudzina et al., 1997), the majority of participants acknowledged a
societal stigma associated with their failed placement, and independently strove to
uncover strategies with which they could re-emerge with dignity.
Recovery from failure, as Beck and Beck-Gernsheim suggested (2002), has
become the responsibility of the individual. Resonating too, with Beck and BeckGernsheim’s (2002) notion of the reflective and creative individual, is Ryan’s
concept of lived spaces (Ryan, 2011) that makes clear that individuals must
continually strive to conform to the needs within their chosen profession. Ryan
explains that, in difficult circumstances, reconceiving personal biographies can begin
to generate new possibilities than, in turn, can lead to improved prospects. Ryan’s
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research builds on the earlier work of Soja (1996), who suggested that re-imagining
routine realities and hegemonic ideologies can generate a new focus on the
characteristics of professional identity. For example, in developing a rich picture of
their personal attributes, participants questioned how well they related their learning
to theory, developing relationships and diverse contexts and, how readily they can
demonstrate these qualities.
Boler and Zembylas’s ’Pedagogy of Discomfort’ (2003) offered another lens
with which failure could be regarded. Active identification of emotions offered a
means by which learning from others became instrumental in being able to face
emotional demons (Zembylas and Chubbuck, 2008). The reflexive use of emotions,
and reflecting upon what they do (Zembylas and Chubbuck, 2007), facilitated a
construction of an awareness to help sort ambivalence and anxieties (Madrid &
Dunn-Kenney, 2010). Whilst some participants alluded to school and university
neglect, Barnett (2007) maintains that, readiness is more than merely equipping
students with pre-cast, university initiated ‘tools of learning’. Preparedness and
support offered by ITE providers scaffolds learning and aims to harness surviving
and coping strategies. Where this is challenged, reactions may be varied. Testament
to Lazarus’ (2006) research on emotions and coping was Natalie’s dichotomous and
contrasting shift from avoidance to vigilance. This was evident as she embraced the
remotely situated ‘escape route’ and then devised a suite of coping strategies to
employ on return to her original setting. The risk was to her emerging teacher
identity (Barnett, 2007) as she deliberated on whether to continue.
Overcoming emotional distress and ambivalence opened possibilities towards
empowerment. Rather than retreating, Debra used her discomfort to proactively
engage in conversations that incorporated an in-depth examination of the
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contradictions she endured, the disparity between the just and the unjust and,
ultimately what comprised a quality teacher (Moring et al., 2011). Negative emotions
stemmed directly from her perceived discrepancy between the ideal and the actual
and, marshalled by powers in the surrounding environment, were initially responsive
only to the Zeitgeist, Bourdieu and Passeron’s (1977) ‘habitus’ or, Taylors’ (2002)
‘social imaginary.’
An inconsistency of values and equity fuelled ambivalence towards pursuing
this profession.

Theory contends that underlying the source of attitudinal

ambivalence stems from an unarticulated conflict of personal values (Martinez et al.,
2005). For this study, feelings of inadequacy, low teacher efficacy and an
unfavourable attitude towards teaching were variously embodied. For Debra, the
emotional investment, her deeply entrenched feelings about just behaviours,
complicated and challenged her sense of ‘right’ classroom practices. Actively
reflecting upon the inequitable issues, and deliberating upon her emotional response,
presented new options for Debra to problematise the issues of injustices of her
experience. As she embraced ‘core’ reflection (Korthagen & Vasalos, 2005), she
generated a renewed focus and proactive, rather than as reactive strategies (Bandura,
2001), and successfully re-shaped her destiny. Moving from a state of dejection to a
state of ebullience and, fuelled by grounded reflection (Hedberg, 2009; Raffo & Hall,
2006) and ego-resilience (Tugade & Fredrickson, 2004), offered a way for Debra and
Natalie to visualise an acceptable positive self in the future. They began to identify
what they wanted, and move beyond the immediate—these actions reinforcing Beck
and Beck-Gernsheim’s (2002) proposal that reflexive and informed individuals will
increasingly shape their own lives.
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The findings also illustrated that participants who had previously experienced
practicum success seemed to recover and progress more readily than their colleagues
for whom failure was their first experience. Similar research findings (Cope, 2011;
Tugade & Frederickson, 2004) indicate that individuals who rebound from failed
experiences are stronger, more capable and have increased potential for success. As
Cope described, higher-level learning that results from poor experiences can create a
capacity to ‘do things differently’. This is in contrast to conforming to the legitimised
norms of extant behaviour and actions. An ability to meet the norms and expectations
within the educational social imaginary (Taylor, 2002, 2007), meant that identities
were adjusted accordingly, although the notion of agency, or a capacity to assert
one’s identity (Marginson & Sawir, 2011), remained central for each individual. The
findings revealed a marginalisation of identity for the participants, as their existing
personal and emergent professional identities seemed to be of little consequence.
Testament to this was Bernadette’s determined pursuit to initiate changed practices
upon employment and begin to offer quality, nurturing experiences for emerging and
neophyte teachers, so that their identities were nurtured, rather than marginalised.
This study highlighted the importance of enhancing mature pre-service
teachers’ self-efficacy, self-awareness and resilience to transition smoothly towards
becoming teachers. Insights that transpired from at first, reflective and thence,
reflexive action, reinforced that these personal traits offer a means to reinforce and/or
constrain the development of identity. These qualities correspond with Beck and
Beck-Gernsheim’s (2002) thesis of individualization–individual’s decision-making is
becoming progressively reflexive as compromise is chosen and justified in a space of
global uncertainty. In particular, participants (Debra, Natalie and Vivienne)
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demonstrated individual reflexivity as they evaluated their positions and made
informed choices for their future and began to shape an emerging teacher identity.
Identity revealed
Constructing and owning a new identity is generated by agency and is
empowering (Freire, 1970). Agency also reflects an ability to: accept ‘responsibility
for personal misfortunes and unanticipated events’ (Beck & Beck-Gernsheim, 2002,
p. 24). As these theorists indicate, agency and belief can spur new vitality to counter
social derision, and to act in concert with newly formed views. Renewed optimism
was evident in this study and, as demonstrated in earlier studies (Matoti & Junqueira,
2013; Pajares, 2002), participants located inner strengths in order to proceed.
Importantly, embracing and ‘effecting’ changed behaviours (Croker et al., 2012)
facilitated moving forward and achieving improvement, without changing deeprooted identity. Revisiting the scholarly work on social identity (Bauman, 2001;
Beck, 2010; Troman, 2008), it is clear across the collective participants’ testimonies
that developing a teacher identity is increasingly complex. Attempting to deal with
new and uncertain roles and, coping with and adapting to diverse situations, was
obligatory to incorporate newly forming teacher identities. Recently turning to
teaching from other professions was characterised by an unsettling uncertainty
around career choices (Duncan, 2005). As career changers, these participants were,
perhaps, exploring teaching as a secure sanctuary in a world of escalating uncertainty
and in which in a better suited identity could be determined (Troman, 2008). For the
participant’s, their failures were exhibited as severe strain that confirmed the findings
of Cope (2011) and MacLeod (2008). This strain was further amplified when
contradictory discrepancies between ideal and perceived identity (Malins, 2011)
were encountered when changing professions (Wilson & Deaney, 2010).
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To overshadow the identity of an individual can, as identified by Cope (2011),
lead to negative feelings of humiliation and loss of identity. For example, where
teachers are reluctant to let the pre-service teachers take charge of classroom learning
can reflect a didactic mode of practice as opposed to enquiry learning, or letting
students learn (Groundwater-Smith at al., 2011;Wessler, 2003). As Heidegger (1968)
suggested this is the ‘pedagogical sacrifice’ (Barnett, 2007, p. 147) that good
teachers make:
The teacher is ahead of his apprentices in this alone; that he still has far more
to learn than they – he has to let them learn . . . the teacher is far less assured
of his ground that those who learn are of theirs.
(Heidegger, 1968, p. 240)

This was not the experience for Eric, whose teacher was not prepared to model
the teaching practice, share the teaching space or provide him with the imprimatur to
teach. As evidenced in Chapter 5, neither Natalie nor Vivienne offered this
opportunity, their credentials, prior experiences and credibility mostly held in
question.
The study demonstrated that actively making choices, informed by critiquing
and co-constructing knowledge, was pivotal to transforming reality (Sanderson and
Allard, 2003). Reflective, hermeneutic processes shaped by emotive, proactive
responses, saw a transformation of the participants as they and refocussed on options
for their future. In overcoming their period of difficulty, reflections on learning
generated a means for coping and adjusting (Marginson & Sawir, 2011). As an
outcome, longer-term transformations became evident as individuals reconceived
themselves and redefined strategies towards achieving success (Cope, 2011).
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Transformative learning
Failure and disenfranchised futures precipitated disorienting dilemmas for each
participant. Reassessment and reorienting of focus brought about inner changes that
eventually led to an empowering of self-awareness and a transformation of learning
(Mezirow, 1991). Transformative learning involves a leap into a changed world from
which one was already familiar (Marginson & Sawir, 2011). As the data
demonstrated, Bernadette made clear that her learning was a life-changing and
clarifying event, which reverberated with Ryan’s (2011) and Mezirow's (1991)
concept of transformative learning. The transforming experiences of Bernadette
resulted in the application of lessons learned. Using a growth mindset (Dweck,
2006), she has been proactive in the renewal of processes for scaffolding and support
for future pre-service teachers. Likewise, Eric and Vivienne have subsequently
engaged with further study, with a view that their experiences and applied learning
can be usefully shared with students. This offers further reinforcement of Korthagen
et al.’s (2001) position on teaching students about learning from personal experience.
Following the upheavals experienced, were conflicting values and perspectives about
social justice that threatened core beliefs. The data evidenced powerful
transformations of emotions as a result of reflexive, double loop learning (Argyris,
1976; Boler and Zembylas, 2003; Schön, 1987; Zembylas and Chubbuck, 2007).
These shifts in perspective assisted in modifying deeply rooted values and
assumptions, offered new outlooks to problems and identified new solutions (Dweck,
2006). Feelings expressed as anger, shame, or resentment shifted from inhibition to
transformed emotional perspective. Transformative social learning described by
Natalie and Eddie appeared to be in progress as they learned to integrate academic
and pedagogic skills with socially situated practices. As they worked with teachers
and built valuable collaborations within and across the school, they transferred and
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integrated positive and negative past experiences to foster renewed energy.
Exemplifying this was Eddie’s realisation about wider school involvement (Wenger,
1998) and henceforward, his readiness to involve himself beyond the immediacy of
the classroom.
Importantly, transformative learning does not mean that learning is always
productive. Learners may fail to learn, fail to internalise worthy learning, or even
succumb to wrong learning. Others may fail to proceed as a consequence of an
inability to confront or cope with the situation. Learners, like Eddie and Eric,
adopted a perspective that their experience was valuable learning, rationalising what
might have been perceived as a wholly unproductive period. They recognised that
they had been exposed to poor pedagogy, or were simply required to fit with
normative and unquestioned social imaginaries. At the same time, they appreciated
that they wanted to avoid replicating and perpetuating existing practices.
The data illustrated that, far from constraining future actions, emancipatory
learning outcomes were fostered, as participants embraced an experimental world
(Beck & Beck-Gernsheim, 2002), and developed a capacity to ‘do things differently’.
As a benefit, they were able to retain their personal beliefs around what behaviours
and actions are fit and proper (Cope, 2005; Harvey & Evans, 1995) and acknowledge
that inconsistencies could be a product of power and power relations.

Situated Distributions of Power
The following section provides key insights to this research, with power,
ownership and divisions of power being dominant throughout the data. In particular,
discussion is provided around the symbolic power that is enacted in the educational
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sector, and includes reference to the overtly wielded power of workplace supervisors
and ITE providers.
The chapter two literature referenced elements of power that emerge within
and across relationships (Foucault, 2000). Foucault suggests that in contextual,
situated settings, power can and will ‘induce others’ as values, biases, and
assumptions of each individual converge and compete. Similar understandings are
suggested by Beck (2010), in which he advises that, ‘The powerful produce and
profit from the risks, whereas the powerless are affected to the core of their being by
the ‘side effects’ of decisions taken by others’ (Beck, 2010, p. 243). Perspectives
around the distribution of power are varied. Where Beck and Beck-Gernsheim
(2002) provide a taxonomy for authoring of one’s life in the western world, Weber
(1978) proposed a different taxonomy that is grounded in the distribution of
economic, cultural, and political power. Weber’s outlook identifies the economic
consequences of power wielded on those less powerful. Another useful perspective
of inclusionary power and voice, is provided by Popkewitz (1998) who identified
that:
Empowerment and ‘voice’ in education focus on the problem of how to
include those people who have been previously marginalized and excluded.
These political projects of inclusion are important in a society that
categorically has excluded different groups of people. But the focus on the
categorical exclusion of groups does not answer the question about the
systems

of

reasoning

that

organize

the

practices

of

‘success’,

‘empowerment’, ‘voice’ (1998, pp. 4-5).

Popkewitz’s reference to the ‘reasoning’ that effectually precludes others,
referenced in this study as pre-service teachers, indicates a clear need for further
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work to be done. Here empowerment added to the complexities of power, as each
participant was confronted with a multitude of social vulnerabilities, dilemmas and
deliberations.
In contrast to being voiceless and powerless, participants drew upon agency
and resolve in order to make themselves heard, and to demonstrate the strengths that
they offered to the profession. This study provided a vehicle for participants to use
their voice (Bloomfield, 2010; Britzman & Pitt, 1996; Ortlipp, 2003; Phillips, 2010).
Amongst various dilemmas, those ‘voices’ identified conscious and unconscious
references to issues that reflected their student status, social vulnerabilities and
incontestable

hegemonic

power.

The

interpretation

demonstrated

deeper

understandings into the effects of enforced values and the social harm enacted upon
subordinate groups (Habibis & Walter, 2009). As the data illustrated, power in the
school was apportioned to the pre-service teacher on the basis that they were not only
subordinate, but also temporary. The liminal status (McLaren, 1995) of pre-service
teachers was increasingly evident. As an ‘outsider’ with weak ties (Granovetter,
1973) to the school, these individuals were rendered powerless, yet expected to
conform to the power-infused practices and expectations of the teacher. Representing
the production and the reproduction of workplace power, teacher actions were deeply
wounding and led to results that ranged from nervous collapse to near abandonment
of course.
This study finds close parallels to the work of Williams et al. (2003) whose
studies explored the experiences of Aboriginal workers in one part of Australia. Not
only are there clear connections to the power enacted by the dominant culture, but
also, racist and discriminatory behaviours prevailed. Common to this and to the
Williams study was that participants felt that ‘they were considered to be
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academically suspect,

substandard

members

of

an

otherwise

impeccable

academically qualified, white Western profession. Their credentials were openly
questioned or had to be regularly reaffirmed’ (2003, p. 77). Similar demands placed
upon the participants in this study added to their emotional distress and frustration
and reinforced the power already invested within the organisation.

Power as symbolic
The analysis illustrated a struggle for symbolic power, whereby the symbolic
capital of practising teachers has set them above those whom they supervise. The
symbolic capital defines the norms, values, and real and imagined ‘social
imaginaries’ that are deemed to be legitimate (Edwards, 2009; Taylor, 2002). In
practice this developed as symbolic power that, in turn, legitimised disrespect
towards the participants, with little heed paid to the qualities of education, pedagogy,
experience or reciprocity of learning that might augment current classroom practice.
Delving into the effects of power further reveals that, while not negotiable (Foucault,
2000), positive outcomes can result where a change in relationships takes place.
From a domineering perspective where one controls another, a shift in relationship
can produce renewed and modified approaches. In this study, data illustrated a shift
in power relations, from the adverse and repressive, to positive outlooks in new
relationships.
Beck’s (2010) outlook offers a slight shift in perspective. His suggestion that
the past has left ‘cultural wounds’ offers new understandings that begin to illuminate
the struggles of today’s mobilised individuals. As Beck (2010) explains, the
prevailing or host culture assumes a position of dominance where the culture of
origin is perceived to be economically or politically marginalised. For Vivienne, this
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was apparent as she was exposed to power relations that proliferated throughout the
socially empowered clique within the school.
Overcoming oppressive, seemingly irredeemable power relationships, initially
offered few alternatives. Reflexive evaluation followed by considered action, proved
to be beneficial in determining new, improved circumstances. For example, in
moving from a position of little power, Debra’s actions were given new legitimacy
through her adoption of ‘legitimate’ discourse(s) (Wolfgang, 2013), in which new
inclusive social patterns emerged. As newly formed relationships were less powerdriven, new freedoms emerged that could ‘traverse and produce things’ (Kopecký,
2011). Engaged and equitable power relations offered choices as a by-product, that
reduced previous aspects of domination and power within the relationship, the
outcome being that learning became a possibility.
Moves to integrate diverse, multidimensional views of learning in ITE can
better respond to changes in schools that now reflect the cosmopolitan realities that
Beck (2010) described. As members of a diverse and mobilised population, the
accounts of these participants supported the cosmopolitan perspectives of diversity
and reinforce Beck and Beck-Gernsheim’s (2002) individualisation concept. As
noted in chapter 2 these authors suggest that actively authoring one’s own life in
today’s volatile, transnational world remains imperative in order to cope with workplace and political changes. The concept of cosmopolitanism provides a way to
rethink ITE within new contexts of cultural and economic globalisation (Marginson
& Sawir, 2011; Mayer et al., 2008; Reid & Sriprakash, 2012; Santoro et al., 2012). A
renewal of perspective in professional experience offers a way to change outlooks
around contrived familiarity during these short term periods. A further benefit may
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be a change in the superficial levels of engagement with cohorts regarded as diverse
or Others (Santoro et al., 2012).
Across education sectors characteristics of cosmopolitanism target common
goals of standardised curriculum, teacher standards and, an international quest
towards academic best. This gaze has also appeared to remain fixed toward
conformity of practice. The pretence of equality is held to question when differences
in, power and status upset a common frame of reference, or the current social
imaginary of the dominant. Over two decades ago, Aronowitx and Giroux (1993)
explicitly addressed these complexities and questioned:
Are our schools, as important sites of the state, simply ideological state
apparatuses, one whose primary role is to reproduce the ideological and
manpower requirements of the social relations of production? Or, do they
also embody contradictory tendencies and provide sites where ideological
struggles within and amongst classes, races, and sexes can and do occur?
(Aronowitz & Giroux, 1993, p. 83).

Illustrating that this disparity is yet to be remedied, this study heard from those
whose credentials were spatially or temporally disparate or considered atypical. For
example, earlier life experiences, cultural diversity, or the temporary status of preservice teachers, presented opportunities for domination and derision. The repeated
denial of existing identity, or an expectation of an erasure of all that has gone before,
appeared to negate the life histories and achievements of the past. The analysis
confirmed Beck’s argument that the banners of equity, morality and rights of
mobility appeared to abruptly cease at ‘respective borders’ (Beck, 2010, p. 167). The
findings of this study also resonate with Hirst and Vadeboncouer (2006) who
highlighted that difference further displaces notions of emergent identities (Hirst &
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Vadeboncoeur, 2006). This difference for Vivienne was profoundly demonstrated as
she was obliged to undertake demeaning tasks at her teachers’ bidding and, for
Eddie, whose cultural heritage was embraced and valued only once he had graduated
and moved beyond the disempowered, liminal and transient status of the pre-service
teacher.
An increasing commodification of education is evident in the regulatory,
competitive and accountable processes that reinforce the technical controls of labour
imposed by the state. Processes of deskilling and reskilling are increasingly evident
in the roles of today’s teachers (Apple, 1981, 2014) with technical and managerial
simplicity that has assaulted education practices.
Lipman (2011) argues that this commodification of education;
represents not only a capital accumulation strategy but a social imaginary of
a market-driven [society] in which ‘citizens’ are differentially

rewarded

competitive consumers whose success depends on their entrepreneurship and
individual effort ... Looked at this way, neoliberalism is a process that works
its way into the discourses and practices of society through the actions of not
just elites, but also marginalized and oppressed people acting within the
constraints and limitations of the present situation (Lipman, 2011, p. 230).

Revisiting Beck and Beck Gernsheim’s (2002) typology suggests that the
selective and self-assembled construction of one’s own profile remains risk laden.
This means that behind façades of security, well-being and best intentions, identity
development is reactive to those bastions of power that preclude opportunity and
developmental progress. Demonstrating this were the accounts of Bernadette, in
which gossip in the school environment turned into scapegoating, and ended in
legitimised denigration of her being. Similarly for Debra and Vivienne, they seemed
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to be subject to the firmly cemented practices of past norms, moral stances and
privileged positions (Angus, 2012; Cattani, Ferriani, & Allison, 2014) and, where the
orthodoxy of the cultural capital is impenetrable. At the outset, the silenced and
devalued participants voices appeared to be a consequence of structural relations of
power (Sanderson and Allard, 2003). Eddie’s and Eric’s accounts of coping with and
progressing from their predicaments, offered further verification of Beck and BeckGernsheim’s individualisation (2002), in which increasingly devolved responsibility
permits individuals to begin to shape their own lives. Eddie’s experience indicated a
shift from power-dominant to collaborative power relations that freed him from the
checks-and-controls processes of domination. This seems to support Beck and
Grande’s (2010) cosmopolitanism view of education that suggests a need for
renewed grounding for education. They suggest that diversified, mobilised networks
of teachers may contribute to the construction of a framework that promotes
resourceful and responsible individuals.
Empowered assessors
The following section offers discussion around the non-negotiable need for
assessment of pre-service teachers, during their course work and professional
practice, and the associated responsibility and empowerment of those who make
these assessments.
Where societal development and schooling reflects constant change (Moore,
2013) the requirements and expectations around evaluations of practice
correspondingly shift. Today’s graduate and teacher standards are definitive, course
requirements are contextually shaped, and teacher evaluations are varied (Mayer et
al., 2011). The power invested in the mentoring teacher is, in part, an expectation that
they will provide ‘educationally acceptable and desirable’ (Biesta, 2007, p.5)
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assessment around pre-service teacher learning and the application of contemporary
theories (AITSL, 2011).
Rhetoric persists, however, around how school-based teachers and the
university can ensure the quality and accountability of pre-service teacher
assessment. Quality mentoring as a shared responsibility requires more than working
through a suite of checklists whereby pre-service teachers acculturate and
demonstrate readiness to teach. As Higgs (2014) reminds us, unbiased assessments of
‘largely immeasurable abilities’ (p. 264) remain problematic and have generated a
tendency to focus on technical, bureaucratic issues. Further complexities may arise as
pre-service teachers and graduates such as Eric and Vivienne encounter workplaces
where values and cultures differed across schools (Reid & O’Donoghue, 2004). For
example, as Eric reported, his understanding of school culture shifted when he was
faced with unanticipated responsibilities in behaviour management. In these
instances relationships typically came off second best to the externally driven
demands and the administrative, regulated requirements (Malins, 2011).
As participants engaged with the demands of the teaching profession, they
were not only negotiating acknowledgement of their symbolic capital and culture,
but also juggling new educational priorities, as educational sectors respond to today’s
perceived crisis in education. The pedagogy of teaching is now challenged by new
and non-negotiable characteristics: centralised curriculum, accountable and regulated
practice; national and global competition; and, a correlated focus on specific
outcomes (Angus, 2004). It is within these changing regimes that the credibility and
validity of their Professional Experience was also judged.
In sum, the notions of Bourdieu (1979; 1993; 1977; 2001) hold relevance to the
findings of this study, with particular reference to those power relations that tend to
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reproduce themselves. Whilst regulatory mechanisms and opportunities for mentor
training notionally preclude ad hoc approaches to assessment of pre-service teachers,
these instruments do little to overcome the ultimate power invested in the teacher.
Despite the fact that schools claim inclusivity of education, a reproduction of
inequality continues to occur.

Relationships, Racism and Respect
In the following section, discussion is offered around the variability of
relationships and the impact that this can hold for pre-service teacher. That is,
relationships can foster or block the formation of solid and ongoing interactions in
the classroom. These aspects are discussed within the following section, with a
particular focus labelled as: Conflicting and inconsequential associations.
Where there was an absence of essential and reciprocal relationships, failing,
demoralised and disenfranchised participants were ready to give up on any further
hope in the relationship and completion of their Professional Experience. These
situations were in contrast to caring, equitable and nurturing environments, where
mutuality and reciprocity are the products of synergism (Buber, 1958). Poor
communication and an imbalance in relationships challenged participants and called
into question nature of the relationships. Those relationships founded on power,
discord and demographic difference were at first, concerning for the participants, and
thence disempowering as elements of fear, isolation and vulnerability signalled the
realisation of failure.
The analysis also revealed that where host teacher performance was less-thansatisfactory, ramifications were transferred to those with lesser status. In short, where
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responsible mentors demonstrate sound application of teaching practices, they will
expect an equally sound quality of teaching by the pre-service teacher. Less
responsible supervising teachers may evaluate pre-service teachers at a different
level of performance than they might hold for themselves. In these instances, the preservice teacher may bear the burden of culpability and blame. As described in Debra
and Eric’s accounts, their teachers appeared to practice numerous ineffective
behaviours that they professed to condemn. These areas re-surfaced as concerning
aspects around the equitable treatment of pre-service teachers.

These actions

appeared to be sanctioned, and could be perceived to be an extension of the nature of
the relationship. This is expanded upon in the section below.

Conflicting and inconsequential associations
Relationships can variously hinder the emergent identity of new teachers.
Where the temporal and liminal aspect of placements negate a need for an ongoing or
future relationship, a corresponding reduction of civil, respectful behaviours from
those involved can result. Where personalities conflicted and relationships broke
down, little room remained for impartial and objective evaluations. The analysis of
the data supports the notions of Giles (2008) who reiterates, in a relationship where
the pre-service teacher is considered to be of little consequence, the host teacher has
reduced expectations of maintaining a future relationship. This also suggests that the
‘emotional labour’ (Hochschild, 1979) for teaching has implications around hosting
pre-service teachers, and is connected to questions around what is core to teaching
(Brown, Horner, Kerr and Scanlon, 2014). Within well-intentioned, supportive and
reciprocal relationships, distinctive identities can flourish and generate security,
comfort and self-esteem for those involved (Boon, 2011; Day et al., 2006). Where
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this intent is not sound, the relationship can be quickly marginalised. In accordance
with this research, this study confirmed that, in order to overcome ‘within-group
similarity and between-group difference’, required a degree of doggedness,
accentuation, or even exaggeration (Standifer et al., 2013). As evidenced by Debra
and Eric, who were clearly not part of the ‘in group’, an experience of colliding, nonproductive and damaging relationships became a consequence (Sharma, 2006;
Williams et al., 2003).
According to Gadamer (2004), individuals will typically push beyond their
own experiential ‘horizon’ (Gadamer, 2004) in an attempt to understand the
experiences and intentions of others. This became evident for Eric and Debra as they
struggled to work out the intentions of their teacher, seeking to connect their
individual world to the shared world of the teacher, using the hermeneutic notion of
‘horizons’. As these participants discovered, the relationships between the preservice and supervising teacher can be nurtured and strengthened, yet their
experiences and constructed understandings can only ever be individual and cannot
be deeply ‘shared’. When relationships remained in conflict or inconsequential, the
corresponding potential for success was diminished.
In contrast, qualities of mutual respect, reflexivity, reciprocity and
responsiveness, vital in the qualities of a teacher (Croker et al., 2012), were revealed
as participants chose to proceed. Reflexive examination of emotional reactions and
responses assisted these individuals in identifying small ways in which they could
comply with dominant ideology (Boler and Zembylas, 2003; Bourdieu & Passeron,
1977). Professional conversations in more conducive environments took a more
distanced reflexive approach, and provided Eddie with practical strategies that could
be adopted immediately in the classrooms.
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Here, his active interrogation of
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emotions, offered an expedient tool to break the cyclical reproduction of injustices
and hegemonic relations (Zembylas and Chubbuck, 2008) and overcame
despondency and disengagement (Argyris, 1991; Hirst & Vadeboncoeur, 2006).
In sum, the present fabric of ITE is dependent upon equitable teaching practice
and equitable relationships that assume interpersonal, social and organisational
readiness. The introduction of performance standards for emerging and practicing
teachers may possibly level many of the identified inconsistencies in ITE today.
Further inconsistencies that extend beyond relationships and identity may be
contributory in the development of graduate teachers, and is discussed in the
following section.

Contradictory Configurations
This section presents discussion around some of the inconsistencies that are
evident in educational settings. In particular, the research makes note of conflicting
discourses that are loaded with contested meanings about who or what was to blame
for problems like racism, injustice and inequitable power relations. Conflicts
intensified when blame was cast unfairly, or when responsibility was not evident or
transparent (Case & Hemmings, 2005). The analysis presented a number of
surprising and unanticipated perspectives that have identified gaps in the previously
explored literature. These gaps suggest two emerging focal areas—Relational
powerlessness and, Cultural Constraints and Organisational chaos—that manifested
as bullying and discrimination. In particular, the silencing, and normalisation of
violence and, an absence of rights has emerged as a finding. As Eliot foretold, that
which may be before us, may not become evident until research begins to illuminate
new perspectives.
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As Giroux (1992) pointed out, the neoliberal view of education, premised on
education as human capital, has replaced the arms-length relationship between
schools and business, with schools becoming businesses. Moving into new
operational and ideological space is fraught and hazardous, as James Baldwin
described in 2008:
We are living through a very revolutionary dangerous time. … The society
in which we live is increasingly and desperately menaced from within in the
attempt to correct so many generations of bad faith and cruelty, when it is
operating not only in the classroom but in society, you will meet the most
fantastic, the most brutal and most determined resistance.
The obligation of anyone who thinks of him or herself as responsible is to
examine society and try to change it and to fight it-at no matter what risk.
This is the only hope society has. This is the only way societies change
(Baldwin, 2008, p.15).

Baldwin’s words offer a reminder that injustices in the education sector are not
new, and are not yet resolved. A dynamic, changing and often-resistant world of
education has long been immersed in a dangerous space. Research and scholarly
discourse can cast light on its complexities, yet, as Eliot’s epithet implies,
explorations can be circuitous and cryptic. These meandering investigations and
interpretations have led to another, more disturbing aspect of ITE that is endemic
across changing workplaces.

Relational powerlessness
In embracing identity individuals need to embrace not only their own identity
but also their organisational identities. Using Beck and Beck-Gernsheim’s (2002)

268

Chapter 7: Discussion

terms, ‘institutional individualism’, is where which individuals actively modify,
construct and stage-manage their lives (Gill, 2014). Conversely, as this research
confirmed, hostile atmospheres eroded confidence and acted as an impediment to
learning (Williams et al., 2003), where dominant groups emphasised the perceived
deficits of the dominated. Institutionally formed biases, informed by historical,
reciprocal and often symbiotic practices, offer little opportunity to learn about others
or reflect and learn about ourselves (Aronowitz & Giroux, 1993). Contradictions in
this research became evident as pre-service teachers were informed, on the one hand,
that as teachers they are trusted and treated as professionals, and credentialed in their
field (Toshalis, 2010). Conversely, they were reminded of their liminal status as they
were expected to comply with work demands and schedules of those who are deemed
to hold authority.
Using Taylor’s ‘social imaginary’ helps to grasp some understanding of the
normal expectations that are common within teaching practices and, the associated
and deeply rooted relational, legitimate and power predicaments. As referenced in
chapter two, Taylor and Rizvi (2011) point out that lives today are comprised of
many social imaginaries (2011). Rizvi further suggests that new pedagogic
approaches extend beyond the traditionally recognised moral and political spaces and
that the reconstruction of new approaches offer a way to ameliorate the fears and
distrust inherent in today’s neoliberal environments.
Common to the messages of Rizvi (2005) and Beck and Beck-Gernsheim
(2002) is that individuals and organisations today now need to imagine things
differently to that of the past. Recalling that individualization represents changed
ownership; new traditions; individuals as change makers; and acknowledgment, is a
movement whereby biographies are increasingly important. This means that old
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customs and habits are being replaced with a new and legitimated freedom to do
things differently. Reflexive action in today’s decision-intensive environments
remains responsive to equitable management practices that filter slowly throughout
organisations. As Beck and Beck-Gernsheim (2002) attest, the individual is more
adaptable and flexible and will outplay the slower and more change-resistant
bureaucratic organisations.
Urging people to engage with change and difference opens prospects for
exploring cosmopolitan futures that offers further benefits. Those previously viewed
as differing to the norm can offer new perceptions around cultural, moral and ethical
knowledges (Giroux, 1988; Rizvi, 2005, 2009; Rönnström, 2013). Furthering Beck
and Beck-Gernsheim’s (2002) predictions–individuals begin to shoulder social
burdens (even failures) once worn by organisations–participants in this study
demonstrated ways in which they wore the burden of blame. The findings illustrated
that Bernadette and Eric bore the consequences of disorderly organisations, whilst
the mantras of neoliberal capitalism promote both accountability and the abrogation
of liability.
Finding accord with Hodson et al.’s (2006) hypotheses, this research confirms
that workplaces with little accountability are breeding grounds for discrimination.
The discomfort experienced by Debra and Vivienne, can be related to Ehrenreich’s
(1999b, pp. 6-7) ‘dignitary harm’ that was embodied within the intentional abuse,
schadenfreude1 or symbolic violence (Bourdieu, 1979). Further, the interpretations
add weight to Bourdieu’s theoretical standpoint that classifies cultural capital into
dichotomies. This is supported by Yuval-Davis (2005) who likened the pressures of
conforming, winning or losing, to the dichotomies of war. Further dichotomies, such
1

German: taking pleasure at another’s misfortune
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as incumbents and insurgents, insiders and outsiders and, central and peripheral
persons (Cattani, Ferriani and Allison, 2014), can extend to notions of the bully and
the bullied. The bullying represented unidirectional ‘humiliating, intimidating,
tormenting, pressuring, or mocking’ (McCarthy & Barker, 2000) that targeted the
vulnerable and who were obliged to reproduce the culture of the dominant. The
result, evident in this research, was injury to self-worth and the legitimation of
fundamentally unjust yet sanctioned practices (Habibis & Walter, 2009). Outcomes
reported as self-deprecation, or denigration to others and self (Duckworth, 2013;
Maguire, 2001), required reflexivity to cope with the contradictions experienced
(Priestley, 2011).
Classroom teachers who wielded control over those they could dominate
represented the habitus for the pre-service teacher.

Appearing natural, the

normalised and taken-for-granted practices concealed the struggles that took place. In
Natalie’s situation, actions of non-acceptance, irrelevance and criticism from her
teacher, negated any semblance of autonomy of cultural and symbolic capital. The
requests for planning, for lessons that would never be taught, acted as a barrier that
prevented the development of any relational dialogue (Hirst & Vadeboncoeur, 2006)
and concealed the distribution of symbolic violence. The symbolic violence that
Natalie experienced left her bruised and silent, her silence viewed as conforming to
the constraints placed upon her. Toshalis (2010) reminds us that that symbolic
violence is not overt, nor necessarily physically or psychologically abusive. Rather it
is silent, concealed, and insidious. Natalie’s initial lack of agency or ability to resist
the hegemonic discourses reinforced the normalcy of the situation and did little to
improve her predicament. The patronising, ‘privileged’ view from within the circle
of privilege (Angus, 2004; Choules, 2007) remained unchallenged and, reproduced
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the prevailing structures of domination. Further this interrupted the opportunity to
demonstrate what ‘could be’ (Giroux, 1988, p. xv).
A perceived sanctioning of, or blindness to bullying reflects workplaces where
procedures are haphazard and chaotic. In these contexts unsanctioned bullying can
replace productive and equitable work environments (Ehrenreich, 1999b; Hodson et
al., 2006). Within chaotic or patrimonial organizations, even the relatively powerful
may be victimised, as was seen in Eric’s portrayal of in-house power struggles.
Aligning these actions to the teaching workforce Connell (2009) reminds us,
‘performing well depends a great deal on what other people are doing . . .It is often
the group of teachers, and the institution they work in, that are effective or not
effective’ (p. 222).
Paradoxically, the lead goal in the Melbourne Declaration (2008) for
Australian schooling promotes equity and excellence. This goal aims to ensure that
schooling contributes to a socially cohesive society that respects and appreciates
cultural, social and religious diversity and is yet to be consistently applied in all
educational spaces. Similarly, the Australian Professional Standards for Teachers
require that teachers use ‘ethically sound practices to integrate learning to meet the
strengths and needs of a diversity of learners’. These standards call explicitly for
teachers to demonstrate teaching that is responsive to the learning strengths and
needs of students from diverse linguistic, cultural, religious and socioeconomic
backgrounds. It would seem reasonable to expect that these expectations around
equality of behaviour and practice be extended towards colleagues, graduate and
emerging teachers.
Further, regulatory requirements for teachers outline explicit codes of ethics
published by Australia state and Territory regulators (Northern Territory
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Government, 2008), where expectations for fit-and-proper teachers are outlined.
These include: demonstration of dignity in relationships; respect for the diversity of
communities; and demonstration, by example, of the principles of social justice and
equity. Seeking success and fulfilment for culturally mobile students such as
Vivienne and Eric, reinforce Beck and Beck-Gernsheim’s notion that these ethics
remain a ‘most powerful current in modern society’ (Beck & Beck-Gernsheim, 2002,
p. 22) yet, as these students have demonstrated there remains a need for this to be
universally implemented.
In becoming a teacher, pre-service teachers build an understanding of what it
means to be a teacher. At the same time they need to make sense of wider
predicaments that are core to contextual social practice that includes understanding
how they are placed in relation to others (Rizvi, 2011; Taylor, 2007). An absence of
these understandings for either party can lead to the formation of defensive
behaviours as evidenced in this research.

Participants’ descriptions of racial

inequality were testament to active bias and prejudice. In adding contextual depth, I
propose that these uncertainties occupy a central role for individuals crossing
cultures and borders. The presence of the marginalised pre-service teachers seemed
akin to being an Outsider, unvalued and non-respected. Perspectives grounded in
difference, status, gendered and cultural norms, formed discriminatory ‘us’ and
‘them’ binaries and led to struggles that confirmed Giroux’s (1992) earlier work.
In sum, the findings lead towards inquiring how the suites of reforms and wellintentioned policies have overlooked those existing strategies that preserve the
containment and suppression of difference (Hirst & Vadeboncoeur, 2006). These
forms of discrimination can be located in workplaces and can be a reflection of the
moral and ethical values that are embedded.
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Cultural constraints and Organisational Chaos
In discussions of power a major issue has been about status and race. On the
one hand, Beck portrays education to be remarkably ‘class free’ (Atkinson, 2007).
Others suggest that destructive power relationships can be escalated when the
majority group feels threatened by a perceived minority (Bourdieu, 1973, 1984;
Maume, Rubin, & Brody, 2013).
The research of Hodson et al., (2006) affirms that normalising unjust
behaviours is reflective of organisations with minimal transparency, or a reluctance
to address the enormity of the situation. Targeted bullying of those who are
relationally less powerful can appear to eliminate threats that may be linked to
competition. In an environment where there is decreasing job security, distrust and
bullying behaviours emerged. Salin (2003) describes that this can become a pressurecooker environment in which supervisors seek to ‘alleviate their fears’ (p. 1218).
Actions of intimidating staff can be linked to their own insecurities and can be
aggravated by job uncertainty. Almost unintentionally, Vivienne seems to have
accurately summed up the underlying issue. She equated her bullying experiences to
cultural disparity and power struggles, but employment prospects touched on a
sensitive nerve. Fundamentally, her poor treatment, perhaps attributed to her cultural
difference, could have been outweighed by staff anxieties around job security. This
seems to reinforce the claims of Madero and Schanowitz (2007), who suggest that
when job security is threatened, individuals can become hostile. The school
leadership, effectively silencing her claims of injustice, did not curtail the bullying
that Vivienne reported. This form of injustice realised Beck and Beck-Gernsheim’s
(2002) predictions of the structural collective turning the victim into the culprit. An
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inattention to this injustice further reinforced a lack of status and a lack of preservice teachers’ rights. In contrast, researchers contend that organisational contexts
with sound procedures provide a transparency of practice in a context where bullying
is mitigated and cannot take place (Braverman, 2007; Hodson et al., 2006; Maguire,
2001; Salin, 2003). This seems to confirm the notions of Senge (1990) who argued
that crises and systems breakdown are a consequence of the inability of those
responsible to recognise the complexities that underlie events.
In this study, race and ethnicity were visible markers of vulnerability with
dominating behaviours transferring the attention of unjust practices to that of sound
pedagogy. We were witness to this in Eric and Vivienne’s accounts whose beliefs
around schooling were overturned to reveal a more sinister aspect. The sentinel gaze
of their teachers was representative of an assemblage of administrative, dominant,
racist values. Confirming earlier research (McCarthy & Barker, 2000; Williams et
al., 2003) this study demonstrated that minority groups are more susceptible to
targeted discrimination. As Eric and Vivienne discovered, moral responsibility,
inclusion, duty of care and pedagogic scaffolding for temporal, Othered or
international students was inconsistent and inappropriate. Indeed, these participants
seemed to be targets for the dominant to perpetrate actions that isolated, alienated
and ostracised.
Vivienne and Eric’s incidences of cultural disparity reminds us that schools as
workplaces struggle over the allocation of valuable resources. A paucity of contact is
reported (Bailey, 2011) between people in areas of high migration and ethnic
diversity. A consequence of this is that stereotyping, stigmatisation and
discriminatory views lie dormant, waiting to erupt (Chattopadhyay, George, &
Lawrence, 2004; Goffman, 1956). This adds weight to the concept of
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individualisation in which the authors advise that today’s challenges for ‘a life of
one’s own in a runaway world’ is collectively reflected across the Western world
(Beck & Beck-Gernsheim, 2002, p. 22). By developing personal idiosyncrasies and
biographies individuals no longer need to behave in the way that our society dictates,
but can re-emerge with privilege and dignity. This distinction unfolded in the actions
of Eric and Vivienne who, in refusing to succumb to shame as a consequence of their
racialised insults, emerged with pride and self-respect.
To counter antisocial behaviour, school environments can offer beneficial,
reciprocal effects that reduce misunderstanding and increase tolerance. As Poole
(2008) suggests, ‘celebrating divergent views’ is central for today’s teachers with
practices that enrich learning contribute to the ‘multifaceted and interlaced body of
knowledge’ (Hounsell & Anderson, 2009, p. 74).

In contrast, this study

demonstrated that dominant and unquestioned discourses in a globalised world
appear to prevail. The analysis stresses a need for the privileged, dominant and
empowered groups to take a ‘reflective turn’ (Schön, 1991) and begin to address the
needs of those who they have excluded (Aronowitz & Giroux, 1993).
Few changes seem to be evident since Loller and Butcher’s (1999)
recommendation that educational systems undergo substantial modifications. They
add that heightened awareness at a local level is required in order that people can
‘advocate for those who are alienated and excluded’ (p.1). Breaking through the dual
barriers of power (Hofstede, 1986) and disengaged managerial administration
inadvertently legitimises bullying (Hodson et al., 2006) and is dependent upon
increased respect across educational spaces. Meeting these goals may be difficult to
realise, as learning about cultural diversity, discrimination, and inequality can elicit a
range of powerful and potentially dormant emotions, from passion and anger, to
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shame and intense emotional discomfort (Zembylas & Chubbuck, 2008).
Consultation and discourse alone cannot resolve the perceived crisis and ameliorate
current injustices. This study reinforces Giroux’s (1992) call for action and the
development of inclusive, just and equitable practices that can empower and
transform pre-service teachers and build stronger education communities.

Concluding Comments
I argue that education is bound within the restrictive traditions of a postindustrial paradigm and, whilst subject to ongoing reviews and reforms, continues to
be reactive to a productive yet disruptive, progressive and post-structural world. We
are in the midst of globalised communities (Beck & Beck-Gernsheim, 2002; Clarke
& Drudy, 2006; Furlong, 2013; Kell & Vogl, 2012; Loller & Butcher, 1999; Mayer
et al., 2008; Rönnström, 2013) that have moved beyond the confines of the
normative, prescriptive establishments of the late twentieth century, yet education
communities continue to practice outmoded traditions with narrow views about
educational practice and product (Biesta, 2015a; Connell, 2009; Smyth et al., 2014).
Traditional, privileged, white and Western notions of what constitutes a fit-andproper teacher, underwrite these behaviours. In this study, the participants’ accounts
reflected a world of enduring and inhospitable behaviours that are not endorsed in
policy. Readily discernible is a need for education on a global and national scale to
acknowledge the diversity of its constituents and the inequity and racialised disparity
around inclusionary practices. A further need sits with educators and policy makers
to confront the hegemony that continues to reify otherness and a disregard for the
temporal and disempowered pre-service teachers (McLaren, 1995; Sharma, 2006).
The findings highlight the need for improved parity around expectations and abilities
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of all pre-service teachers. For those culturally or experientially diverse pre-service
teachers, this means rethinking unfair hurdles (Barnett, 2007) and deficit
assumptions through what might be considered a predominantly Western lens.
The research confirms various observations about Beck and Beck-Gernsheim’s
(2002) typology for ‘A life of one’s own in a runaway world’. In particular, the
authors conjecture the emergence of a disciplinary, regulated teaching profession,
with punitive economic measures for those who not deliver. At the lower end of this
hierarchy are the pre-service teachers to whom tensions and frustrations can be
differentially transferred.
Demoralising aspects of Professional Experience were linked to a
differentiated and devolving disregard for personal identity and, an overt lack of
respect. For the participants, identity development was not only denied, but replaced
with an underwritten expectation to conform. With little opportunity to exercise
resistance or individuality with impunity, pre-service teachers were expected to
demonstrate aspects of professionalism that required disclosure and explanation into
their individual repertoires and experiences (Clandinin, Connelly, & Applebaum,
1999). The implementation of a standards-driven, performative and competitive,
educational regime has been influential in shaping schooling and perceptions of roles
and relationships and partnerships (Duckworth & Maxwell, 2015). The expectations
that schools and ITE providers work in partnership were of little consequence for the
participants. No reference to partnerships was raised during interview, which might
infer that partnerships were not in place or that there were few accessible benefits for
the participants.
Unintended consequences and risks arose from an inability to predict the oftenexperimental behaviours of today’s individuals, whose lives are increasingly
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predicated by individualism, fragmentation and scepticism (Beck & BeckGernsheim, 2002). The analysis offered clear connection between Lazarus’ (2006)
disciplinary frame of emotions to the lived and marginalised experiences. A reality
for those entering the teaching profession is that teaching is progressively
underwritten by national education policies and a globalised agenda that may be at
odds with the goals of the teaching profession (Smyth et al., 2014). Here, a further
paradox is presented. While the diversity of pupils and learners continues to expand,
the pre-service teacher population is becoming standardised, more homogeneous, and
primarily White and middle-class (Causey, Thomas, & Armento, 2000).
As Beck (2010) forecast, individual agency contributes to and extends to
personal and system accountability. For the participants in this study, the
demonstration of learning and application to professional practice underscored some
of the obstacles that confront them. These obstacles are a consequence of today’s
normative and performative educators’ world. In this era of globalisation,
neoliberalism and inherent competition, education represents a product of market
driven changes (Duckworth, 2013). Under a premise of a burgeoning ‘knowledge
economy’, another less publicised outcome is the discriminatory landscape of
capitalism, in which a focus on individual responsibility and competition overlooks
inequalities of practice. Significant challenges persist around integrating educational
research, policy, and practice (Australian Government, 2015) that correlate the
technical, normative and competitive neoliberal agendas (cf. overview of education
reviews and reforms in Ch. 1 and 2) with the fundamental purpose of education
(Biesta, 2007).
Inequity is enacted upon those who are temporal, transient and hold negligible
authority, in this case the ITE participants.
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discourse has marginalised their educational opportunities and brought an
unexpected denial of social justice.

Against this backdrop, Bourdieu’s (1986)

theoretical model provides a means to explore state, institutional and relational
practices for educators in ITE. The development of specialised and inclusive forms
of ‘pedagogical capital’ (Duckworth & Maxwell, 2015) can, as Williams et al (2003)
suggests, begin to scrutinise existing inequalities. Present pedagogies that
predominate and perpetuate are prolific within the teaching profession and deny
social justice for pre-service teachers.
Downward and deficit spirals had beginnings in inequality, power differentials,
or ‘master-slave’ outlooks and were difficult to redeem. As the data evidenced,
discussions between ITE providers, pre-service teacher support-personnel and
schools were not always productive and deflected responsibilities onto the individual.
A deep need for acceptance fuelled ongoing commitment, perseverance and
determination and drew upon each participant’s ability to revitalise, transform and
‘move on’. Damage to identity, cultural or personal respect can be redeemed (Beck
& Beck-Gernsheim, 2002) through methodical reflection and agency and can become
key to overcoming uncertainty. Further confirmation of Beck and Beck-Gernsheim’s
2002 thesis is evident where reflexive action reinforces the ability to strengthen one’s
identity, and was evidenced by Debra and Bernadette.

Their actions also

underscored the adaptability of individuals, over organisations, to change (Beck &
Beck-Gernsheim, 2002).
When pre-service teachers are perceived as a burden sets a stage for a doubtful,
disempowering (Le Cornu, 2009) period ahead, and that tests the capacity of these
emerging teachers to retain focus and demonstrate efficacy. As Hastings (2009)
asserts, difficult situations place strain on all stakeholders, students, teachers and ITE
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providers. Despite academic and pedagogic preparation and support, the emotional
costs of failure weighed heavily for each participant, as uncertain and tenuous
relationships remained ambiguous and difficult to decipher (Clarke & Drudy, 2006;
Beauchamp & Thomas, 2009). This fragile period was compounded by differences in
beliefs, values and expectations of teaching, realities and inequalities (Beck, 2010;
Tamatea et al., 2008), hidden agendas, symbolic power and violence of the
profession (Biesta, 2015c; Bourdieu, 1979; Bourdieu & Passeron, 1977; Galman,
2009; Raffo & Hall, 2006), and contemporary contexts that contrasted experiential
expectations and welcome (Pearce & Morrison, 2011). Evidence of this data
appeared to further confirm aspects of the theory of individualisation (Beck & BeckGernsheim, 2002) in which the institutionalised individual develops a dual role as
victim and as culprit, while the system remains unquestioned. The significance of
these findings and the links to existing theories and contemporary literature offer
important foci for further research and is expanded on in the conclusion that follows.
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The philosophers have only interpreted the world, in various ways: the point,
however, is to change it.

(Marx, 1978: 145)

Introduction
The focus of this research is the perceived crisis in ITE in Australia, in tandem
with attention to pre-service teacher risk and failure in a situated placement. A
myriad of factors influence how a person successfully becomes a teacher. During this
process of becoming, all prospective teachers must confront the demands of context
as well as personal traits. The hesitancies and uncertainties that this interplay
engenders during teaching practicum is a difficult, complex and yet valuable learning
experience for pre-service teachers. In this study, I examined the experiences of
graduated pre-service teachers who had failed or were identified as being at risk of
failure during Professional Experience, in order to establish the meanings that they
ascribed to their experiences. I captured these perspectives of practicum experience
and offered interpretation of respective situations, preparedness for teaching and the
challenges that were faced.
The results indicated wide-ranging and inequitable practices.

Pre-service

teacher policy and research literature associates pre-service teacher performance
shortfalls with individual attitudes, abilities and merit (Australian Government,
2015). Pre-service teachers continue to be viewed in predetermined deficit terms that
fail to acknowledge previous learning and experience, or value their diversity. This
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is compounded by a contemporary emphasis on performance and measurable
outcomes, yet the focus of educational policy is yet to become inclusive for preservice teachers.
These issues have manifested as consequences that are now the norm for many
of those who are choosing to enter the teaching profession. Risk and uncertainty
experienced by pre-service teachers may produce unintended effects linked, not only
to a very real, demoralising potential for failure, but also to unease within and across
the educational space.

Changing paradigms across educational ideologies,

intersecting with globalised, neoliberal policies and agendas have disrupted and
impacted upon teacher preparation with uncertain futures for pre-service teachers
looming large as a consequence.
Whilst policy documents and research are largely silent on this matter,
employing a hermeneutic phenomenological approach facilitated a fuller perspective
of the meanings that individuals brought to their predicament. Overwhelmingly, the
participants indicated that unacceptable yet unquestioned suites of existing practices
were instrumental in impeding the entry of novices to the profession.
Comparable to Ehrenreich’s (2002) exposé of the plight of low paid workers in
the USA, this study unveils the voiceless, powerless and largely invisible world of
temporal and diverse cohorts of pre-service teachers. Cohorts of pre-service teachers
are indispensable for the preservation of the teaching profession, yet their voices
remain unheard. They are overlooked in reviews, reforms and policy developments.
They are silent, anonymous and without rights; and, their voicelessness is being
perpetuated. Pre-service teachers, who are on the threshold of graduate teacher status
holds liminal status—not yet a graduate teacher, not a credentialed teacher and not
quite student. They are, in many ways, peripheral to the workplace. The role of the pre-
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service teacher is thus, suspended between the divergent roles of apprentice,
professional, and labourer. The participants in this study demonstrated resistance to
these forms of abuse. In overcoming initial suppression of voice, rights and respect,
they verified their entitlement to be learners and future educators. At the same time,
these pre-service teachers were required to juggle a myriad of unskilled and casual
work in order to survive. During this time sacrifices are immense, as they placed
their future at risk to proceed towards a new professional phase of their life, albeit
filled with insecurity, uncertainty and looming crisis. As pre-service teachers they
were powerless: unpaid, exploited, and effectively silenced with regard to
commenting or complaining about these conditions. This form of indentured labour,
coupled with the rudiments of professional discourse, masks the voluntarist and
exploitative nature of past and present ITE policies and practices. It is unjust—
historically sanctioned and systematic processes of integrated exclusions in schools,
at tertiary and jurisdictional levels and embedded in national policy.
The results reveal that, despite the belief that the regulation of teacher
standards and homogeneity of curriculum will provide an orderly framework for
action, it may actually set up conditions to maintain silencing practices and, more
importantly, it engenders new conditions that enable the continuation of invisible and
unjust education practices. This study has provided evidence that individuals whoa re
wronged can and do resist, calling upon personal agency and aspects of their own
individualization. Equitable practices, purported to be central to the development of
pre-service teachers, and integral to the practices of teacher practitioners, go
unheeded as practices of bias, discrimination and power continue to infiltrate, are
normalised and are preserved.
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Analysis also identified that discriminatory power is exerted upon those from
diverse backgrounds that span cultures, past professions and life experiences.
It is one thing to say that that education is taking place in globally responsive
classrooms-without-borders, yet integrated and cohesive practices are not reflected in
the deep-seated post-industrial paradigms as reflected within the educational space.
The sanctioned regulatory mechanisms, measurable outcomes and, national and
international performance competition (cf. see the outline in Ch. 1), are yet to negate
the irregularities of inequity and intolerance in our schools and wider society. The
predictability of the regulatory mechanisms casts a veil over actions of alterity,
alienating and othering that are unmentioned in policy demands. This study has
demonstrated that these practices are actually not invisible with contemporary ITE
and across schooling systems. Today’s post-industrial world heaves with challenges
as it is increasingly responsive to technological advances, mobilised populations and
the, now daily, demands for individuals to orchestrate their lives.
Here the global demands and expectations of education communities
constantly drive change, yet key socio-cultural and economic concepts such as status
and culture seem to present qualities that interfere with true progress.

Power

relations that reflect tolerance in Western and emerging first world nations pose
unanticipated provocations in a supposed cosmopolitan world, yet in the microcosm
of the practicum, inter-racial and intra-racial prejudice, and inequalities in
educational spaces, are increasingly evident. These discriminatory values can be
overturned, at great emotional and agentic expense, by the individual, but ultimately
reflect the authority and values vested in institutions, and the moral compass of those
driving leadership at local, jurisdictional, national and international levels.
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The research demonstrated too, the emotive, onerous and uncomfortable
dimensions of risk and uncertainty that were deeply damaging. Critical self-reflection
and reflexivity became central in order to overturn the experience. Life, opportunity
and new beginnings in today’s world are underwritten by new norms interspersed
with suites of unpredictable tensions. Becks’ (1992, 1999, 2002) theories of risk
society, reflexive modernisation and individualisation have helped to illuminate key
aspects and side effects of present society, with numerous connected characteristics
that are assumed yet not genuinely implemented. In particular, where
contemporaneous goals for education celebrate global diversity and extended
experiential and cultural learning opportunities, the norms of practice remain
cemented in discouraging individuality and independent thinking. At an industrial
level, free-trade marketplaces purport to offer equitable opportunities. However, a
first world resistance prevails, precluding new or different ways of doing things. At
a personal level, unprecedented, unanticipated and unjust practices that are
manifested through instances of symbolic violence, alterity and expectations of
homogeneity serve to amplify risk and uncertainty.
The non-successful pre-service teachers are seen as a short-term problem and
not part of the broader, systematic arrangements, signified by the regulatory,
measurement-focussed practices of capitalism.

It appears that schools and

workplaces view problems identified within Professional Experience as temporary,
with better-suited, compliant and culturally suitable candidates quickly replacing
those who are not deemed to be a ‘fit and proper’ teacher. Similarly, an increasingly
marketised view of education portrays pre-service teachers as apprentices, unpaid
and passive clients, with few rights other than the right to abandon their study.
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Discussion of these issues will need multiple voices (Smyth et al. 2014) and
call for the voices of the temporal, the disparate and the atypical. If life in democratic
societies provides the right to a voice, then all voices, not restricted to authoritative
managerial voices, need to be heard. The neoliberal ideology that gives central place
to impersonal, objectified, pragmatic and measurable practices render the pre-service
teacher voiceless and invisible.

This invisibility must be replaced with

acknowledgement of worth, learning and relevant learning opportunities, not just as a
response to governmental accountability demands. As demonstrated in this study preservice teachers with few rights and limited voice can demonstrate agency and
resilience and openly question inequitable imbalances in ITE practice, although
penetrating the normative veil of sanctioned, discriminatory practices can be
arduous. Teacher preparation that looks beyond contemporary pedagogies may
generate a focus on the outlooks and dispositions of teachers and ways in which
these may intersect with the needs of their learners.
This study raises critical questions for the future of teaching: are we ready to
hear and reorient the underpinning assumptions of past practices that have limited
and denied the rights, agency and power of those who have elected to join the
profession? Is it time to make widespread change to current understandings and
dispositions around the Professional Experience that can immobilise the progress of
emerging teachers? The outcomes presented in this thesis make plain a real need to
listen to those who represent the future of the profession.

Acknowledging the

diversity and worth of all individuals and assigning agency and power to this cohort
can begin to teach incumbents and further inform future research.
There can be no argument that ITE demands an upgraded profile that can
demonstrate attention to the suites of demands from the neoliberal agenda, national
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policies, localised regulations and individual practice. Measures must be put in place
to, not only respond to the realities of today’s funding and measurement political
agendas, but to ensure improved quality of learning for all prospective teachers. At
the same time increased pressure on leadership in education sectors should focus on
ensuring that equitable practices are maintained for those who are entering the
profession. Governments and educators need to work together to ensure that those
involved with ITE practicum, are comprised of reflective and committed educators.
They must also have the moral values of those who represent learning, and that
reflect global and cosmopolitan purposes.
The research offered living proof of how Beck and Beck-Gernsheim’s (2002)
concept of individualisation and a politically driven blame-laden culture
characteristic to today’s risk society operates across educational cultures. Providing
confirmation of Beck and Beck-Gernsheim’s individualization argument is the
reflective learning of the individual who, while more flexible and open to change
than the machinations of post-industrial organisations, yet remains vulnerable.
Reflexive learning and lessons from previous eras illuminate the development of a
‘blame-laden culture’ in which political conservatism has shaped what is possible
and simultaneously masks the multilayered operations of power. Underpinned and
pivotal within the theory of reflexive modernisation, new developments do not
preclude the possibilities of future pitfalls. As Beck and Beck-Gersheim (2002) make
clear, in today’s risk-laden world, the hazards that we once could anticipate are now
cloaked in a markedly different guise. Forecasting the power of knowledge, Dewey
(1929) observed that certainty is a product of knowledge, which can then further
elicit control. Trying to fathom the hermeneutics of an individual as they build
knowledge, transform their own practices and emerge as a teacher in today’s
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educational communities of practice is multi-faceted, and underpinned by uncertainty
itself. Consequently this research has mirrored the realities of becoming a teacher,
where the process of mistakes, misaligned assumptions, difference, life experience,
and diverse cultural norms are seen as deficit.
Beck and Beck-Gernsheim’s (2002) typology for individualisation provides a
way of aligning biographies and ‘lives of their own’ with the ways those individuals
see themselves within capitalist neoliberal society. The injustices, discrimination and
bullying that they have experienced reflects a convergence of social, cultural political
workplace practices, and represents manifestations characteristic to unreformed and
pre-industrial workplace. In this study pre-service teachers see themselves as
individuals against the system. They represent the fragmented society created out of
late capitalism. The victims, as they are, of the unjust nature of capitalism are
portrayed as deviants, miscreants and culprits and yet, as Beck and Beck-Gernsheim
suggest, the systematic arrangements of capitalism eludes any related scrutiny and
thus remains unchanged and unchallenged.

Confronting the implications in ITE
This chapter opened with an epithet in which Karl Marx (1978) suggested that
researching and interpreting the world is not sufficient. The point of research is to
determine deeper meanings, implications and directions towards, ‘what next’. This
research is a call-to-action that will initiate called-for change. I propose that while
the policies and technologies of reform are creating a new kind of teacher, whose
professionalism is increasingly measured in terms of productivity and economic
output, ITE is yet to create the conditions to support and value the diversity and
development of newcomers to the educational space.
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This current crisis in ITE has a long history. To be confronted it requires a reconstruction of social attitudes that represents more than another suite of reform
agendas. The conceptual work of theorists such as Beck and Beck-Gernsheim (2002)
offers a means to connect global development, mobilised communities and risk, with
national trends, policies and behaviours of the individuals that make up today’s
world. For those entering the world of ITE, implications around diversity are yet to
be matched with policy and practice within the sector. It is the responsibility of
federal policy to respond to the imperatives of the education of incoming and
practising teachers. These new approaches are dependent upon renewed action across
three tiers:
1). State (federal and state governments);
2). Societal (communities of educators); and,
3). Personal (pre-service and practising teacher).
Approaches that are supportive and inclusive are suggested below. These
recommendations are grounded in a change in societal perspectives and the practices
of educators, practitioners and the pre-service teachers.
1. Future models of ITE that support rich, diverse and just teaching practices
in educational environments may emerge and look different from those of the past.
Core to these models of change would be a commitment to developing forms of
pedagogy, practice, evaluation and research that are inclusive and just. National and
state education policies can direct financial and political resources to promote
commitment to learning and of human emancipation. One way to generate improved
equity of practice is to rethink the unpaid voluntarist nature of Professional
Experience. Building upon the unrest that is looming in the United States (Andrew,
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2016; Chen, 2016; Kasperkevic, 2016) around unpaid internships, it may be timely to
rethink what learning is needed and what practices are valued. Shifting the concept
of an insignificant, apprenticed or indentured labourer to one of a valued, paid
teacher may reverse the workplace realities. Further investigation into partnerships
and the nature of these agreements at state, academy and industry level may offer
new ways to level some of the outmoded practices that are perpetuated amongst
practitioners in schools. Rebuilding societal satisfaction and renewal of confidence in
a vastly reviewed, and now largely competitive education sector, is an outcome that
is needed. Revised policy recommendations that extend beyond the most recent
reviews of Australian ITE e.g. TEMAG (2015), and AITSL (2011) developments can
generate a shift from learning as hierarchically driven, passive and subject to
numerous forms of abuse, to learning that promotes active engagement and critical
thinking. Positive outcomes would begin to attribute value to the knowledges and
contributions of pre-service teachers, including inclusion and more importantly,
acknowledgement of the pre-service teacher voice.
2. A mechanism, other than the present Australian Professional Standards for
Teachers, is required that will define organisational attributes. Such a tool could
explore teacher qualities beyond the regulatory teacher quality measures, and
encourage engagement by mentor teachers and empathy around the challenges for
newcomers. There is no doubt that a common, primary purpose for educators is the
moral and technical tasks of teaching. Roles therefore embody: a willingness to meet
social educational requirements; openness to criticism; and, acceptance of
responsibilities for any emergent issues and resilience. The reality is that, for some
pre-service teachers, a disturbing lack of welcome and commitment by mentor
teachers and blame cast by administrators has highlighted hypocrisy around the
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justice, care and mentoring that is publically professed. For administrators and school
based-leaders to address these issues new measures need to be developed that will
detect the morality and inclusivity of those who are invested with power. There is a
pre-eminent need to investigate the ways that unwitting complicity leads to inequity.
In light of what appears to be the perpetuation of unjust practices in a culture of
unrestrained regulation of what counts as a teacher, policy makers and professional
educators should ensure that pre-service teachers’ needs are integrated within the
recently declared national goals for quality and equitable education in Australia. If
ITE is to conform to national policy, then that policy must move to integrate holistic
and altruistic practices as part of its standpoint. The integration of these pressures is,
paradoxically, precisely where the system falters when responding to equity. Policymakers, when devising programs of support for pre-service teachers, must
acknowledge this urgency of commitment. Rich, reciprocal and on-going
partnerships between those actively involved in ITE can ensure the continued
development of knowledge and constructive beliefs for inclusive and productive
pedagogic practice. Pre-service teachers must feel welcomed as they enter the
profession, and monitoring and prevention of moral injustice is part of this
partnership.
3. Addressing the current imbalances of power and practice is not limited to
policy and social outlook. It can be effected by student activism.
Until such time that policy is developed that addresses these concerns and that
practice reflects said policy, interim support measures may offer ways for pre-service
teachers to take control, conquer doubts and apprehension and, begin to contribute
productively to the knowledge community various approaches can be explored.
Mechanisms may include collective and mobilised group efforts that will:
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Support networks where pre-service and neophyte teachers who have
rebounded from uncertain periods can offer survival strategies and
ways in which they can learn vicariously from each other;



Forums in which individuals are provided opportunities to voice and
challenge articulated and tacit assumptions;



Explicit academic processes to foster the development of confidence,
agency and resilience in readiness to face new challenges;



Web-based communities of practice (Facebook, Twitter and Purposebuilt blogsites) in which activism of pre-service teachers is endorsed
and can offer rights, voice and counsel to pre-service teachers.



Union activity that invites, acknowledges and values the student and
pre-service teacher, and



Internationalised connections with pre-service teachers in other ITE
communities across Australia and beyond.

Harnessing the collected voices of pre-service teachers across Australia, and
beyond, can begin to contribute to future policy and governance practices that might
generate positive changes to the workplace relationship and counteract the realities of
today’s workplace violence in schools. Building sustainability of equitable and
quality experiences may ultimately override those practices that have previously
served to marginalise.
These educative problems are largely reactive to global, competitive pressures.
Perpetuating the managerial and performative practices of the past, using a quick fix
approach to remedy inequitable practices, is doing little more than disguising the
enormity of the concern. In reality attempts to offset hegemonic practices will
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invariably call upon financial and organizational backing that is paradoxically
underwritten by neo-liberal, and authoritarian populist groups. Merely burying these
issues of poor experiences under a mounting pile of responsibilities is adding
pressures to a once sure and unsurprising profession.

Contribution to professional practice
The study has highlighted some of the little known, or little analysed
challenges for pre-service teachers, and offer some recommendations for future
practice. In addition to raising personal awareness and building a deeper appreciation
of these experiential episodes, the influence of phenomenological research may offer
new perspectives towards improving policies and practices of educational
professionals across various organisational levels.

In addition, those already in

school-based and academic teaching positions might engage with their own
experiences to better understand the breadth of these circumstances of uncertainty.

Areas for further research
Whilst beyond the scope of this research, the study nevertheless identified
areas for further investigation. I suggest that examination of similar experiences
using a reflexive lens may illuminate the extent to which pre-service teachers’
learning can be applied to future pre-service teacher placements. Importantly the
perceptual, chronological and temporal limits of these experiences that are
contextually unique to each individual provide an opportunity to reflect on and learn
many years after the experience. As the findings of this study indicated, experiencing
new situations, new colleagues or new teacher mentors unexpectedly encouraged the
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application of previous learning and led to increased engagement, with scope to
apply lessons learned.
Future studies that examine the practices and behaviours of pre-service
teachers who have rebounded after damning and demoralising episodes may offer
some further yet-to-be-revealed benefits of their experience. Often-harsh realities can
offer beneficial lessons and can instil a revitalised awareness of abilities and a
broader, enduring strength and a more sophisticated knowledge base. In
acknowledging this positive consequence of reflective learning I suggest that those
pre-service teachers who have had poor experiences are potentially better prepared
for classroom practice than those who have only experienced success. Where
students are prepared for negative experiences, especially failure, the potential for
long-term emotional and psychological damage can be mitigated.
Learning about relationships is key to the pre-service experience and to the
findings of this research. Further study is needed to appreciate the social dimensions
around the various disabling practices in terms of impact, recovery, rehabilitation and
learning. For agencies there remains a pressing need to review and rethink the
influence and perspectives of significant others at various stages of Professional
Experience processes if the silences about inequities towards pre-service teachers are
to be overturned. Research, potentially seeking mixed method empirical data sets,
may be one way to learn more around the depth and breadth of inequitable practice in
the ITE arena. The differences in culture and experience amongst those entering
and/or changing to this profession are myriad. Longitudinal, ethnographic research
may offer one way to track and observe individual progress through uncertain times.
In light of today’s perceived crisis in education, ITE and Professional
Experience, a proactive and more immediate and grounded approach is necessary. I
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propose that establishing networks of pre-service teachers, as action-learning groups,
may be one avenue by which further research could be derived and action initiated.
Inviting those who are facing, or who have already experienced, the unintended
consequences of uncertainty, risk and failure to become part of a trusting, supportive
community may reinforce engagement and social capital. In this way a lively culture
can contribute to the collected practicing and pre-service teachers’ voices in
educational and inclusive policy-making. Rethinking ITE practices, where preservice teachers contributions are invited and respected may generate fresh
approaches to Professional Experience. Approaches that view pre-service teachers,
not as voluntarist, unpaid workers, but as responsible, dependable and valued casual
employees may present feasible solutions in the today’s period of ITE crisis and
begin to level the power imbalances that are currently in place.

Personal and Professional Learning Assumptions
From the stories of these now graduated pre-service teachers this study has
illuminated some of the notions of post-modern and post-structural theorists, the
former arguing that living in contexts of unpredictable risks forces us to live in an
experiential world, where individualism is vital. The latter suggests that nonconformant, experimental and creative forms of thinking can disrupt hegemonic,
value-laden practices within organisations.
In using the IPA approach outlined by Smith et al. (2009), the outcomes of this
research can add to the rigour and application of this relatively new methodology.
While IPA has been used predominantly in health and psychological social research,
the application of this methodology in the educational arena offers insights, and a
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new means to exploring the voices of those who have experienced struggles and
uncertain futures.
This research experience has had unanticipated influence on my preassumptions, with phenomenological findings challenging some suppositions that
arose from my own personal experiential background. As a consequence of this
study my pre-assumptions have been influenced and my outlooks increasingly
humanised. My learning has, to a large extent, humbled me. As an educator I came to
realise that I had not been as closely attuned to the difficulties of pre-service teachers
as I had first thought. That the findings were inextricably linked to the inequities of
capitalist and neoliberal ideologies was largely surprising, as my instincts had led me
to believe that ‘inability to perform’ would principally rest with the readiness and
ability of the pre-service teacher. The phenomenological approach provided voice to
those who had been silenced, directed researcher awareness to broader sociological
concerns and, provisioned reflexive actions as a means to know and feel things
differently.
Prior to commencing this research, I believed that quality of practice,
partnerships, and prospects free of prejudgment, took place within ITE programs.
These views reflected my experience and ethos of work in the school and academic
sectors. That is, I had hitherto considered that the structures, policies and procedures
and practices put in place provided a quality framework for implementation of
equitable educational practice in ITE programs. This belief has been challenged by
the accounts the pre-service teachers who experienced lack of safety, oppression,
exploitative relationships and disrespect during practicum. Their aspirations and
rights were frequently unheard, disregarded or dismissed. The pre-service teacherteacher relationship, pivotal to the success of the practicum, holds a capacity to
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create converging amounts of synergism, mystery, surprise and tension. Reflection,
awareness and an ability to cope are essential to the collegial discourse, mutuality
and reciprocity within these relationships.
Working with IPA confirmed some of my assumptions derived from my own
education experiences. In particular, I note that, regardless of readiness, compliance
and personal priorities of pre-service teachers, uncertainty and risk prevails within
school-based relational experiences. Indeed, the normalised practices that
marginalise, silence and intimidate appear to be manifestations of what is already
taking place across unreformed and pre-industrial workplaces.

In summary
Given the focus on individual’s interpretation and sense-making of specific
experiences, and with foundations in phenomenology and hermeneutics, Jonathan
Smith’s IPA (2004) offered an appropriate and powerful tool to refine an
understanding of identity. Participants’ accounts, metaphorical imagery and personal
reflection elicited rich insights into experiences and illuminated connections between
an initial collection of disparate ideas and theoretical concepts. This relatively new
and hybridised methodological approach has been little used across the education
sector and offered a mechanism to illuminate new insights into education practices.
As a consequence, this research provided a worthy contribution to research around
equitable and sustainable ITE practices in a rapidly changing, competitive and
cosmopolitan world.
Although they appear as well-intentioned assessment measures, teacher
standards and regulatory audits are merely one facet of the measurement regime of
the present neoliberal audit era. These sanctioned approaches have heralded the next
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bastion of inequity that is in direct contrast to Marx’ s (1981) quest toward ‘freeing
of workers’. Instead they have generated inequality and ‘unprotected and rightless
proletarians’ (Marx, 1981, p.876) across education, especially for ITE. In Marx’s
terms the struggles are a consequence of ‘free development of production and the
free exploitation of man by man’ (Marx, 1981, p.875). Enactment of prescribed
practices remains ad hoc and continues to be overridden by the Zeitgeist: the
normalised, unquestioned, often indiscernible yet resolute practices, in schools and
classrooms.

Improved practices remain contingent on an updated, relevant

administrative suite of practices that go beyond the reviews and reforms that are
reactive to societal developments. On the one hand responsive practices have the
potential to drive productive change in neoliberal terms and overcome the doubts and
ambivalence for newcomers within current legitimised practices. These may be
generated, not only from within a profession that demands conformity and
acquiescence as part of learning, but from the broader context of global and
mobilised professional communities.
On the other hand and importantly, this study has identified aspects of
oppressive and exploitative relationships for today’s pre-service teachers in which
schools and universities are complicit. Seeking to empower future teacher graduates
signifies a new era of learners whose perspectives represent that of a new modernity.
Today’s transient, often transnational, reflexive and flexible individuals are alert to
new responsibilities as a consequence of shifting, changing and neoliberal practices.
Practices, alone, however, do not do work of pedagogy. They do not remediate the
'identity' of the individual. It is time to rethink the individual who typically stands
alone against the hegemony of evidence-based practice, where an outmoded
‘masculine ideal’ signifying dominance is endorsed and perpetuated.
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The results call for advancing the development of explicit practicum
agreements or partnerships between the school and academic sectors in order to
overcome injustice and destructive power differentials. Equally imperative is a need
to incorporate the diverse needs of all Australians, in schools, societies and the
workplace, and to foster pluralist and inclusive practices for pre-service teachers
across these settings.

Closing Comments
Ultimately, I conclude that a focus on just and inclusive practices in the
practicum warrants a more prominent position in discussions of ITE across policy,
academia and educational jurisdictions. The inclusion of pre-service teacher voice in
policy development and media exposure is imperative if dignity and equity is to be
re-established. If a goal of ITE is to identify and prepare pre-service teachers for
knowledge acquisition and sound pedagogic practice, this goal is surely underwritten
with perspectives that demand welcome, regardless of the diversity of background
that might be represented. Emerging teachers, who become the new insiders within
those same education communities, may also become central in the development of
change practices.
Mutual, respectful and reflective involvement in classroom learning processes
can better advance pre-service teacher development than can the divisive and
dogmatic practices that remain evident in today’s ITE preparation. In contrast to
inequitable, power-laden practices, responsible leadership may foster transparent
approaches that can construct teacher identities outside the cultural norms and
overcome the deeply rooted and largely immovable pyramids of power that cascade
throughout federal policy, academia and educational workplaces
Chapter 8: Conclusion
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Appendices
Appendix 1: Overview of methodological approach and methods
Paradigm

Qualitative – Interpretative

Methodology

Hermeneutic Phenomenology

Preparation

Ethics Clearance
Institutional Support
Participant Invitations
Plain Language Statement
Written Consent
Researcher Reflective Journal

Data Collection

Interview 1
Interview 2 (where possible)
Researcher journal

Stages of
Analysis

Interpretative
Phenomenological
Analysis (IPA)

Product

1. Immersion: Multiple reading and making notes
2. Understanding: Transforming notes into Emergent
Themes
3. Abstraction: Using ideographic and inductive
perspectives
4. Moving to the next case
5. Synthesis & theme development: Seeking
relationships and clustering themes
6.Illumination & illustration of phenomena:
Integration and critique of findings across field of research

Narrative stories, theoretical relationship, thick
description.

Data Sources:
Audio files, transcripts, personal journal, analytical files, NVIVO database
Adapted from Ajjawi & Higgs (2007) and Pietkiewicz & Smith (2012)
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Appendix 2: Plain Language statement

Plain Language Statement
INFORMATION SHEET FOR PROJECT TITLE:
Subtle system failure: a phenomenological study of pre-service teachers’ in-school experiences
A research project undertaken by Jenny Buckworth, a PhD Student of the Charles Darwin University
proposes to explore the challenging experiences of pre-service teachers undertaking education courses,
and the meanings they attach to these challenges during this time.
Your assistance in providing information about your own experiences would be greatly appreciated and
may provide insights into the way in which the practicum provides for pre-service teacher needs. If you
agree, you will be contacted to arrange a suitable time and place to meet to discuss your experiences.
Your experiences whilst on your Professional Experience, and the meanings you attach to these, will be
discussed. The interview and any subsequent interview will be recorded, and then transcribed and
collated with notes taken.
All information collected will remain:
1.
ANONYMOUS: Your name and address will be known to the researcher, but it will never be
mentioned in the report of the research, and your personal details will be securely stored in a location
separate from collected data.
2.
CONFIDENTIAL: You will not be able to be identified by anything that is written in the text of
the research paper.
The same care will be taken with the names or characteristics of anyone you mention in the interview.
If you would like more information before you decide, contact
Jenny Buckworth on 08 89466298, who will be happy to answer questions.
If, during the course of the research, you have any concerns about the project or the researcher, you
may contact the supervisor of this project Associate Professor Sue Shore or The Executive Officer of
the Charles Darwin University Human Research Ethics Committee, who is not connected with this
project and who can pass on your concerns to appropriate officers within the University.
Contacts: Sue Shore (08 899 897) or by e-mail : sue.shore@cdu.edu.au.
The Executive Officer (1800 466 215) or by e-mail: cdu-ethics@cdu.edu.au
If you decide to participate, please fill in the consent form attached to this letter, and return to
jenny.buckworth@gmail.com. You will be contacted soon to arrange interview details. After this is
signed, you may still withdraw from the study at any time, without penalty of any kind.
Note: participation in this study will have no effect on your grades or any future units within the course
you are undertaking.
Whatever your decision on this matter, thank you for devoting some time to reading this statement, and
considering its contents.
This information sheet is yours to keep.
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Appendix 3: Consent Form
Consent form
Project Title: Subtle system failure: a phenomenological study of pre-service teachers’ in-school
experiences
I, __________________________________________________________ of
___________________________
___________________________________________________________________________________
________
hereby consent to participate in a study to be undertaken by Jenny Buckworth, a PhD Student of the
Charles Darwin University and I understand that the purpose of the research is :
To explore the experiences of pre-service teachers who experience challenges whilst
undertaking their final block of Professional Experience/practicum, and the meanings they
attach to these challenges.
The researcher will explore and gather responses that will provide insights from pre-service teachers
undertaking practicum using questions around:


Can you tell me about your practicum?



What factors have had an effect on your practicum?



Can you tell me of any special circumstances that you feel the school or university need to consider?



Can you tell me if there were any concerns around the support you may have required?



Tell me what this meant for you during your practicum.

I acknowledge that:
 The aims, methods, and anticipated benefits, and possible risks of the study, have been
explained to me by ...........................................................
 I voluntarily and freely give my consent to my participation in such study.
 Any information that I provide will not be released in an identified form
 Aggregated results will be used for research purposes and may be reported in scientific and
academic journals
 Individual results will not be released to any person except at my request and on my
authorization
 I am free to withdraw my consent at any time during the study, in which event my
participation in the research will immediately cease, and any information obtained will be
returned to me or destroyed at my request.
Signature ______________________________________________ Date
__________________________
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Appendix 4: Orienting questions
My ‘orienting questions’ are used to guide conversational interviews to elicit a range of
meanings from participants.


What can you tell me about your Practicum?
o Where were you situated?
o When did it take place?
o What was it like?
o What factors have had an effect on your practicum?



What did you think about the flexibility of arrangements?
o How flexible were the requirements for practicum?
o Can you tell me of any special circumstances that you needed the school or
university to consider?



What support is provided for pre-service teachers and practicing teachers during
practicum?
o How suitable did you find this support?
o Can you tell me if there were any concerns for you around the support you may
have required?



What are your understandings of local or national teaching requirements?
o In what way, if any, did this have an implication for you?

Tell me how what this meant for you during your practicum?
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Appendix 5: Sample email
Hi xxxxx
Attached is the transcript of our teleconference interview. I would welcome your
confirmation of its accuracy, and any further comments or queries that you may wish
to add.

As I indicated earlier, I would be more than happy to have an additional conversation
if you wish to add any further detail.

Thank you again for your open and frank discussion about your placement
experiences whilst undertaking your teacher education course.

Best wishes
Jenny Buckworth
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Appendix 6: Sample - Transforming notes into Emergent Themes
1. Collated topic references
Instances of topics were recorded and coded (sources)
Number of instances recorded to indicate broad emergent themes

2. All topics transferred to mind map software to draw relationships
between broad themes and deeper concerns that arose.



Flagged as red were new sub themes that presented central organising
ideas
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Flagged as green became focal points for the research and connected the
iterative accounts that were collected, cross referenced and distilled
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Appendix 7: Sample Nvivo
1. Sample audio files coded:
Internals\\interviews\\Bernadette3
Reference 1: 0.34% coverage
There was hostility towards other staff members
Reference 2: 1.34% coverage
There was hostility towards parents. There was hostility towards students. It was certainly a level of
hostility towards me which accumulated with her threatening me with physical violence
Reference 3: 0.62% coverage
You can't teach when you’re under that much pressure. The stress levels are just too much
Internals\\interviews\\Debra4 references coded, 2.17% coverage
Reference 1: 0.37% coverage
I think a lot of that comes from the fact that we had to find our own placement and it’s a really, really
crowded market
Reference 2: 0.34% coverage
a lot of schools that are prepared to take student teachers have arrangements with the big Universities
Reference 3: 0.68% coverage
And I remember she said something like I’ve been teaching for 17 years and I’ve never had to write a
program and now that I’ve just had to hand in my second program for the year, like how on earth could
that have happened?
Internals\\interviews\\Eddie9 references coded, 2.35% coverage
Reference 1: 0.41% coverage
At the moment they’re going to, like, already they’re going to fail because they don’t have any sort of
structure down. So that was the difficult part. But it depends on the school
Reference 2: 0.25% coverage
because it was so hard already to get a placement, how am I going to find another public school
Reference 4: 0.30% coverage
that was only perhaps a small minority of the students there, but because it was a town, there was no
other schools to go to really
It’s the only high school to go to
Reference 6: 0.11% coverage
Couldn’t keep the class, pretty much, listening
Reference 7: 0.52% coverage
I failed in my prac because when, I think generally you discussed, and I discussed and the school
discussed that, it wasn’t my concept, it wasn’t my knowledge.
Reference 9: 0.26% coverage
So I had three different teachers giving me advice, rather than earlier where I just had one teacher.
Internals\\interviews\\Eric1 reference coded, 0.32% coverage
Reference 1: 0.32% coverage
And she had her lessons not very planned either, so I wondered how she actually did her lesson

2. Files converted to NVIVO word tree:
Query run against mentoring as search term. Portion displayed
demonstration of relevant participant comment and input from
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researcher memo and journal

3. Sample – extracts from researcher reflective journal

10 Sept 2013 My fears about participants responding to the flyers and email
invitations seemed to be well founded. Only one response so far.
15 Apr 2014 Resilience or efficacy? Emotional response or agency, Really, is
resilience something that you can develop? Or is it a persoanl trait
12 Nov 2013 Will the data set be rich enough to reveal a reasonable cross section of
this failed teaching cohort? Is a cross section necessary in IPA? that
some just have?
15 Apr 2014 Teachers are continually adjusting outlooks – lifelong learning is
underwritten into the world of the teacher. At what point do beginning
teachers realize this - what if they deny this aspect of education?
I4 Apr 2014

I was corrected late when many more appeared who wanted to tell
their tale. My sense of relief probably matched the participants as they
overcame their dreadful times and experienced success.

21 Apr 2014 I was an ‘insider’ to the system, but I remained an outsider to the
experiences of failure in Professional Experience.

21 Apr 2014 Reference Lather, 1991,
Appendices
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omniscience of the researcher as I interpreted the lived experiences of
the participants.

15 Apr 2014 I make a conscious association with the unintentional power of the
researcher. My intention was that the voices during interview would be
enabling for the participants, I remained aware of my empowered
position.
22 July, 2014 What rights for the ITE providers have, within partnerships, or for
short term Prof Exp placements?
22 July, 2014 Who ultimately holds the power to pass or fail PSTs and how can this
be best managed, given that MTs are acknowledged as practitioners
with relevant pedagogic expertise?
6 Oct 2014

I can relate to the feeling of being left out, especially for those who are
changing schools stages of schooling or even methods. It takes some
time to build awareness of the politics in the school, the hierarchy and
the protocols. Sitting back and watching, listening and internalizing is
important. New teachers, prac teachers and supply teachers quickly
become aware of this

7 Oct 2014

The interview questions were rarely used, although it was useful to
have them as they provided me with a form of security in case the
conversation did not flow.

27 Oct 2014

Reflective practice – does it come automatically? Does it need to be
scaffolded and harnessed? Is this more a personal trait?

3 Nov 2014

Little was said about academic staff, although I note some deference to
academia, compared to classroom teachers.

3 Nov 2014

I recall from my years of school-based teaching the reticence of many
teachers – good teachers at that—who did not want the extra burden.
Perhaps their perspective was skewed. A prac teacher meant
opportunity for team-teaching. A graduate meant more teachers in the
pool, especially for hard-to-staff areas.

18 Nov 2014 I have mused over the claims of the participants and wonder what the
role of the provider has been during their difficult time
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10 Feb 2015 The teaching profession is responsive, no . . reactive, to parental, media
and political scrutiny. How much flexibility is required?
12 Feb 2015 Relationships with student learners are imperative. How can this be well
reflected. Surely this is completely subjective.
22 Feb 2015 Interesting . . . that the stories said little about the theory and preparation
provided by ITE providers. There seemed to be an idea that the
academic work was of little concern – the school-based relationships
were predominant.
Was it that my sample group reflected PSTs who were theoretically
able?
10 Feb 2015 Refer Beck 2010 . . .the objectives of globalised progress deflects the
national gaze from seeing despair. Exclusion is twice-fold: it excludes
the excluded.
Perhaps, I as one who was empowered too, was unconsciously looking
the other way. Interpretation of my own intentions highlighted a focus
on my professional and accountable behaviour. On reflection I had
prioritised a focus on assessable practices of pre-service teacher

22 Feb 2015

Reference I sought what Lather described as an ‘interactive’ approach
that summons ‘reflexivity and critique, which guard against ...
imposition and reification of the researcher’ (Lather, 1991, p. 59).

25 Feb 2015

I was conscious that my best intentions might, at best, occupy a ‘space
between’ (Roland & Wicks, 2009, p. 61).

15 Apr 2015 I hovered as an insider as Director, teacher educator and mentor, AND
an outsider as a neutral investigator. I need to find a juxtaposition
between my informed workplace position and targeted researcher
position . . .this shaped my perspective but let me only only ever
fluctuate between these two standpoints.
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Appendix 8: Validity and Reliability Criteria:
Table 14: Validity and reliability criteria

1 Owning one’s
perspective

Making clear and disclosing personal beliefs,
assumptions and theoretical orientation, in advance and
during the course of the research.

2 Situating and
describing the sample

Embedding descriptive, ethnographic or
demographic content.

3. Grounded
examples

Providing examples of the themes or categories
that have formed and making apparent the fit between
the data and the authors understandings

4 Providing
credibility checks

Checking with participants for clarity, and peers
for discrepancies, or ‘triangulating’ data (e.g. external
factors or quantitative data) by comparing at least two
varied perspectives.

5 Resonating
with readers

The material, once read, can be deemed to
accurately represent the topic and that the understanding
of the phenomenon has been clarified or expanded
upon.
Acknowledging the limitations of the findings.
i.e. a general understanding has been based on a
sufficient range of instances; whereas a specific
instance needs to have been studied and described
comprehensively, to provide a detailed analysis.

6 Accomplishing
general versus specific
research tasks

7 Coherence

Structuring of the data is integrated and
.
meaningful and allows differing aspects of the
phenomenon to be easily seen.

(Adapted from Elliott et al. 1999)
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