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ABSTRACT: 

The findings of research into the practicum learning environment of pre-service 

teachers at a Catholic university revealed the importance of the school leadership 

team to the experience of the student teacher. The study investigated pre-service 

teacher perceptions of extended practicum learning environments and their self-

efficacy for future teaching. A questionnaire, the Extended Practicum Learning 

Environment Inventory (EPLEI) was developed and validated to assess pre-service 

teacher perceptions of the practicum learning environment and a Student Teacher 

Efficacy Instrument (STEI) was developed to assess pre-service teacher efficacy for 

future teaching. Data analyses revealed significant associations between pre-service 

teacher perceptions of practicum learning environments and their self-efficacy for 

future teaching. Findings indicated that pre-service teachers who participated in the 

extended practicum in Catholic schools perceived the learning environments more 

positively than student teachers in other schools. Significantly, the research 

demonstrated that extended practicum experiences of pre-service teachers at a 

Catholic university are affected by features at both classroom and school levels. In 

particular, findings indicated that pre-service teacher experiences are affected by 

levels of support provided by supervising teachers, school leaders, school 

administrative officers and teacher aides. This paper will discuss the significance of 

these findings for leadership teams in schools where future teachers participate in 

practicum experiences. 
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Background  
 

In order to meet the demands of contemporary educational environments of the 21st 

century, teacher quality is under scrutiny both nationally and internationally 

(MCEETYA, 2003).  Consequently, teacher education has become a focus of interest 

and concern for both governments and the educational community, including leaders 

in Catholic education (Cochran-Smith, 2001; Darling-Hammond, 1999; Jasman, 

2003; McCorley, 2005; Zeichner, 2002).  Teacher education in Australia has 

undergone a number of changes to mirror national and international research and the 

views of stakeholders.  Philosophical approaches to teacher education have moved 

from the traditional craft, apprentice-style approach, through scientific and 

personalistic approaches to most recently, a critical inquiry approach (Martinez, 

1998). Consequently, the practicum which lies at the heart of teacher education 

courses has also undergone changes. One key change in Australia has been a 

movement towards extended practicum periods similar to trends in Great Britain 

(Board of Teacher Registration [BTR], 2003; Halstead, 2003; Jasman, 2003). 

 

Australian Catholic University (ACU) has also responded to these changes and 

instituted extended practicum experiences as part of their teacher education courses. 

These developments created a need to examine practicum learning environments for 

student teachers at ACU.  This paper reports findings of research conducted at the 

McAuley campus of ACU. The research established a relationship between student 

teacher perceptions of practicum learning environments and their self-efficacy for 

future teaching.  These findings provide direction for leaders in Catholic education 

who are partners in the school-based component of teacher education courses.  As 

student teachers participate in extended periods of school-based practicum, there 

are several features of the practicum learning environment that impact on their 

experiences.   

 

As Weasmer and Woods (2003, p. 1) state, ‘the culminating student teaching 

experience plays a primary role in shaping pre-service teachers’ values, beliefs and 

teaching skills”.  Hence, significant attention should be paid to the facilitation of 

‘quality’ practicum experiences in teacher education. Recently, an eminent leader in 
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the Queensland Catholic education sector, McCorley (2005), highlighted the 

importance of school partners in pre-service teacher education.  McCorley (2005) 

noted in the Queensland Catholic Education Commission’s response to the National 

Inquiry into Teacher Education that “the Inquiry should give serious consideration to 

the role and input of schools and their staff to the preparation of those in teacher 

education courses” as schools “play an integral role in providing teaching experience 

for associate teachers” (p. 5).  This study has built on both these views and Weasmer 

and Wood’s (2003) position that student teachers’ final practicum experiences play 

an important role in their self-efficacy for future teaching.   

 

Context of Study 

 

The study examined both the school-level and classroom-level environments of 

extended practicum experiences undertaken by student teachers at ACU, Brisbane.  

The key findings have significant implications for leaders in Catholic schools.  The 

sample for the study included student teachers participating in the Bachelor of 

Education (Primary) course at ACU.  During their course, students participate in a 

six-week extended practicum which serves as a capstone experience of their 4-year 

teacher education course.  The study focussed on the psychosocial environment that 

these student teachers encounter when participating in this practicum.  Psychosocial 

environment deals with the atmosphere or tone of the environment rather than the 

physical environment and reflects the individual's psychological interpretation of the 

environment.  As described by Boy and Pine (1988), the psychosocial environment 

refers to those aspects of the environment that have a social bearing either in origin 

or outcomes.  Therefore, this study reported on the psychosocial aspects of the 

learning environment of the extended practicum as perceived by student teachers.  

 

Catholic Ethos and Extended Practicum Learning Environments  
 
Most importantly, the psycho-social environment student teachers at ACU experience 

should reflect the mission of the university and the espoused philosophies of the 

Catholic school environments where the students participate in the practicum. As the 

university is part of the mission of the Catholic Church, it operates within the doctrine 

outlined in Vatican II documents (see Abbott, 1966; Congregation for Catholic 
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Education, 1988; Sacred Congregation for Catholic Education, 1977, 1982). These 

documents call for universities that are characterised by critical, intellectual inquiry  

underpinned by Gospel values.  All units taught in courses at ACU are designed to 

integrate Gospel values, ethics and social justice concepts and a spiritual dimension 

within academic and professional units (McMullen, 2004; Sheehan, 1998).   

 

This same philosophy should also translate into the learning environments for ACU 

pre-service students participating in practicum experiences.  Therefore, the context of 

the practicum component of ACU teacher education courses should provide the 

opportunity for student teachers to experience a learning environment reflecting 

these dimensions.  As the contexts of ACU practica are schools, the ethos of these 

schools and their links to the ACU mission are relevant to this study.  

 

ACU students participate in practica in a variety of school contexts including Catholic, 

State and Other Christian schools with the majority in Catholic schools.  In 

Queensland, the Catholic schools that ACU students attend operate under the 

auspices of Queensland Catholic Education Commission (QCEC).  The Queensland 

Catholic Education Commission considers Catholic schools to be based on Gospel 

values and Catholic tradition (see Queensland Catholic Education Commission, 

2005).  As the body that accredits teachers to work in Catholic schools in 

Queensland, the Commission has provided an overview of the requirements of a 

Catholic school teacher.  The Commission states that teachers in Catholic schools 

require knowledge of the Gospel and the Catholic tradition to enable them to 

implement a philosophy of education, faith, and culture as integral parts of life (see 

Queensland Catholic Education Commission, 2005). Therefore, the practicum 

environment that the supervising teachers and schools provide for ACU students 

should reflect Gospel values. 

 

Brisbane Catholic Education (BCE) (see Catholic Education: Archdiocese of 

Brisbane, 2004, 2006) extends the QCEC position. BCE, the system of schools 

where most ACU students participate in the extended practicum, also expects school 

administrators and school mentors to foster learning environments that reflect Gospel 

values and are characterised by warmth, welcome and a sense of belonging to a 

Christian community (see Catholic Education: Archdiocese of Brisbane, 2006; 
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Teaching at Catholic education, 2004).  According to these documents, when student 

teachers enter Catholic schools, they encounter an environment that should reflect 

these Christian values and assist in furthering ACU’s mission for its students.   

Therefore, it is important that the assessment of the extended practicum learning 

environment focussed on the dimension of learning environment and Catholic ethos. 

 
Specific Focus of the Study 
 
Overall, this study focused on the conceptualisation and assessment of the extended 

practicum.  More specifically, the research problem addressed the following aspects: 

 the identification of dimensions of the extended practicum learning 

environments of student teachers at a Catholic university; 

  the relationship between student teachers’ perceptions of the extended 

practicum learning environment and school type and 

 the relationships amongst student teachers’ perceptions of the extended 

practicum environment and their self-efficacy for future teaching. 

To address this research problem, the following research questions were developed. 

These research questions were of two types: measurement (i.e. conceptual) and 

quantitative.  

Research Questions 
 

1. What are the dimensions of the school learning environments of the extended 

practicum of a pre-service teacher education course at a Catholic university? 
2. Can instruments be developed that assess the environment dimensions 

identified above? 

3. To what extent are student teachers’ perceptions of the extended practicum 

learning environment related to school type? 

4. What relationship exists between student teachers’ perceptions of the 

extended practicum learning environment and their self-efficacy for teaching? 

 

Conceptual and Methodological Approach Underpinning the Research  
 
The field of learning environment research provided the conceptual and 

methodological approach for investigating the practicum learning environments 

(Fraser, Anderson, & Walberg, 1982; Moos, 1968; Walberg, 1976).  A review of 

learning environment literature revealed appropriate methodology for investigating 
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human environments.  In particular, Moos’s (1968) use of the perceptions of 

inhabitants to assess a range of social environments provided ideas for assessing 

student teacher perceptions of practicum environments.  The work of Kremer-Hayon 

and Wubbels (1993) was also useful in highlighting levels of school-based 

supervisory environments that impact on student teachers.   

 

The review of teacher education literature identified the importance of practicum 

experiences in teacher education (Hansford & Brooker, 1997; Sudzina, Gielbelhaus, 

& Coolican, 1997; Zeichner 2002; Cochran-Smith, 2001), the role of supervisors 

(Berliner, 1987; Wildman, Magliero, Niles & Niles, 1992), the nature of supervision 

(Daloz, 1986; Hawkey, 1997) and the variations of perceptions of participants of 

practicum environments (Jones, Reid, & Bevins, 1997; Martinez, 1998; Mayer & 

Austin, 1999; Wright & Bottery, 1997).   Literature regarding teacher efficacy 

highlighted links between efficacy and learning to teach (Newman, Moss, Lenarz, & 

Newman, 1998; Onafowora, 2004).   This literature provided a focus for the 

development of the study.  To answer the questions, a research methodology had to 

be developed that brought the three areas of research together. 

 

Research Methodology 
 
A research methodology based on three principles was developed. The first principle 

required the use of student teacher and teacher perceptions to assess learning 

environment of the extended practicum. The second principle required the use of 

quantitative data collection methods. The third principle required the development of 

an instrument to assess extended practicum learning environments and a context-

specific instrument to assess student teacher self-efficacy for future teaching.  

 

In order to answer the research questions, a three-stage research program was 

developed.  The first stage involved the development, refinement and trial of a 

context-specific instrument designed to gather perceptions of the dimensions of the 

practicum learning environment from student teachers.  This instrument is the 

Extended Practicum Learning Environment Inventory (EPLEI). The sample for the 

Stage 1 trial of the instrument which was conducted in semester 1, 2001, consisted 

of 197 Bachelor of Education (primary) student teachers.  The second stage was the 

initial administration of the refined version of the EPLEI, in semester 2, 2001 to 

collect final year Bachelor of Education (primary) students’ perceptions of the 

extended practicum learning environment.  The development and validation of this 
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instrument involved a number of complex stages and has been reported in detail 

previously (see Kennedy & Dorman, 2004).  A copy of the final instrument (EPLEI) is 

included as Appendix A of this paper. A total of 64 students responded to this 

questionnaire.   

 
The third stage required the administration of the final EPLEI to student teachers and 

a supervising teacher version of the EPLEI to their supervising teachers after the 

extended practicum in semester 2, 2002.  Three scales were also developed for an 

instrument, the Student Teacher Efficacy Instrument (STEI) to assess student 

teacher efficacy for future teaching, the outcomes measure of the study.  The scales 

included Professional Teacher Behaviour Efficacy (the extent of student teacher 

belief that they are able to demonstrate the professional interpersonal skills and 

behaviours of a teacher), Formal Curriculum Planning Efficacy (the extent of student 

teacher belief that they are able to plan curriculum units and organize classrooms for 

delivery of  units across the key learning areas and Formal Curriculum Delivery 

Efficacy (the extent of student teacher belief that they are effective in classroom 

management and curriculum delivery). The STEI was administered to students with 

the final use of the EPLEI in 2002.  A copy of the STEI scales (as part of the final 

instrument) is included in Appendix C. 

Statistical analyses including multivariate analysis of variance and correlational 

analyses were performed on the quantitative data. Results from analyses of the 

quantitative data are outlined in the next section of this paper. 

 
Research Results and Implications for Leaders in Catholic Education 
 

Identifying Dimensions of the Practicum 

The first question driving this study related to the identification of dimensions of 

extended practicum learning environments at a Catholic university. A review of 

salient literature on the practicum in teacher education, learning environment 

research and Catholic ethos was the first step in the identification of the dimensions 

of the practicum learning environment.  The second step involved the collection of 

perceptions of the practicum from stakeholders through previous practicum 

evaluation data and collegial discussion.  Results of this process revealed the 

following dimensions of the extended practicum of a typical practicum environment 

for student teachers at a Catholic university 

• children and student teacher relationships;  
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• teacher and student teacher relationships;  

• student teacher and other school staff relationships;  

• student teacher and personal growth;  

• student teachers and organisational features of practicum settings and  

• learning environment and Catholic ethos. 

The identification of these specific dimensions of the learning environment of the 

extended practicum provides a focus for leaders in Catholic schools supporting 

student teacher development in practicum experiences in Catholic schools.  

 

An Instrument to Assess the Extended Practicum Learning Environment 

The second major research question focussed on whether instruments could be 

developed to assess the dimensions identified within the environment.  As mentioned 

earlier, a comprehensive process of development and validation of an instrument 

was undertaken.  This procedure began with a review of salient literature and 

involved the collection of perceptions of the practicum from stakeholders in school 

settings through practicum evaluation data collected over a period of ten years and 

collegial discussion with other academics interested in the field. EPLEI established 

these dimensions of the extended practicum learning environment. Existing learning 

environment instruments were also examined and appropriate scales were selected.  

Dimensions of the extended practicum of a typical practicum environment for student 

teachers at a Catholic university were identified.  

 

Based on this work and further validation and refinement decisions, the final form of 

the Extended Practicum Learning Environment Inventory EPLEI was established. It 

has 72 items assigned to 12 scales (6 items per scale). These scales are: 

Supervising Teacher Support, Administration Support, Fellow Teacher Support, 

Fellow Student Teacher Support, Student Teacher Involvement, Pupil-Pupil 

Cohesiveness, Clarity, Control, Physical Comfort, Autonomy, Task Orientation, and 

Work Pressure.  A description of these scales is included in Appendix B.  Scoring of 

individual items uses a 5-point Likert format: Strongly Agree, Agree, Not Sure, 

Disagree and Strongly Disagree. The EPLEI meets the four development criteria 

discussed at the beginning of this chapter: consistency with literature, coverage of 

Moos's three general categories (Relationship, Personal Growth, and System 

Maintenance and System Change), salience to aspects of the practicum, and 

economy of administration and scoring.  Validation data attest to the sound structural 

characteristics of the instrument and provided a basis for subsequent data analyses.   
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The Extended Practicum Learning Environment Inventory (EPLEI) was used to tap 

the specific dimensions of extended practicum learning environments for pre-service 

teachers at ACU. Use of the EPLEI established these dimensions of the extended 

practicum learning environment within Moos’s (1968) three categories for 

conceptualising and assessing human environments: Relationship, System 

Maintenance and System Change and Personal Growth.  In terms of Relationship, 

the dimensions of the extended practicum learning environment are Supervising 

Teacher Support, Administration Support, Fellow Teacher Support, Fellow Student 

Teacher Support, Student Teacher Involvement and Pupil-Pupil Cohesiveness. The 

System Maintenance and System Change dimensions are Clarity, Control, Physical 

Comfort and the Personal Growth dimensions are Work Pressure, Autonomy and 

Task Orientation. Therefore, this study has identified dimensions of extended 

practicum learning environments for student teachers at a Catholic university and 

developed an instrument to assess those dimensions.  This instrument may be used 

to identify aspects on practicum environments that school leaders can attend to in 

order to improve the practicum for students who may become future members of 

their teaching staff.  

 

Administration of the EPLEI has shown that student teacher perceptions of extended 

practicum learning environments are affected by each of the dimensions.  Therefore, 

school-based teacher educators including leaders in Catholic schools need to be 

informed of the importance of positive relationships between members of the 

practicum environment and student teachers.  Members of school supervisory staff 

need to be vigilant in facilitating the establishment of positive relationships within 

practicum environments among children and student teachers, supervising teachers 

and student teachers, fellow teachers and student teachers, fellow student teachers 

and student teachers, student teachers and school administrators, student teachers 

and school support staff. School supervisory staff should be advised that student 

teachers need personal and professional support from the school staff within these 

groups with regard to aspects including clarity of expectations, levels of control 

exerted over the student teacher, levels of work pressure and opportunities for 

student teacher autonomy within the setting. This study has shown that all of these 

factors are extremely important dimensions of practicum environments. All stake-

holders of practicum experiences, especially school-based personnel need to be 

informed of the dimensions of extended practicum learning environments if student 

teacher perceptions of these experiences are to be positive.  
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Differences in perception of extended practicum learning environments in different 

school types 

The third major research question examined the extent to which student teachers’ 

perceptions of the extended practicum learning environment related to school type. 

ACU students participate in practicum experiences in Catholic, State and a variety of 

Other Christian schools. The results revealed that there are differences in how 

student teachers perceive the learning environment in different school types. To 

investigate this question, a MANOVA with the 12 extended practicum learning 

environment variables consisting of the set of dependent variables and school type 

as the independent variable was performed. The MANOVA for the effect of school 

type was significant (Wilks' λ = 0.55, p<.05). Univariate F tests for the effect of school 

on each EPLEI scale revealed three statistically significant results: Fellow Teacher 

Support [F (2, 69) = 4.16, p<.02], Fellow Student Teacher Support [F (2, 69) = 3.39, 

p<.04], and Work Pressure [F (2, 69) = 3.81, p<02]. Figure 1 shows the results.  

Differences in school type were evident.  Between Catholic and Other Christian 

(Lutheran/Christian) Schools the range of the effect size was from .18 for the 

comparison of Physical Comfort to 0.82 for Work Pressure (M = 0.56, SD= 0.19).  

This large effect size indicates that student teacher perception of Work Pressure in 

Other Christian (Lutheran/ Christian) schools is higher than students placed in both 

Catholic and State schools.  Between Other Christian (Lutheran/Christian) and State 

Schools, the range of the effect size was from .01 for Administration Support to 0.77 

for Fellow Student Teacher Support. (M = 0.29, SD = 0.23).  Between Catholic and 

State Schools, the range of the effect size was from .12 for Pupil-Pupil Cohesiveness 

to 0.73 for Fellow Teacher Support. (M= 0.32, SD = 0.22).   

 

To explore further the effect of school type on student teacher perceptions of the 

extended practicum learning environment, Tukey’s post-hoc tests were performed.  

Tukey’s post-hoc procedure showed significant differences between the Catholic and 

State schools for the Fellow Teacher Support scale with Catholic schools being 

perceived by the student teachers as providing higher levels of Fellow Teacher 

Support than State schools.  The effect size was 0.73.  For the Fellow Student 

Teacher Support scales, there were significant differences between Catholic and 

Other Christian (Lutheran/Christian) schools (d = 0.92).  This effect size is large.  

This size may reflect the fact that individual students in Other Christian 

(Lutheran/Christian) schools are often the only student teacher participating in an 

extended practicum in the school.  For the Work Pressure scale, there were 
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significant differences between Catholic and Other Christian (Lutheran/Christian) 

schools (d = 0.82).  This effect size is large and may indicate that student teacher 

perception of the Work Pressure inherent in participating in an extended practicum in 

Other Christian (Lutheran/Christian) schools is higher than student teacher 

perception of Work Pressure in Catholic schools.  Student teacher perception of 

absence of Fellow Student Teacher and Fellow Teacher Support may relate to 

increased perception of the level of Work Pressure in Other Christian 

(Lutheran/Christian) schools. 

Figure 1  Mean scores for 12 EPLEI scales for three school types
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 In contrast to the findings in relation to Other Christian schools, student teachers 

who participated in extended practica in Catholic and State schools indicated a more 

positive perception of all of the dimensions of the EPLEI (see Figure 1 above).  

Hence, providers of practicum experiences may extrapolate that there appears to be 

a relationship between provision of learning environments characterised by the 

following features and a reduced sense of work pressure.  If a student teachers feel 

supported by their supervising teacher; other teachers and the school administrators; 

have expectations for the practicum stated clearly; are allowed some autonomy and 
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have a class that are more cohesive, then they appear to feel less work pressure in 

the environment.  

 

Of interest to leaders in Catholic education, in this study, student teachers’ 

perceptions of these features of the extended practicum learning environment in 

Catholic schools were positive.  This indicates that the Catholic schools where the 

students participated in the practicum are imbued with the ethos espoused in system 

documents (see Catholic Education: Archdiocese of Brisbane, 2006).  The students 

in Catholic schools did indicate more positive perceptions of the Relationship 

dimension of support at all levels which provides evidence that these learning 

environments do reflect Gospel values and were characterised by warmth, welcome 

and a sense of belonging to a Christian community (see Catholic Education: 

Archdiocese of Brisbane, 2006). These positive perceptions of extended practicum 

learning environments in Catholic schools support ACU’s mission statement 

regarding a university education underpinned by Gospel values (McMullen, 2004) 

and the espoused statements of the Catholic school systems where the practica 

were conducted (see Queensland Catholic Education Commission, 2005; Catholic 

Education: Archdiocese of Brisbane, 2006.  The finding is also a clear indication that 

learning environment and Catholic ethos is a significant dimension of extended 

practicum learning environments for student teachers at a Catholic university.  This 

finding is encouraging for both the school and university-based partners in the 

education of teachers at ACU.  

 

Student Teacher Perceptions and Self Efficacy 

The fourth question for this research was the outcomes question.  It examined the 

relationship that exists between student teachers’ perceptions of the extended 

practicum learning environment and their self-efficacy for teaching.  As the student 

teachers involved in this research have finished their final practicum and are close to 

the end of their course, their perceived level of self-efficacy for teaching has 

implications for future teaching.  Research has shown that teacher self-efficacy does 

impact on student learning (Fives, 2003; Gibson & Dembo, 1984; Newman, Moss, 

Lenarz, & Newman, 1998; Tschannen- Moran, Woolfolk, & Hoy, 2001).  Teacher self-

efficacy relates to the realization of one’s self-judgments and capabilities to create 

and organize instruction in order to motivate learners (Onafowora, 2004). It follows 

that the level of self-efficacy that student teachers in this study possess at the end of 

the extended practicum may determine their effectiveness as teachers. For this 

reason, it was important to examine the relationship between student teacher 
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perceptions of the extended practicum learning environment and their self efficacy 

regarding Professional Teacher Behaviour Efficacy, Formal Curriculum Planning 

Efficacy and Formal Curriculum Delivery Efficacy.  However, only the relationship 

between student teacher perceptions of the extended practicum learning 

environment and Professional Teacher Behaviour efficacy is reported in this paper. 

 

Associations between the 12 EPLEI scales and the three student teacher efficacy 

scales were explored with performed, simple, multiple and canonical correlation 

analyses. Results of the simple correlational analysis in terms of relationship 

between student teacher perceptions of the extended practicum learning 

environment and Professional Teacher Behaviour Efficacy only are reported in this 

paper.  As shown in Table 1, 10 of the 36 simple Pearson correlations between the 

12 classroom environment scales and the 3 student teacher efficacy scales were 

statistically significant (p<.05), a result which is about 6 times that which could be 

expected by chance.  

 

TABLE 1 
RESULTS OF SIMPLE CORRELATION ANALYSES BETWEEN 12 EXTENDED 
PRACTICUM LEARNING ENVIRONMENT INVENTORY SCALES AND THREE 
STUDENT TEACHER EFFICACY SCALES.  

Simple Pearson Correlation (r) 
Extended Practicum Learning 
Environment Inventory Scale Professional 

Teacher Behaviour 
Efficacy 

Formal Curriculum 
Planning Efficacy 

Formal Curriculum 
Delivery Efficacy 

Supervising Teacher Support .39** .14 .11 

Administration Support .48** .06 .08 

Fellow Teacher Support .44** .13 .10 

Fellow Student Teacher Support .13 -.04 -.03 

Student Teacher Involvement .30* .02 .09 

Pupil-Pupil Cohesiveness .09 -.02 .07 

Clarity .28* .06 -.01 

Control .19 .22 .12 

Physical Comfort .18 .16 .03 

Autonomy .29* .10 .15 

Task Orientation .32* .35** .28*

Work Pressure -.28* .04 -.03 

 
*p<.05     **p<.01      
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A total of 31 of the 36 correlations were positive. It is noteworthy that 8 of the 12 

correlations between EPLEI scales and Professional Teacher Behaviour Efficacy 

were statistically significant (p<.05).  The strongest association was between 

Administration Support and Professional Teacher Behaviour Efficacy (r = .48). 

Increased levels of Administration Support, Supervising Teacher Support, Fellow 

Teacher Support, Student Teacher Involvement, Clarity, Autonomy and Task 

Orientation but reduced levels of Work Pressure were associated with increased 

levels of Professional Teacher Behaviour Efficacy. 

 

This finding demonstrates again the importance of support for the student teacher in 

the extended practicum learning environment.  Levels of support are an important 

factor in increasing the student teacher’s level of self-efficacy as a professional 

person able to participate in a collegial manner with other teachers, administrators 

and parents within the school community.  This finding demonstrates the special 

importance of administration support for the student teacher in the extended 

practicum learning environment.  This finding shows strongly that student teacher 

need for administration support is closely associated with the Professional Teacher 

Behaviour Efficacy.  This study has used the term, administration staff when referring 

to school principals, assistant principals, teacher aides, library aides and school 

secretaries.  It is clear that student teacher perceptions of the practicum are also 

affected by, not only the school leadership team, but also the way school secretaries, 

teacher aides and library aides support them in the school environment.  Without 

support from all of these members of administration, student teacher Professional 

Teacher Behaviour Efficacy will be affected adversely.   
 

This finding supports Kremer-Hayon and Wubbels’s (1993) view that student teacher 

perceptions of the practicum environment are affected by an ‘outer circle’ of 

influence.  It is not just the supervising teacher in the classroom learning environment 

who affects the student teacher.  The ‘outer circle’ which includes the influence of 

people such as fellow teachers, fellow student teachers, principals, assistant 

principals, secretaries, library aides and teacher aides play an important role in 

supporting student teachers.  How these members of the learning environment 

communicate and relate to the student teacher impact on the outcomes of the 

practicum.  Therefore, it behoves teacher educators and leaders in Catholic 

education to be mindful of multiple levels of features of practicum environments that 

impact on the student teacher and determine their sense of efficacy to feel and 

perform like a teacher.  Teachers entering the profession with a heightened sense of 
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Professional Teacher Behaviour Efficacy would be desirable for the profile of Catholic 

education across Australia. 

 
Conclusion 
 

This paper has reported the findings of an extensive study of the extended practicum 

learning environment at a Catholic university.  The paper has highlighted key findings 

of the research that give direction to leaders of Catholic education in the 21st Century.   

In particular, the paper has highlighted the specific dimensions of the learning 

environment for ACU student teachers participating in extended practicum 

experiences and an instrument that was used to examine the extended practicum 

learning environment has been described. Five findings in particular provide direction 

for leaders. 

• Catholic ethos is a significant dimension of the practicum learning 

environment for student teachers at ACU, Brisbane. 

• Student teacher experiences of the practicum are affected by aspects of 

relationships, opportunities for professional growth and organisational 

features of the environment.  

• There is a relationship between student teacher perceptions of the practicum 

learning environment and their self-efficacy for future teaching. 

• Student teacher experiences are affected by many levels of school 

environments. 

• Support from administration staff during the practicum was found to be 

critical to the development of a student teacher’s Professional Teacher 

Behaviour Efficacy. 
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         Office Use Only 

 
Directions
 
The purpose of this questionnaire is to find out your opinions about the 
learning environment of the extended practicum experienced by the student 
teacher you mentored in 2002. This form of the questionnaire assesses your 
opinion about what this environment was actually like. Indicate your opinion 
about each questionnaire statement by circling your chosen response. 
 
 

 
SA  - if you strongly agree that it describes what this 

experience was actually like 
A -  if you agree that it describes what this experience was 

actually like 
 
N - if you neither agree that it describes what this 

experience was actually like nor disagree  
 
D - If you disagree that it describes what this experience 

was actually like 
 
SD - if you strongly disagree that it describes what this 

experience was actually like 
 

 
Please circle either SA, A, NA or D, D, SD for your response to the 
following statements: 
 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agre
e 

nor Disagree Disagree Disagree 

1. I support my student teacher.  
1 

 
2 

 
3 

 
4 

 
5 

2. Members of the administration team support 
you 

 
1 

 
2 

 
3 

 
4 

 
5 

3. The other teachers in the school support you  
1 

 
2 

 
3 

 
4 

 
5 

4. Student teachers support each other in this 
school 

 
1 

 
2 

 
3 

 
4 

 
5 

5. Being in this school makes you feel  enthusiastic 
about teaching 

 
1 

 
2 

 
3 

 
4 

 
5 

The pupils in this class work well together 
 

 
1 

 
2 

 
3 

 
4 

 
5 
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7. School regulations for student teachers are 
vague and ambiguous 

 
1 

 
2 

 
3 

 
4 

 
5 

8. Student teachers are expected to follow set 
regulations 

 
1 

 
2 

 
3 

 
4 

 
5 

9. The classroom is neat and tidy 
 

 
1 

 
2 

 
3 

 
4 

 
5 

10. The teacher allows you to make decisions about 
lessons 

 
1 

 
2 

 
3 

 
4 

 
5 

11. The supervising teacher expects good lesson 
planning 

 

 
1 

 
2 

 
3 

 
4 

 
5 

 
 
 

     

 
Strongly 

 Neither Agree  Strongly 

 Agree Agre
e 

nor Disagree Disagree Disagree 

12. You feel very pressured in this classroom to 
complete all aspects of planned curriculum 

 
1 

 
2 

 
3 

 
4 

 
5 

13. The supervising teacher is committed to his/her 
role of supervising student  teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

14. Members of the administration team are 
committed to having student teachers in the 
school 

 
1 

 
2 

 
3 

 
4 

 
5 

15. Other teachers in the school go out of their way 
to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

16. At this school, student teachers help each other 
with lesson planning 

 
1 

 
2 

 
3 

 
4 

 
5 

 
17. Being in this classroom makes you feel 

enthusiastic about teaching 

 
1 

 
2 

 
3 

 
4 

 
5 

18. The pupils in this class encourage each other  
1 

 
2 

 
3 

 
4 

 
5 

19. The supervising teacher communicates clear 
guidelines for student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

20. In this school, there’s a strict emphasis on all 
teachers following policies and regulations 

 
1 

 
2 

 
3 

 
4 

 
5 

21. The classroom provides an attractive learning 
setting 

 
1 

 
2 

 
3 

 
4 

 
5 

22. There is no encouragement of  independent 
thought about curriculum planning and delivery 

 
1 

 
2 

 
3 

 
4 

 
5 

23. Task completion is important in this classroom  
1 

 
2 

 
3 

 
4 

 
5 

24. There is a lot of work pressure in this school  
1 

 
2 

 
3 

 
4 

 
5 

25. The supervising teacher goes out of his/her way 
to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

26. Members of the administration team go out of 
their way to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

27. Other teachers in the school enjoy working with 
student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

28. Student teachers at this school give each other 
constructive criticism 

 
1 

 
2 

 
3 

 
4 

 
5 

29. You feel keen to prepare stimulating lessons at 
this school 

 
1 

 
2 

 
3 

 
4 

 
5 

30. The pupils in this classroom criticise each other  
1 

 
2 

 
3 

 
4 

 
5 
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31. The school administration provides student 
teachers with clear guidelines for day-to-day 
activities 

 
1 

 
2 

 
3 

 
4 

 
5 

32. Rules and regulations for all teachers are well 
enforced 

 
1 

 
2 

 
3 

 
4 

 
5 

33. The arrangement of the classroom  furniture is 
conducive to positive teaching and learning 

 
1 

 
2 

 
3 

 
4 

 
5 

34. The teacher does not allow any freedom  in 
curriculum planning 

 
1 

 
2 

 
3 

 
4 

 
5 

35. The atmosphere in the classroom is casual  
1 

 
2 

 
3 

 
4 

 
5 

36. Student teachers have to work hard to complete 
all of their school-related tasks 

 
1 

 
2 

 
3 

 
4 

 
5 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agre
e 

nor Disagree Disagree Disagree 

37. The supervising teacher encourages you when 
you have difficulties with lessons 

 
1 

 
2 

 
3 

 
4 

 
5 

38. Members of the administration team expect far 
too much of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

39. Other teachers in the school encourage you 
when you have difficulties with lessons. 

 
1 

 
2 

 
3 

 
4 

 
5 

40. Student teachers work well with each other in 
this school 

 
1 

 
2 

 
3 

 
4 

 
5 

41. It is enjoyable being involved in this school  
1 

 
2 

 
3 

 
4 

 
5 

42. The pupils would look forward to coming to 
class 

 
1 

 
2 

 
3 

 
4 

 
5 

43. Policies regarding pupil behaviour are clearly 
defined for student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

44. Student teachers are expected to conform to 
school expectations 

 
1 

 
2 

 
3 

 
4 

 
5 

45. The school buildings and grounds are neat and 
attractive 

 
1 

 
2 

 
3 

 
4 

 
5 

46. The teacher wants you to be a clone of him/her 
self 

 
1 

 
2 

 
3 

 
4 

 
5 

47. The student teacher is expected to be efficient  
1 

 
2 

 
3 

 
4 

 
5 

48. There is no time for student teachers to relax  
1 

 
2 

 
3 

 
4 

 
5 

49. The supervising teacher shares lesson ideas  
1 

 
2 

 
3 

 
4 

 
5 

50. The teacher aide/s in this school are supportive 
of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

51. Other teachers in the school criticise you over 
minor things 

 
1 

 
2 

 
3 

 
4 

 
5 

52. Student teachers share resources with each 
other. 

 
1 

 
2 

 
3 

 
4 

 
5 

53. You feel welcome in this classroom  
1 

 
2 

 
3 

 
4 

 
5 

54. The pupils are friendly towards each other in 
this classroom 

 
1 

 
2 

 
3 

 
4 

 
5 

55. Student teachers know exactly what they are 
supposed to be doing in the school 

 
1 

 
2 

 
3 

 
4 

 
5 

56. Members of the school administrative team 
ensure that student teachers are ‘doing the right 
thing’ 

 
1 

 
2 

 
3 

 
4 

 
5 

57. Staffroom facilities are pleasant  
1 

 
2 

 
3 

 
4 

 
5 
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58. The supervising teacher encourages student 
teachers to use their initiative 

 
1 

 
2 

 
3 

 
4 

 
5 

59. The classroom is a work-orientated place  
1 

 
2 

 
3 

 
4 

 
5 

60. Student teachers can take it easy and still get the 
work done 

 
1 

 
2 

 
3 

 
4 

 
5 

61. The supervising teacher encourages you to try 
out new ideas 

 
1 

 
2 

 
3 

 
4 

 
5 

62. Members of the administration team are 
 welcoming to student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

63. Other teachers in the school expect far too much 
of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

64. Student teachers in this school stay distant from 
each other 

 
1 

 
2 

 
3 

 
4 

 
5 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agre
e 

nor Disagree Disagree Disagree 

65. You feel willing to be involved as a staff member 
at this school 

 
1 

 
2 

 
3 

 
4 

 
5 

66. The pupils in this class would not look forward 
to coming into the class 

 
1 

 
2 

 
3 

 
4 

 
5 

67. All members of the school staff know exactly 
what is expected of them 

 
1 

 
2 

 
3 

 
4 

 
5 

68. Teacher aide/s expect student teachers to follow 
school expectations of staff 

 
1 

 
2 

 
3 

 
4 

 
5 

69. Teachers have enough space to work when they 
are not teaching 

1 2 3 4 5 
 

 
70. Student teachers function independently of 

supervising teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

71. Teachers pay a lot of attention to getting work 
done 

 
1 

 
2 

 
3 

 
4 

 
5 

72. Student teachers always have deadlines to meet  
1 

 
2 

 
3 

 
4 

 
5 

 
 

End of Questionnaire 
 

Thank you for participating in this research 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 25



 
 
 
 
 
 
 
 
 
 
 
 
 

APPENDIX B 
 
 
 
 
 
 

SCALE DESCRIPTIONS FOR EPLEI 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 26



 
 
 
 
 
 
 
 
 
ADAPTATION OF MOOS’S WORK ENVIRONMENT SCALES 
SCALE DESCRIPTIONS 
 
 
 

Scale Description Moos’s Category 

Involvement The extent to which the student teacher, the other members 
of the school staff and the pupils are concerned and 
committed to their jobs/tasks 
 

Relationship 
 

Support The extent to which the student teacher, other student 
teachers at the school, the supervising teacher, the other 
members of the school staff, the pupils support each other 
 

Relationship 

Peer 
Cohesion 

The extent to which the relationships amongst the student 
teacher, the other student teachers at the school, the 
supervising teacher, the other members of the school staff 
and the pupils help each other and bond together 
 

Relationship 

Clarity Relates to whether the student teacher knows what is 
expected and how explicitly rules, policies and expectations 
are communicated to the student teacher in the school setting 
 

System Maintenance & 
Change 

Control Relates to how much control of the members of the school 
community is maintained 
 

System Maintenance & Change 

Physical 
Comfort 

The extent to which the physical surroundings of the school 
and classroom where the student teacher is completing the 
practicum are a pleasant environment to work in 
 

System Maintenance & Change 

Work 
Pressure 

The extent to which the pressure of work dominates the 
school community where the student teacher is completing 
the practicum 
 

Personal Growth 

Task 
Orientation 

The extent to which there is emphasis on good planning, 
efficiency and getting the job done in the student teacher's 
practicum school 
 

Personal Growth 

Autonomy 
 

The extent to which student teachers are encouraged to be 
self-sufficient and make decisions 
 

Personal Growth 
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         Office Use Only 
 

Directions
 
The purpose of this questionnaire is to find out your opinions about the 
learning environment you would prefer for teaching practice. This form of 
the questionnaire assesses your opinion about what this environment would 
actually be like. Indicate your opinion about each questionnaire statement by 
circling your chosen response. 

 
 

SA  - if you strongly agree that it describes what this 
experience is actually like 

A -  if you agree that it describes what this experience is 
actually like 

 
N - if you neither agree that it describes what this 

experience is actually like nor disagree  
D - If you disagree that it describes what this experience 

is actually like 
SD - if you strongly disagree that it describes what this 

experience is actually like 
 

 

Please circle: 
 

Your gender:  Male   Female 
 
 Your age:  20-25  26-30  31-35  36-40 
 over 40 
 
 Type of school where Extended Practicum was completed: 
 

Catholic Lutheran Anglican State  Christian 
 

Please circle either SA, A, NA or D, D, SD for your response to the 
following statements: 
 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agree nor Disagree Disagree Disagree 
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1. The supervising teacher supports you  
1 

 
2 

 
3 

 
4 

 
5 

2. Members of the administration team 
support you 

 
1 

 
2 

 
3 

 
4 

 
5 

3. The other teachers in the school support 
you 

 
1 

 
2 

 
3 

 
4 

 
5 

4. Student teachers support each other in 
this school 

 
1 

 
2 

 
3 

 
4 

 
5 

5. Being in this school makes you feel 
enthusiastic about teaching 

 
1 

 
2 

 
3 

 
4 

 
5 

6.           The pupils in this class work well together  
1 

 
2 

 
3 

 
4 

 
5 

7. School regulations for student teachers 
are vague and ambiguous 

 
1 

 
2 

 
3 

 
4 

 
5 

8. Student teachers are expected to follow set 
regulations 

 
1 

 
2 

 
3 

 
4 

 
5 

9.            The classroom is neat and tidy 
 

 
1 

 
2 

 
3 

 
4 

 
5 

10. The teacher allows you to make decisions 
about lessons 

 
1 

 
2 

 
3 

 
4 

 
5 

11. The supervising teacher expects good 
lesson planning 

 

 
1 

 
2 

 
3 

 
4 

 
5 

 
 

     

 
Strongly 

 Neither Agree  Strongly 

 Agree Agree nor Disagree Disagree Disagree 
12. You feel very pressured in this classroom 

to complete all aspects of planned 
curriculum 

 
1 

 
2 

 
3 

 
4 

 
5 

13. The supervising teacher is committed to 
his/her role of supervising student 
teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

14. Members of the administration team are 
committed to having student teachers in 
the school 

 
1 

 
2 

 
3 

 
4 

 
5 

15. Other teachers in the school go out of 
their way to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

16. At this school, student teachers help each 
other with lesson planning 

 
1 

 
2 

 
3 

 
4 

 
5 

 
17. Being in this classroom makes you feel 

enthusiastic about teaching 

 
1 

 
2 

 
3 

 
4 

 
5 

18. The pupils in this class encourage each 
other 

 
1 

 
2 

 
3 

 
4 

 
5 

19. The supervising teacher communicates 
clear guidelines for student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

20. In this school, there’s a strict emphasis on 
all teachers following policies and 
regulations 

 
1 

 
2 

 
3 

 
4 

 
5 

21. The classroom provides an attractive 
learning setting 

 
1 

 
2 

 
3 

 
4 

 
5 

22. There is no encouragement of 
independent thought about curriculum 
planning and delivery 

 
1 

 
2 

 
3 

 
4 

 
5 

23. Task completion is important in this 
classroom 

 
1 

 
2 

 
3 

 
4 

 
5 
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24. There is a lot of work pressure in this 
school 

 
1 

 
2 

 
3 

 
4 

 
5 

25. The supervising teacher goes out of 
his/her way to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

26. Members of the administration team go 
out of their way to help student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

27. Other teachers in the school enjoy 
working with student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

28. Student teachers at this school give each 
other constructive criticism 

 
1 

 
2 

 
3 

 
4 

 
5 

29. You feel keen to prepare stimulating 
lessons at this school 

 
1 

 
2 

 
3 

 
4 

 
5 

30. The pupils in this classroom criticise each 
other 

 
1 

 
2 

 
3 

 
4 

 
5 

31. The school administration provides 
student teachers with clear guidelines for 
day-to-day activities 

 
1 

 
2 

 
3 

 
4 

 
5 

32. Rules and regulations for all teachers are 
well enforced 

 
1 

 
2 

 
3 

 
4 

 
5 

33. The arrangement of the classroom 
furniture is conducive to positive teaching 
and learning 

 
1 

 
2 

 
3 

 
4 

 
5 

34. The teacher does not allow any freedom in 
curriculum planning 

 
1 

 
2 

 
3 

 
4 

 
5 

35. The atmosphere in the classroom is casual  
1 

 
2 

 
3 

 
4 

 
5 

36. Student teachers have to work hard to 
complete all of their school-related tasks 

 
1 

 
2 

 
3 

 
4 

 
5 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agree nor Disagree Disagree Disagree 
37. The supervising teacher encourages you 

when you have difficulties with lessons 
 
1 

 
2 

 
3 

 
4 

 
5 

38. Members of the administration team 
expect far too much of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

39. Other teachers in the school encourage 
you when you have difficulties with 
lessons. 

 
1 

 
2 

 
3 

 
4 

 
5 

40. Student teachers work well with each 
other in this school 

 
1 

 
2 

 
3 

 
4 

 
5 

41. It is enjoyable being involved in this 
school 

 
1 

 
2 

 
3 

 
4 

 
5 

42. The pupils would look forward to coming 
to class 

 
1 

 
2 

 
3 

 
4 

 
5 

43. Policies regarding pupil behaviour are 
clearly defined for student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

44. Student teachers are expected to conform 
to school expectations 

 
1 

 
2 

 
3 

 
4 

 
5 

45. The school buildings and grounds are neat 
and attractive 

 
1 

 
2 

 
3 

 
4 

 
5 

46. The teacher wants you to be a clone of 
him/her self 

 
1 

 
2 

 
3 

 
4 

 
5 

47. The student teacher is expected to be 
efficient 

 
1 

 
2 

 
3 

 
4 

 
5 

48. There is no time for student teachers to 
relax 

 
1 

 
2 

 
3 

 
4 

 
5 

49. The supervising teacher shares lesson 
ideas 

 
1 

 
2 

 
3 

 
4 

 
5 

50. The teacher aide/s in this school are 
supportive of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 
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51. Other teachers in the school criticise you 
over minor things 

 
1 

 
2 

 
3 

 
4 

 
5 

52. Student teachers share resources with 
each other. 

 
1 

 
2 

 
3 

 
4 

 
5 

53. You feel welcome in this classroom  
1 

 
2 

 
3 

 
4 

 
5 

54. The pupils are friendly towards each 
other  in this classroom 

 
1 

 
2 

 
3 

 
4 

 
5 

55. Student teachers know exactly what they 
are supposed to be doing in the school 

 
1 

 
2 

 
3 

 
4 

 
5 

56. Members of the school administrative 
team ensure that student teachers are 
‘doing the right thing’ 

 
1 

 
2 

 
3 

 
4 

 
5 

57. Staffroom facilities are pleasant  
1 

 
2 

 
3 

 
4 

 
5 

58. The supervising teacher encourages 
student teachers to use their initiative 

 
1 

 
2 

 
3 

 
4 

 
5 

59. The classroom is a work-orientated place  
1 

 
2 

 
3 

 
4 

 
5 

60. Student teachers can take it easy and still 
get the work done 

 
1 

 
2 

 
3 

 
4 

 
5 

61. The supervising teacher encourages you 
to try out new ideas 

 
1 

 
2 

 
3 

 
4 

 
5 

62. Members of the administration team are 
welcoming to student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

63. Other teachers in the school expect far too 
much of student teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

64. Student teachers in this school stay distant 
from each other 

 
1 

 
2 

 
3 

 
4 

 
5 

 
Strongly 

 Neither Agree  Strongly 

 Agree Agree nor Disagree Disagree Disagree 
65. You feel willing to be involved as a staff 

member at this school 
 
1 

 
2 

 
3 

 
4 

 
5 

66. The pupils in this class would not look 
forward to coming into the class 

 
1 

 
2 

 
3 

 
4 

 
5 

67. All members of the school staff know 
exactly what is expected of them 

 
1 

 
2 

 
3 

 
4 

 
5 

68. Teacher aide/s expect student teachers to 
follow school expectations of staff 

 
1 

 
2 

 
3 

 
4 

 
5 

69. Teachers have enough space to work 
when they are not teaching 

1 2 3 4 5 
 

70. Student teachers function independently 
of supervising teachers 

 
1 

 
2 

 
3 

 
4 

 
5 

71. Teachers pay a lot of attention to getting 
work done 

 
1 

 
2 

 
3 

 
4 

 
5 

72. Student teachers always have deadlines to 
meet 

 
1 

 
2 

 
3 

 
4 

 
5 

73. I feel confident to participate in staff 
meetings. 

 
1 

 
2 

 
3 

 
4 

 
5 

74. I have a comprehensive knowledge for 
teaching in the key learning areas. 

 
1 

 
2 

 
3 

 
4 

 
5 

75. I am able to deliver lessons that are 
creative and motivate learners to engage 
in lessons. 

 
1 

 
2 

 
3 

 
4 

 
5 

76. I am at ease working with school 
administrators. 

 
1 

 
2 

 
3 

 
4 

 
5 

77. I am able to plan units of work across the 
key learning areas. 

 
1 

 
2 

 
3 

 
4 

 
5 
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78. I am able to create a positive, supportive 
learning environment for pupils. 

 
1 

 
2 

 
3 

 
4 

 
5 

79. I feel comfortable in school environments  
1 

 
2 

 
3 

 
4 

 
5 

80. I have a sound knowledge of the concepts 
underpinning the key learning areas. 

 
1 

 
2 

 
3 

 
4 

 
5 

81. I am able to use assertive discipline 
techniques to maintain a safer, 
harmonious learning environment for all 
members of a class. 

 
 
1 

 
 
2 

 
 
3 

 
 
4 

 
 
5 

82. I enjoy being a member of a school 
community. 

 
1 

 
2 

 
3 

 
4 

 
5 

83. I am able to plan and implement 
assessment and evaluation procedures. 

 
1 

 
2 

 
3 

 
4 

 
5 

84. I am able to implement lessons that meet 
the needs of diverse learners. 

 
1 

 
2 

 
3 

 
4 

 
5 

85. I am able to work in a collegial manner 
with other members of the teaching 
profession. 

 
1 

 
2 

 
3 

 
4 

 
5 

86. I feel confident to report on student 
learning to parents/guardians 

 
1 

 
2 

 
3 

 
4 

 
5 

87. I am satisfied that I have developed my 
own style of teaching 

 
1 

 
2 

 
3 

 
4 

 
5 

88. I am able to communicate with the 
parents of the children I teach. 

 
1 

 
2 

 
3 

 
4 

 
5 

89. I am aware of processes for organizing 
and managing classroom layout, 
procedures and routines. 

 
1 

 
2 

 
3 

 
4 

 
5 

90. I feel confident that I am able to facilitate 
learners to demonstrate core learning 
outcomes across the key learning areas. 

 
1 

 
2 

 
3 

 
4 

 
5 

 
 
End of Questionnaire 
 
 
 
Thank you for participating in this research 
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