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Abstract 
In this research the process of becoming and being a teacher has been explored by 

seeking to understand the ways in which practical experiences in schools and 

classrooms shape the identity of beginning teachers. The experiences documented in 

this research focussed on a particular area within the Arts curriculum: educational 

drama. The underlying themes of experience, identity and knowledge created a 

framework to uncover the evolving identity of those participants involved in the 

study. 

The literature highlights the complex nature of becoming a teacher and confirms that 

teacher identity is dynamic, evolving and subject to change as a result of experience. 

Knowledge, in the form of approaches and responses to pedagogy, was also found to 

be shaped by and through experience. Narratives were recognised as the most 

effective means to document experience, knowledge and identity. From the literature, 

the concept of liminal identity spaces was developed for this research as a means to 

understand the ways in which the self as teacher is confronted and altered as a result 

of experiential teaching moments. 

The research process involved an ongoing collaboration with 10 pre-service teachers 

as they undertook practicum placements during their 3 r1  and 4th  years of a four-year 

teacher education program and continued into their first year as qualified teachers. 

The research adopted a narrative inquiry methodology as a means to document the 

participants' experiences across time and place. These narratives of experience 

became the conduit for understanding what shaped the participants' emerging teacher 

identity. 

As these beginning teachers entered schools and classrooms they described moving 

into spaces where they confronted issues related to self as teacher. These spaces were 

created by factors related to context, relationships and knowledge. It was from within 

these spaces that the participants sought to understand themselves as educators. 

These spaces were filled with an array of dichotomous alternatives, challenges, 

disappointments, enchantments and confirmations. In enhancing understanding of 

such a space, this research has ultimately contributed to the theoretical and practical 

knowledge of the process of forming a teacher identity. 
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Chapter 1 

Chapter 1: Introduction 

I regard 'becoming a teacher' as an identity forming process whereby individuals 

define themselves and are viewed by others as teachers. 

(Danielewicz, 2001, p. 3) 

This chapter provides an introduction and background to this research which seeks to 

understand the way the teacher identity of the 10 pre-service/beginning teacher 

participants is shaped by experiences in schools and classrooms. The participants' 

experiences, documented in this research through a process of narrative enquiry span 

a three-year period — two years of the participants' time as pre-service teachers in 

their 3' d  and 4th  year of their preparation course and one year following graduation as 

beginning teachers. Moment by moment as beginning teachers go about their work in 

schools and classrooms they encounter a variety of unexpected and unique 

circumstances to which they must respond. It is within these improvised moments, 

with students and others that beginning teachers come to understand what they know, 

and who they are as teachers (Van Manen, 1994). By using a grounded theory 

approach to the participants' stories of their intimate and revealing school and 

classroom experiences it became apparent that underlying these rich accounts of their 

experiences was their emerging understanding of self as teacher — their teacher 

identity. A particular area within the Arts curriculum — educational drama — was a 

specific focus throughout this study. 

This chapter begins with a background to the study in Section 1. This is followed in 

Section 2 by a discussion of the ethical issues related to this research. In Section 3 

the themes which underpinned the research process and their links to the concept of 

liminal identity spaces are introduced. The research question, aims and methods are 

presented in Section 4. The significance of the study is outlined in Section 5 and the 

layout of the thesis is presented in Section 6. 
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Chapter 1 

Section 1: A background to this research 
It has been widely acknowledged that the process of being and becoming a teacher is 

rendered problematic by a range of complex dilemmas and is further complicated by 

remaining a deeply personal experience (Beattie, 1997, 2007; Britzman, 1991; 

Brouwer & Korthagen, 2005; Bullough, 1997; Carter, 1990; Cochran-Smith & Lytle, 

2001; Kagan, 1992; McLean, 1999; Wideen, Mayer & Moon, 1998). Through 

documenting the classroom experiences of a group of pre-service teachers over a 

three-year period as they moved through their teacher education course and entered 

the profession as qualified teachers, this research sought to understand why the 

process of becoming a teacher and shaping a teacher identity is so complex. During 

the participants' undergraduate years the research focussed on the practical 

component of their teacher preparation: their practicum experiences in schools and 

classrooms. Beattie (1997, p. 115) explains that those who are training to become 

teachers are often surprised by the level of 'adaptability, problem-solving and 

managing dilemmas' which is required when they step into the classroom and deal 

with the realities of the practicum. These experiences often leave pre-service teachers 

feeling unsettled by a range of ambiguities which exist in this phase of their 

professional learning and their understanding of their role as teachers. 

The first year in the profession is also acknowledged to involve similar challenges as 

the beginning teachers' work is still dominated by personal beliefs and values, 

contextual circumstances and relationships (Bullough, 1997; Kagan, 1992). In order 

to examine these challenges more closely within a developmental framework of a 

longitudinal study, the participants' experiences during their first year in the 

profession are also documented and uncover the on-going personal and professional 

nature of teacher identity. 

The 10 participants who joined this research were from diverse backgrounds and 

were all undertaking a four-year early childhood/primary teacher education course at 

the University of Tasmania. There were two male participants and eight females. The 

participant cohort was mixed in terms of age with four participants having entered 

the course immediately, or one year, after completing secondary schooling and six 

2 



Chapter I 

participants enrolled in the course as mature-aged students — having previously 

pursued other careers. 

Because of the specific curriculum focus of this research, background information 

regarding the participants' exposure to educational drama during their course is also 

relevant. The participants joined the study in the first semester of the third year of 

their course, and so they had all completed an Arts Education unit titled Curriculum 

Studies 2D in the previous year. This unit involved a six week introduction to visual 

art and six weeks of educational drama with a specific focus on process drama in 

early childhood and primary classrooms. The course outcomes for the drama 

component included providing an understanding of the place of drama in the early 

childhood/primary classroom, developing the ability to recognise, and modify pre-

texts for classroom drama experiences, developing knowledge of various approaches 

to classroom drama (e.g. the use of teacher-in-role; improvisation; planning etc.) 

along with developing an understanding of the value of using drama to enhance 

learning experiences in other curriculum areas. 

During the remainder of the course the participants had the option of undertaking 

further study in educational drama in six week modules during their r i  and 4th  years 

of study. Taking into account the course structure and opportunities for 

understanding Arts pedagogy, all the participants had limited preparation for 

teaching educational drama during their practicum placements. My connection to the 

participants during the delivery of these units is also relevant to the ethical issues that 

were considered in this research. 

Section 2: Ethical Issues 
During the time this study was undertaken, care was always taken to ensure my 

relationship with the participants was maintained as that of co-researcher rather than 

a lecturer/student relationship. As there were a number of personnel involved in 

teaching the drama units described above, I taught some, but not all, of the 

participants during their second and subsequent years in the course. I was therefore 

deeply aware of the ethical issues involved in this lecturer/student relationship and 
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Chapter 1 

also recognised that using the methodological approach of sharing intimate stories of 

classroom experiences involved some level of emotional exposure for the 

participants. For this reason, ethical issues were given careful consideration 

throughout the research process. 

Before the study commenced, ethical clearance was received from the Human 

Research Ethics Committee (Tasmania) Network at the University of Tasmania 

Project Number: H 7231 (Appendix 1). The participant consent form clearly stated 

the issue of the student/teacher relationship had been considered and emphasised the 

collaborative nature of this research. The consent form also clearly stated that other 

participants would have the opportunity 'to read the narrative of my [the 

participant's] experience'. By consenting to this process the participants were 

cognisant that other participants would be given the opportunity to read and discuss 

their experiences as part of the research group. After the participants had signed the 

consent form they were free to withdraw their participation at any time without 

prejudice. Beyond the research group, the protection of the participants' anonymity 

was ensured through the use of pseudonyms as well as the secure storage of data 

throughout the research process. 

Because of the collaborative nature of this study, the respondents were frequently 

given the opportunity to check and give feedback on the veracity of the research 

account of their experiences and to excise anything with which they were not 

comfortable. This verification process is explained in more detail in Chapter 3. 

The purpose of this research was not to explore the success of the course-work or the 

quality of my teaching. Rather my purpose was to document the participants' 

classroom experiences in relation to teaching — and drama teaching in particular — 

and to understand the way these experiences and the participants' reactions to them 

shaped their teacher identity. Three themes informed this research process. 
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Chapter I 

Section 3: Research themes 
Teacher identity, the experience of becoming a teacher and knowledge — specifically 

in relation to drama teaching — became the central themes which guided the research 

process by informing the review of the literature relevant to this research and finally 

the development of the concept of liminal identity spaces. Underpinning each of 

these three central themes was the use of narrative approaches as the mechanism to 

document the participants' classroom experiences, understand the way they used 

their knowledge in practical settings, and in turn, provide insight into how these 

experiences and their knowledge impacted upon their sense of self as teacher — their 

teacher identity. 

Teacher Identity 

Taking into account the complex and contradictory nature of the process of 

becoming a teacher, it was important to understand the way experiences in schools 

and classrooms influenced the participants' views of themselves as teachers — how 

they confronted issues related to self and teaching. Stoughton (2007) argues that it is 

while pre-service teachers negotiate the conflicting contexts of the campus and the 

classroom that they begin to construct a distinctive identity as teachers. 

In this research, the term 'identity' is acknowledged as being interchangeable with 

the notion of sense of self as a teacher. Alsup (2006, p. 6), for example, views 

teacher identity as 'holistic' as it includes not only the intellectual or professional 

aspects of self but also the worldly, personal and emotional elements of self. Alsup 

argues that beginning teachers need to create for themselves an 'identity space' 

where all elements of self exist together in the role of being a teacher — a space which 

remains always in the process of 'becoming.' This multi-faceted view of teacher 

identity was adopted in this research, encompassing an understanding of both the 

personal and the professional in the experience of becoming a teacher. 

Experience 

The second theme central to this research is the significance of experience in shaping 

teacher identity. Educational researchers acknowledge Dewey's philosophy of the 

5 



Chapter 1 

immediacy of learning as a result of experience (Beattie, 2000; Britzman, 2003; 

Cook-Sather, 2006; Feiman-Nemser, 2001; Olson, 2000). The process of valuing 

experience described by Dewey (1916) includes three concepts relevant to this 

research. Firstly, his philosophy validates the importance of the participants' 

perceptions of their experiences. Secondly, it acknowledges learning through the 

process of reflection, and finally, it confirms the importance of continuity which 

reflexive processes provide. I now explore each of these concepts and describe the 

way other educational researchers have used them in their studies of teachers. 

Teachers' perceptions of experience in educational contexts are described as 'unique' 

by Nias (1993, p. 140). Nias invites researchers to enter the volatile yet whimsical 

world of the classroom to examine teachers' perceptions of their experience. This 

closer examination allows researchers to understand how teachers make a myriad of 

decisions, both great and small, as they go about their work in the classroom. This 

distinctive validation of teachers' perceptions of their experience is supported by 

Willis and Schubert (1991), who stressed the importance of engaging in 

conversations with teachers to capture the way their teaching experiences have 

shaped and modified their view of themselves as teachers. This approach to research 

opens up the possibility of deeply engaging with how teachers' experiences may 

enhance or hinder their practice and how their thinking and future actions may 

evolve as a result of these experiences. It is the knowledge and understanding which 

is reflected through teachers' perceptions of their experiences which provides the 

central focus for this research into teacher identity. 

Dewey (1916, p. 139) describes the reflexive component of experience as 'flux'. He 

explains that the changes which occur as a result of experience are reflected back 

into a change in personal knowledge and understanding. In this research, during the 

interview process, the participants were invited to explore the way their experiences 

positioned them personally and professionally in the world of teaching through a 

process of reflection. These reflexive practices were used by Danielewicz (2001) in 

her study with pre-service teachers. She viewed reflective thinking, or contemplation 

through narrative dialogue, as an 'intentional means to an end' where experiences 

could be critiqued for the explicit purpose of achieving an understanding which 
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would allow emerging teachers to develop an 'internal, personal sense of themselves' 

as educators (Danielewicz, 2001, p. 151). As I sought to value the unique and 

personal nature of each participant's experience, and their teacher identity, this view 

of intentional contemplation was important, especially when this form of reflection 

assists emerging teachers to grasp new professional significance from their 

experiences. Schott (1991, p. 6) marks this process as a reflective turn, during which 

reflection is built into the 'skilful actions of everyday practice' and these reflexive 

processes provide connections to help understand teacher identity. 

The third component of Dewey's (1916, p. 139) view of experiential understanding 

is continuity. Once links are made through the backwards and forwards flux of 

reflection, then perceptions of experience reach the cognitive domain and accumulate 

and form 'continuities.' As pre-service teachers' perceptions of experiences accrue, 

there is an opportunity to draw them together and establish continuity for their work 

in classrooms. Continuity and connection to practice were central to a study of two 

pre-service teachers conducted by Britzman (1991). She argues that learning to teach 

is 'fragmented' and beginning teachers need to use reflective processes in order to 

become 'authors' of their experience (Britzman, 1991, p. 33). If teachers author and 

transform their knowledge as a result of classroom experiences then the issue of the 

choices they make regarding what to teach and how to teach also arises. Experience 

and knowledge are inextricably linked to teacher identity and in this research these 

links were made clearer through adopting a specific curriculum focus. 

Knowledge 

The experience of teaching educational drama became a significant avenue to 

understand the way the participants' knowledge of a particular pedagogical approach 

was transformed as a result of their classroom experiences. How the participants used 

their knowledge of educational drama in practical contexts and how these 

experiences shaped their knowledge also became important factors in understanding 

how they viewed themselves as teachers. Identity and the way teachers use their 

knowledge in classrooms are interrelated (Connelly & Clandinin &, 1999). When the 

participants in this research entered a range of classroom contexts their existing 

knowledge was interrogated and critiqued. Cochran-Smith and Lytle (2001, p. 54) 
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suggest that beginning teachers require 'frameworks from which to understand 

practice' and such a framework could also be used by beginning teachers in order to 

understand themselves as teachers. For the participants in this research, the 

uniqueness of their experiences remained central to the research purpose and their 

pedagogical theorising not only provided greater insight into their work in 

classrooms but also allowed their teacher identity to unfold through their stories of 

teaching. Narrative approaches provided structure and substance to the complex and 

ambiguous experience of becoming a teacher and made the links between 

experience, knowledge and teacher identity more accessible. 

Narrative Approaches 

Stories of practice hold particular significance for teachers (Carter, 1993; Cladinin & 

Connelly, 1998; McLean, 1999; Witherill & Noddings, 1991). Through the telling of 

stories teachers not only make meaning of their experiences and communicate their 

knowledge; they also come to understand themselves as teachers. 

Narratives provide the opportunity to shape and make sense of everyday experience 

(Bruner, 2002). Through sharing their school and classroom experiences, the 

participants in this research were able to return to those classroom moments and view 

them from a different perspective — describing their response to those experiences. It 

was through the process of sharing experiences that it also became possible to 

understand the way their professional knowledge was shaped and changed as a result 

of these experiences. Clandinin and Connelly (1995) believe that a teacher's 

professional knowledge is complex and influenced by a range of factors which are 

best understood through the stories teachers share. They also assert that it is through 

the process of narrating their experiences that a teacher identity is revealed. 

Teachers' knowledge is reflected by and through their pedagogy and is best captured 

through narratives of their experiences. Van Manen (1994, pp. 157) describes the 

process of teachers narrating their everyday classroom experiences as a 'form of 

practical pedagogical thinking, a theorizing of the unique'. He goes on to argue that 

as teachers account for their classroom actions and reactions through story-telling, 

they establish their 'personal pedagogical identity'. In this research the links between 
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identity and pedagogy became manifest by the process of sharing stories of 

classroom experiences. The narratives became a rich source from which to further 

understand self in the process of becoming a teacher. The study provided the 

opportunity for reflection on practice over an extended period of time; a practice that 

transformed knowledge and was shaped by and through experience. 

This section has outlined the three interconnected themes which guided the research 

process — teacher identity, the experience of becoming a teacher and knowledge, 

specifically in relation to drama teaching. The use of narrative approaches as the 

instrument to explore these themes has also been explained. The final part of this 

section introduces the concept of a liminal identity spaces which is linked to the 

research themes and developed from existing literature and then used in this study as 

a means to create a new lens from which to understand teacher identity through 

narratives of experience. 

Liminal identity spaces 

The term liminal,' comes from the Latin word limen' meaning threshold (Turner, 

1969, p. 94). Turner adopted this term to explain the three phases of rites of passage 

or transition from adolescence into adulthood. Turner acknowledges the liminal 

experience as being an uncertain and confusing period of time. This concept of 

liminality has been appropriated by other researchers as a means to describe both 

teaching and the process of becoming a teacher (Danielewicz, 2001; Pierce, 2007; 

McLaren, 1998). The term has also been used to describe the experience of drama 

teaching (O'Neill, 1995; O'Toole, 1998). The concept of space has also been used by 

a number of researchers. 

Narrative approaches have been argued as creating a space to understand teaching 

(Clandinin & Connelly, 2000; Clandinin, Davies Hogan & Kennard, 1993; 

Clandinin, Downey & Huber 2009; Olson 2000). By providing opportunities to 

create dialogic spaces, researchers argue that there is greater opportunity for the 

complexity of the teaching experience to be recognised and understood. 
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This research combined and expanded upon these existing concepts of liminality' 

and 'spaces' to create a methodological lens titled a liminal identity space. This lens 

contributes to existing research, specifically in relation to the concept of teacher 

identity. Using the concept of a liminal identity space involved uncovering in the 

participants' experiences, spaces where their sense of self as teacher was challenged 

or confirmed — moments of vulnerability or resilience; ambiguous moments. A 

contention underpinning this research was that by finding and analysing these liminal 

identity spaces we are better able to understand the unsettling, transitional and 

transformational nature of teacher identity — always in the process of becoming. 

Having presented and discussed the research themes and linked them to the concept 

of liminal identity spaces, the section to follow introduces the questions, aims and 

methodological approaches which guided the research. 

Section 4: Research question, aims and methodological approaches 
The following question underpinned the research: 

• How do the school and classroom experiences of beginning teachers shape 

their teacher identity? 

In light of the curriculum focus and the longitudinal nature of this research, two 

further questions helped me to clarify the research purpose: 

• How do the experiences of teaching drama in early childhood and primary 

classrooms shape the identity of pre-service and beginning teachers? 

• How do school and classroom experiences shape the identity of newly 

graduated teachers during the first year of their teaching career? 

Both the overarching and clarifying questions provided the opportunity to further 

understand how classroom experiences shape the teaching identity of beginning 

teachers. As Denzin and Lincoln (2000, p. 8) explain, qualitative researchers seek 

answers to questions that stress 'how' social experience is created and given 

meaning. Because this concept aligned with my intentions, this research was 

designed to allow flexibility and provide the possibility for negotiation and 

restructuring to occur (Creswell, 2003). The nature of the research questions signifies 

that there were no pre-conceived expectations of what outcomes may emerge. Often 
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the data collected reached beyond the scope of these questions and consequently 

mirrored the complex process of being and becoming a teacher. The methodological 

approaches thus reflected the open-ended nature of the research questions and aims. 

Narrative inquiry approaches were chosen as the most effective means to document 

the way beginning teachers' identity is shaped or reconfigured as a result of their 

practicum experiences. The practicum experience is currently plagued by what 

Rorrison (2008, p. viii) describes as 'complexities' and so my task was to focus on a 

group of pre-service teachers and to document any complexities which emerged as a 

means of providing insights into their teacher identity. I wanted to understand the 

multifaceted process of becoming a teacher and examine the way teacher identity is 

shaped by factors which influence the underlying sense of self as teacher. 

My aims could only be achieved through a process of on-going dialogue and 

collaboration with the participants. This collaborative process involved three years of 

data collection including participant journals as well as individual and group 

interviews. This extended period of time with the participants allowed me to explore 

the issues they encountered over time and circumstance. My focus was always to 

document these experiences from the participants' perspectives. It was not my 

intention to observe their teaching, nor did I wish to seek a response from others — 

such as the colleague teachers or the school students. It was the meaning the 

participants gave to their experiences, and the kind of understanding which emerged 

from our dialogue which provided insight into their identity formation. 

The structure of the interviews allowed the participants to provide a rich and detailed 

account of their classroom experiences, over time and across a range of settings. I 

also used a series of group interviews at the end of each of the pre-service years as a 

means to bring the participants together for an opportunity to reflect on each others' 

experiences as well as their own. This research was therefore shaped by collaboration 

and dialogue and this forms part of its significance. 

11 



Chapter 1 

Section 5: The significance of this research 
This study is significant because it builds upon existing research in the areas of 

teacher identity, the experience of becoming a teacher and knowledge, specifically in 

relation to drama teaching. It also expands the existing body of work which has used 

narrative approaches to explore these three themes. 

Research which has acknowledged the issue of self as teacher in relation to teacher 

identity includes the work of the Beijaard, Meijer and Verloop (2004); Kelchtermans 

(1993); Korthagen (2004) and Nias (1989). This study provides a new lens through 

which to understand the relationship between self as teacher and teacher identity 

through the use of the concept of liminal identity spaces where the participants 

respond to self as teacher as a result of their experiences. The links between emotions 

and teacher identity have been recognised by Nias (1996); O'Connor (2008) and 

Zembylas (2003). This research explored these links further by documenting the 

participants' personal response to their experiences through the use of liminal 

identity spaces which include a range of emotional responses to their teaching. The 

issue of agency and teacher identity has been explored by Sachs (2001) and Watson 

(2006). By documenting the participants' responses to their liminal identity spaces 

further understanding was provided into the significance of agency in shaping a 

teacher identity as a consequence of school and classroom experiences. 

The participants' experiences documented in this research span the transition into 

beginning teaching by including both undergraduate experiences as well as their 

experiences during the first year of teaching. Longitudinal studies are significant in 

educational research because learning to teach takes place over time and involves the 

ongoing construction of knowledge through life in schools and classrooms (Cochran-

Smith & Lytle, 2001). Many studies of pre-service teachers conclude at the point 

where the participants leave the university setting and gain entrance into the world of 

teaching (Kagan, 1992). This study is therefore significant because it adopts a 

longitudinal approach in documenting experience and by doing so can clearly 

demonstrate the liminal nature of teacher identity, experience and knowledge while 

also providing a particular focus on one approach to pedagogy. 
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Some research has been conducted into the links between knowledge of specific 

approaches to pedagogy and teacher identity including the work of Egan (2004); 

Hodgen and Askew (2007); Smith (2007); Varghese, Morgan, Johnston and Johnson 

(2005). However, understanding teacher identity as linked to knowledge appears to 

be under-researched and therefore this study provides new insights into the links 

between approaches to pedagogy and teacher identity. A number of researchers have 

applied a specific focus on drama teaching — McCammon, Norris and Miller (1998); 

Moss (2003); Moroney (2005); Stinston (2009); Wales (2009). However, apart from 

a study by Anderson (2002), these studies involved specialist high school drama 

teachers rather than generalist early childhood/primary teachers. By exploring the 

relationship between teacher knowledge of educational drama and teacher identity 

this research makes a unique contribution to Arts research which is recognised as a 

neglected area (Bamford, 2006). The focus of a great deal of current educational 

research involves understanding transactions between individuals in school settings, 

and by doing so seeks to understand the significance of such interactions (Greene, 

1996). This research was designed to understand particular classroom transactions 

related to specific approaches to Arts pedagogy and this decision provided a unique 

focal point for the participants' narratives of experience. The curriculum and 

pedagogical focus of educational drama in this study opens opportunities to further 

understand this unique approach to pedagogy. 

As discussed above, narrative approaches have been acknowledged as an important 

means to understand teacher identity — Watson (2006) suggests that teachers 'telling 

stories' involves 'doing identity work' (p. 525). This research will expand on the 

work of Watson (2006), Connelly and Clandinin (1999) and Soreide (2006) who 

used narrative inquiry to understand the teacher identities of practising teachers. 

Because this narrative inquiry focuses on beginning teachers and their teacher 

identity, the outcomes are significant in further highlighting the value of narrative 

approaches when investigating teacher identity. 
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Section 6: The layout of the thesis 
Having presented the background information relevant to this research, this section 

provides an overview of the chapters that follow. 

In Chapter 2 relevant international literature, which informed and shaped this 

research, is reviewed. The three research themes of identity, experience, and 

knowledge form the structure for this review. The chapter concludes by drawing 

these themes together and explains the way narratives help in understanding these 

underlying themes. The literature which informed the development of the concept 

liminal identity spaces is also introduced. 

Chapter 3 contains an account of the methodological approaches adopted: qualitative 

and narrative inquiry approaches are outlined and I situate myself within the 

research. The research design is explained, followed by a chronological account of 

the data collection and analysis processes. 

Chapter 4 presents the participants' narratives of experience during their 3 rd  and 4 th  

year practicum. The narratives for each participant are presented in a chronological 

sequence and are accompanied by a discussion of the existing literature, along with 

new understandings reached in relation to liminal identity spaces. 

Chapter 5 presents each participant's experiences during their first year in the 

profession and beyond. A range of school and classroom experiences are presented 

and discussed, again linking the narratives to existing research before discussing the 

new knowledge in relation to teacher identity which emerged from the participants' 

stories. 

The final chapter, Chapter 6, summarises the findings from Chapters 4 and 5 by 

returning to the research themes and questions. Recommendations for action and 

further research are outlined. 
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Chapter 1 

This chapter has provided a background to and the significance of this study. It has 

explained the questions and aims which framed the research and offered an 

introduction to the research themes and approaches which were used to fulfil the 

research purposes. The chapter to follow outlines the literature which informed and 

shaped this research. 
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Chapter 2: Literature Review 

It is acknowledged that becoming a teacher and learning to teach are inextricably 

intertwined and that professional learning is grounded in the individual's past 

experiences, current purposes, and future aspirations. It is also understood that 

individuals construct meaning from their interpretations of their experiences and 

reconstruct their knowledge in light of new experiences, insights, and 

understandings. 

(Beattie, 2007, p. vi) 

This chapter draws together an interconnected body of knowledge to establish the 

context within which this research is situated. It is framed by international literature 

which seeks understanding and interpretation of teachers' experiences. These 

understandings and interpretations are drawn from a range of sources: beliefs, 

knowledge, preferences, obligations as well as the immediate tasks of teaching 

(Carter & Doyle, 1996). The complex and dynamic process of becoming a teacher is 

presented through the literature related to the three central themes of this research: 

teacher identity, the experience of becoming a teacher and knowledge — specifically 

in relation to drama teaching. As the key focus of this research has been to further 

understand beginning teachers' identity and understanding of themselves as teachers, 

Section 1 focuses on research related to the concept of teacher identity. The theme of 

experience follows in Section 2. In Section 3, the literature related to knowledge and 

pedagogy in practical settings is explored before providing a background for the 

curriculum focus of this research, educational drama. In section 4, the use of 

narrative approaches in relation to teacher identity, the experience of becoming a 

teacher and knowledge in relation to drama teaching are discussed. Section 5 

introduces the concept of liminal identity spaces developed from the literature and 

used in this research as an analytical tool. A summary concludes the chapter in 

Section 6. 

Section I: Identity 
Self as teacher became a central concept in this research. Therefore I begin this 

section by clarifying why I have chosen to use the term 'teacher identity', rather than 

16 



Chapter 2 

the term 'professional identity' — a term more frequently used in recent literature. As 

Beijaard, Meijer and Verloop (2004) explain, when the term identity is used in 

relation to teachers, the researchers' definitions and understandings of the term 

'professional identity' differ. Using the term 'professional' in relation to identity can 

suggest, among other facets, a close connection to 'broadly accepted images in 

society about what a teacher should know and do' as suggested by Beijaard et al., 

(2004, p. 108). However, in this research I was concerned with the way experience 

shaped the participants' understanding of their teaching selves through the stories 

they told. As Beijaard et al. (2004, p. 124) suggest, from a 'post-modernist point of 

view, "self' is strongly related to how people organize their experiences in stories' 

and so it was important that I acknowledge identity in relationship to the 

respondents' narratives as they revealed the concept of 'self (Knowles, 1992, Nias, 

1989). For this reason the term 'teacher identity' more appropriately describes the 

participants' understanding of 'self as teacher in contrast to self — in an assumed 

teacher role, or self— in other roles. In using the term 'self' I understand it as a 

'process rather than a static structure unrelated to life experiences' (Cooper & Olson, 

1996, p. 80). Holding this view of a malleable 'self, teacher identity can then be 

acknowledged as a construction of complex and competing forces which are not 

fixed but remain in a constant state of flux and transformation (Connelly & 

Clandinin, 1999; Ritchie & Wilson, 2000; Soreide, 2006; Watson, 2006). This 

section begins by summarising recent commentary on teacher identity before 

presenting studies into teacher identity under three broad headings — teacher identity 

as the merging of the personal and the professional; teacher identity as a social 

construct; and teacher identity linked to a specific approach to pedagogy. The 

narrative shaping of teacher identity is presented and discussed in Section 4 of this 

chapter. 

With the emerging research interest in teacher/professional identity, authors 

acknowledge that the term teacher/professional identity itself remains complex and is 

therefore difficult to frame by a simple definition (Beauchamp & Thomas, 2009; 

Beijaard et al., 2004; Korthagen, 2004). Researchers also acknowledge the influence 

of other disciplines in shaping the exploration of the issue of teacher identity — 

particularly philosophy and psychology (Beauchamp & Thomas, 2009; Beijaard et 
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al., 2004; Day, Kington, Stobart & Sammons, 2006; Gee, 2000). In seeking to 

provide clarification of the term teachers' professional identity, Beijaard et al. (2004, 

p. 122) provide four characteristics; an 'ongoing process' related to both 'person and 

context' which contains 'sub-entities' which need to harmonize as well as 'agency' 

through the ongoing pursuit of professional improvement. Beijarrd et al., (2004) 

conclude that teacher identity is not 'something teachers have, but something they 

use in order to make sense of themselves as teachers' (p. 123). Teacher identity can 

therefore be viewed as both multi-faceted and a process rather than a product. This 

process is shaped by external factors such as contexts and relationships with students, 

teachers and others, as well as by internal factors such as agency. Beyond the issue of 

defining a teacher/professional identity the purposes of the research into the area of 

teacher identity also vary. 

Beauchamp and Thomas (2009) explain that the recent attention given to teacher 

identity shows that the research is undertaken for different purposes; to examine 

certain aspects of teaching, to understand particular influences on those who are 

becoming teachers or for the understanding of tensions and challenges in teachers' 

careers. Beijaard et al., (2004) summarised the focus of research into teacher identity 

as including the issue of personal practical knowledge, stories which shape teachers 

and teaching as well as the contextual influences on teacher identity. Beijaard et al., 

go on to suggest that the issue of teacher identity should be explored with greater 

clarity in relation to the concepts of 'self' and 'identity', as well as the contextual 

issues surrounding those involved in the research (p. 126). The issue of the personal 

and professional elements of teacher identity acknowledges the relationship between 

'self' and teacher identity. 

The complex relationship between the personal and the professional self involves an 

ongoing search by individual teachers to find a balance between these two aspects of 

their identity as a means to sustain satisfying professional lives. According to 

Korthagen (2004) a teacher's professional identity contains both a personal and a 

professional self which appear to be closely linked; perhaps more so than in any 

other profession. In a seminal study which sought to document practising teachers' 

work, Nias (1989) was able to distinguish between personal and professional aspects 
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of teachers' lives and their teacher identity. She acknowledged that self was central 

to the professional work of teachers. She explained that individual values within the 

'substantial' self played an important role in the way teachers carry out their work 

and also indicated that teachers will always seek to care for their substantial selves — 

especially in challenging contexts. This close connection between the personal and 

professional aspects of teacher identity was also highlighted by Day, Kington, 

Stobart and Sammons (2006), who argue that the personal and professional elements 

of teachers' lives, experiences, beliefs and practices are fundamental to one another. 

Further, tensions between these elements impact to a greater or lesser degree upon a 

teacher's sense of self or identity as a consequence of 'life, career and situational 

factors' (p. 601). In order to understand this concept of teacher identity as a process 

which changes over time, Kelchtermans (1993) claims issues which shape the 

professional self include 'self-image, self-esteem, job motivation, task perception 

and future perspectives' (p. 448). Self as teacher in relation to personal aspirations, 

confidence, satisfaction, relationships, motivation and growth are all important 

components of teacher identity and as a result are also linked to the emotional aspect 

of teacher identity. 

The social interactions, ideology and culture of teaching means teacher identity 

remains in a constant state of becoming (Zembylas, 2003). Zembylas argues that 

researchers need to pay attention to the complexity of teacher identity through 

acknowledging the emotional aspects of teachers' work and that this recognition 

provides a richer understanding of teacher self. Zembylas explains that by linking 

teacher identity to teacher emotions researchers are able to uncover the 

transformational quality of teacher identity as the 'emotional salience or power of 

one's experiences changes' (p. 229). O'Connor (2008, p. 9), working with practising 

teachers, found that the teachers' identities were used to 'guide and shape their 

professional and emotional decisions'. Emotional choices made by teachers link 

closely to their teacher identity and need to be both recognised and understood. This 

focus on the emotions of teaching and teacher identity is supported by Nias (1996, p. 

297), who believes that teachers 'feel their teaching rather than [think] it'— a view of 

teaching that recognises self-investment while seeking to create a synergy between 

the rational and emotional realities of a teacher's work as a personal and professional 
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identity merge into one. Nias nominates three reasons why teachers have a deeply 

emotional relationship to their work. Firstly, the very nature of their work involves 

complex human interaction. Secondly, a teacher will bring emotions with them into 

their work and thirdly, as teachers carry a responsibility for the emotional climate of 

the classroom, so their commitment to this task may be emotionally challenging. 

Managing the emotions of teaching can be complex and there are other factors which 

will draw emotional responses from teachers. These emotional elements related to 

teacher identity suggest the need for a sense of agency if teachers are to sustain a 

secure sense of themselves as teachers. 

While teachers remain vulnerable to a range of influences in their work place a sense 

of personal agency provides the opportunity for them to sustain a more secure 

teacher identity. Agency is defined by Day et al. (2006) as an ability to pursue goals 

which are valued and also manage any contradictions which may arise in order to 

establish a stable identity. The concept of agency in teacher identity is also supported 

by Sachs (2005, p. 15) who argues that teacher professional identity is at the 'core' of 

teaching and provides a 'framework' for teachers to 'construct their own ideas of 

"how to be," "how to act" and "how to understand." Sachs describes teacher identity 

as involving a process of ongoing negotiation and understanding of their experiences. 

Watson (2006) believes that teachers have internal resources which will support a 

sense of agency and help them to actively construct their identities as professionals. 

These resources include their professional knowledge and personal experience as 

well as an understanding of the micro and macro politics of the school and the socio-

cultural contexts in which they work. Maclure (1993) also suggests that teacher 

identity is a tool which can be used by teachers to explain and make sense of their 

working relationships and contexts. The concept of agency being linked to teacher 

identity suggests the active shaping and construction of identity by teachers as they 

seek to create a working persona that will sustain their understanding of self as 

teacher. Self as teacher is shaped by social interactions and therefore relationships 

and teacher identity have close links. 

Teacher identity can also be viewed as a social and cultural construct. Lave and 

Wenger (1991, p. 53) state that, 'identity, knowing, and social membership entail one 
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another' and transformation of identities is found through relationships in 

'communities of practice'. Wenger (1998) goes on to explain that the concept of 

identity 'serves as a pivot' between the social and the individual by acknowledging 

the 'social, the cultural, the historical with a human face' uncovered through an 

understanding of the lived experience (p. 145). This framework for identity 

construction has particular significance for those who are new to the profession who 

are a particular focus of this research. When considering the Lave and Wenger 

framework in research related to learning to teach, Smagorinsky, Cook, Moore, 

Jackson and Fry (2004, p. 10) found that there were diverse contextual and relational 

issues which make identity formation quite challenging for beginning teachers. 

Contextual issues were also a focus of research by Flores (2001), who found learning 

to teach was marked by a growing understanding by beginning teachers of their role 

within their practicum school which often involved conflicting perspectives and 

approaches. Stoughton (2007, p. 1025) believes that as novice teachers toil to make 

clear what they want to do professionally they must negotiate the conflicting 

frameworks of the campus and the classroom to 'construct a more thoughtful and 

nuanced teaching identity'. This construction process is examined in this thesis. The 

realities inherent in the practicum often place pre-service and beginning teachers in a 

professional environment that is both complicated and disjointed as they seek to 

establish their teaching identity while working alongside others. Teacher identity and 

the way beginning teachers approach specific curriculum areas is also relevant to this 

study. 

Primary and early childhood generalist teachers are usually required to teach across 

the full range of the eight key learning areas. For this reason, an exploration of their 

aptitude or affinity with a specific curriculum area, such as drama, would seem 

relevant in seeking to understand their teacher identity — as Olson (2003, p. 4 as cited 

in Smith, 2007) states, 'I do not see any clear boundaries between identity and 

knowledge.' The relationship between teacher identity and specific approaches to 

pedagogy — which is where this thesis is positioned — appears to be under-researched. 

However studies which have been conducted provide interesting insights into this 

aspect of teacher identity. 
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The development of pre-service teachers' professional identities was the focus of 

research by Egan (2004). Using hermeneutic techniques Egan worked with pre-

service teachers who were being prepared as specialists in early childhood education. 

Egan's study showed that collectively and individually these pre-service teachers 

were constructing their identities by using 'understandings of their personal 

characteristics' which they brought with them into their course alongside their 

emerging understandings of pedagogy and appropriate practice. Their identity 

formation was therefore connected to 'moral choices' and their 'technical skills' in 

relation to early childhood education (p. 31). Primary mathematics teaching was the 

focus of a study into teacher identity by Hodgen and Askew (2007). They worked 

with one participant who came to teaching with a negative attitude towards 

mathematics. The researchers found that over time, as this teacher participated in 

further professional development, her emotional connection to mathematics changed 

and she developed an identity as a mathematics teacher. Hodgen and Askew's study 

indicates the links between the personal and professional in relation to teacher 

identity as the nurturing of confidence in a specific subject area and has connections 

to teachers' emotional attachment to the subject area. Varghese et al.'s (2005) 

research into the identity of language teachers showed the identity of the three 

teacher participants was shaped at a personal level by self-images but also by social 

interaction within communities — their teacher education communities as well as the 

communities in schools and classrooms. The link between teacher identity and 

specific approaches to pedagogy can thus be seen as being constructed by both 

personal and social elements as a result of experience. 

In this section the literature relevant to this thesis in relation to the issue of teacher 

identity has been presented. The self and teacher identity emerges as a significant 

issue. Teacher identity is a multi-faceted process always undergoing a construction 

and reconstruction as a result of experience. The research reviewed recognises the 

dual elements of the personal and the professional in teacher identity as it resides 

within the person who is the teacher. Emotions and agency in teacher identity stem 

both from its personal nature and its social construction. This thesis seeks to explore 

the complex issue of teacher identity further; not only by tracing its development 

over extended periods of time and circumstance but also in relation to a specific 
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approach to pedagogy — drama teaching. By using a specific curriculum focus in 

relation to teacher identity this research extends existing research in relation to the 

way teacher identity is shaped by contexts and relationships within institutions and 

the profession. The social and cultural influences on pre-service and beginning 

teachers' identity which will be further explored in the following section which 

presents the literature related to the second theme of the review of literature — 

experience. 

Section 2: Experience 
Experience and the shaping of a professional identity remain inseparable. It is from 

within schools and classrooms that those training to be teachers come to understand 

themselves as teachers. In this section, the theme of experience is highlighted 

through a review of research related to the practical aspects of the process of learning 

to teach; research which has sought to understand the experience of being and 

becoming a teacher in school and classroom contexts. In the first section, research 

related to the practicum experience is reviewed, followed by a review of the 

literature related to the first year of teaching. 

The practicum 

For pre-service teachers, the practicum placement presents the first formalised 

opportunity to authenticate, contest, and adjust pre-conceptions and emerging 

knowledge about teaching and learning (Britzman, 2003; Brouwer & Korthagen, 

2005; Kagan, 1992; Knowles & Cole, 1996; Wideen et al., 1998). The practicum 

becomes a time when the world of the classroom and the campus coincide and, at 

times, collide as pre-service teachers find themselves precariously 'straddling two 

worlds' (Stoughton, 2007, p. 1025). For many novice teachers, the practicum can 

become a period of both personal and professional bewilderment (Kagan, 1992). 

Kagan explains that pre-service teachers may struggle to reconcile themselves with 

an experience that is designed 'idiosyncratically' and as a result, one which may not 

meet their developmental needs (p. 150). Many pre-service teachers view themselves 

as visitors to the school for a short time, as they borrow another's classroom but do 

not feel they belong (Bullough et al., 2004). In the complex landscape of experiential 
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settings, the pre-service teacher must establish a sense of self as a teacher and 

accumulate stories that confirm their professional learning. It is in experiential 

settings that pre-service teachers develop a professional understanding of the 

everyday complexity of the classroom: the necessary roles and relationships as well 

as an understanding of issues related to effective pedagogy. Pinnegar (1997, p. 49) 

refers to this as a 'wisdom of practice'. The practicum involves a range of issues 

including the colleague teacher, roles and relationships, power, compliance, imitation 

and autonomy. 

The colleague teacher is central to the quality of pre-service teachers' experiences in 

schools (Clement, 2002; Gerges, 2001; Hamman, Olvarez, Lesley, Button, Chan & 

Griffith, 2006; Knowles & Cole, 1996; McNay & Graham, 2007; Posner, 1996; 

Ritchie, Rigano & Lowry, 2000; Romano, 2005; Wideen et al., 1998). The 

interaction between the colleague teacher and the pre-service teacher may influence 

outcomes important to the pre-service teacher such as motivation, instructional 

approaches and their beliefs and values about teaching and learning (Hamman et al., 

2006). For some colleague teachers, accepting change when the pre-service teacher 

arrives can be an uncomfortable notion. Clarke and Collins (2007) argue that it is 

inevitable that change will occur when the pre-service teacher enters the practicum 

classroom and the colleague teacher must expect and be prepared for such a change 

by acknowledging that everything in their classrooms, from curriculum to 

management routines, will be altered in some way when a new teacher enters the 

classroom. For pre-service teachers to maximise their learning, it is important that 

colleague teachers accept in advance the notion of the unpredictable and unforeseen 

as they work with pre-service teachers. Professional growth experienced by pre-

service teachers is closely linked to their relationship with their colleague teacher, 

and autonomy and responsibility appear to promote this growth (Jacknickle & 

Samiroden, 1991, as cited in Kagan, 1992). 

The practicum highlights the reality that learning to teach occurs through 

relationships where the self as teacher is given meaning and understood (Beattie, 

2000). Relationships have the dual role of enabling pre-service teachers to 

successfully undertake the task of teaching while at the same time influencing the 
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way they define themselves as teachers. A pre-service teacher placed alongside an 

experienced colleague creates a social and professional context endowed with 

complex relationship issues. The pre-service teacher enters the classroom 

simultaneously playing the role of both student and teacher, and while they are not 

considered an equal member of the teaching team they cannot enjoy an autonomous 

role in the classroom. To further complicate this social context, they are answerable 

to both the colleague teacher and their university (Posner, 1996). Positive 

relationships during the practicum depend on the understanding of the roles to be 

adopted by the colleague teacher and the pre-service teacher. 

In educational contexts roles are 'scripted according to definitions' and as a result, 

provide a template which dictates how relationships will unfold (Cook-Sather, 2006, 

p. 189). The roles of the colleague teacher and pre-service teacher are often poorly 

defined and as a result are viewed as 'ambiguous, diverse, and often overlapping or 

at odds' (Knowles & Cole, 1996, P.  659). From the research, a range of definitions 

for the role of the colleague teacher have emerged. McNally and Martin (1998, p. 39) 

documented three colleague teacher profiles: laissez-faire, collaborative and 

imperial'. The laissez-faire approach by the colleague teacher describes a role where 

a high level of emotional support is given to the pre-service teacher in order to make 

them feel secure during their practicum experience. The collaborative role combines 

support and challenge as a way to empower the pre-service teacher to view learning 

to teach as a process of critical reflection. In the imperial role the colleague teacher 

encourages the pre-service teacher to adapt their teaching so it becomes consistent 

with their own practice and as a result may challenge the pre-service teacher's 

existing beliefs about teaching. These roles demonstrate conflicting approaches to the 

kind of support provided to pre-service teachers by their colleague teacher. Within 

these role relationships the pre-service teachers may feel secure, professionally 

challenged or undermined. Similar conflicting roles were found in further research. 

Two approaches to the role of the colleague teacher emerge from a study by Graham 

(2006, pp. 1126-1127). The 'maestro' role saw the colleague teacher view the 

practicum experience as a time to provide a strong role model for best practice, 

encouraging replication of their expertise in the classroom. By contrast, the 'mentor' 
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role expected the pre-service teacher to be responsible for their planning and 

encouraged reflection after their teaching as a way to transform their current 

knowledge into knowledge informed by practice. Wang and Odell (2007) isolated 

two key sites of conflict in the role of colleague teacher and pre-service teacher. The 

first conflict arose from conflicting beliefs about how to teach and the second was 

related to beliefs about how a pre-service teacher learns to teach. The inconsistencies 

in the role and consequently the relationship between the pre-service teacher and 

their colleague teacher indicate the fragile structures which exist to support the pre-

service teacher during their professional learning and growth during the practicum. 

This fragility of a supportive structure during the practicum accentuates the problem 

of compliance and imitation. 

It is acknowledged that a hierarchical power structure exists during the practicum, 

with the pre-service teacher placed at the bottom end of this structure. While this 

structure is in place, pre-service teachers are given little opportunity to develop what 

Ritchie, Rigano and Lowry (2000, p. 165) describe as a 'wisdom' in, about and of 

practice. This wisdom comes from a process of observation, inquiry, reflection and 

practice within a supportive community. If a tension over roles exists, then the pre-

service teacher, feeling confused and disillusioned, will often resort to taking refuge 

in passive compliance in order to pass the practicum (Knowles & Cole, 1996). 

Wideen et al. (1996, p. 153) state that it is unfortunate that when the issue of roles 

and relationships are not addressed, survival for the pre-service teacher 'takes centre 

stage'. The choice of the pre-service teacher to remain compliant usually means they 

make a decision to imitate the teaching approaches of their colleague teacher 

(Hamman et al., 2006). The interaction between the colleague teacher and the pre-

service teacher may have important pedagogical influences on the new teacher's 

sense of themselves as teachers. Without appropriate guidance and support, the 

likelihood of the pre-service teacher imitating their colleague teacher is increased. 

The inclination to imitate rather than initiate remains an ongoing dilemma for pre-

service teachers. In a study which examined pre-service teachers' teaching 

approaches, Gerges (2001) found that because of restrictions placed on pre-service 

teachers by the complexities of the classroom, as well as their status as student 
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teachers, their practices did not reflect their theoretical beliefs but instead mirrored 

the practices of their colleague teacher. Gerges suggests that the practicum should be 

a period of exploration and experimentation rather than a time when compliance and 

imitation are the dominant alternatives. Pape (1992) also found that the relationship 

between the colleague teacher and the pre-service teacher had an impact on 

opportunities for the pre-service teacher to both plan and implement the curriculum. 

Pape's research found that while the pre-service teacher was expected to take risks 

and implement course work strategies learnt at their institution, the colleague teacher 

viewed the pre-service teacher's role as one of imitator rather than explorer and 

feedback given to the pre-service teachers encouraged them to emulate the practices 

of their colleague teacher rather than pursue their own pedagogical choices. These 

research findings highlight the issue of autonomy during the practicum and the 

significance of providing pre-service teachers the opportunity to explore and take 

risks with their pedagogical approaches. 

Learning how to act in a particular context is directly related to a pre-service teacher 

experiencing the freedom to make decisions and to take risks based on their beliefs 

about their teaching role (Walkington, 2005). Similarly, Sinclair et al. (2005, p. 213) 

believe that pedagogical freedom leads to the development of a 'repertoire of 

practices' which ensures the development of a pedagogy that is both 'theorised and 

scrutinised' through practice. This pedagogical freedom is particularly important as 

pre-service teachers undertake their final practicum, referred to in this thesis as an 

internship. It is expected that the internship experience will bridge the gap between 

being a student teacher and entering the profession (Kosnick & Beck, 2003). The 

process should allow the intern more opportunities to be responsible for their own 

decision-making. It has been argued that this decision-making process motivates the 

interns because it authenticates their experience and offers relevance to them as 

teachers (Kosnick & Beck, 2003). Bullough et al. (2004, p. 386) acknowledge a 

greater appreciation among researchers of the 'importance of autonomy and solitude 

in teaching'. While collegial support is important, this sense of autonomy gives the 

intern an opportunity to understand and apply their own investment in their work. 

Greater independence during internship also provides the space for interns to become 

more self-evaluative of their own instructional performance and less reliant on the 
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response of their colleagues (Ralph, 2003). Valuing independence and high levels of 

autonomy in the experience of becoming a teacher were also important factors in this 

thesis. 

This section has acknowledged the complexity of the practicum experience for pre-

service teachers and the difficulties which emerge when theory becomes enacted in 

practical settings. This experience is characterised by issues related to relationships, 

contexts, and the confrontation of personal beliefs and images about teaching and 

learning. The journey towards being and becoming a teacher is fraught with 

challenges, enhanced by successes, and always linked to a recognition that the 

journey has only just begun. Therefore this thesis positions itself to investigate in 

depth the move from the campus into the profession and the experiences of teachers 

in their first year as qualified professionals. 

The first year of teaching 

Research has highlighted that little continuity is achieved after graduation for those 

training to become teachers. Across the different stages of learning to teach, there is, 

as Feiman-Nemser and Norman (2002, p. 1049) suggest, 'no connective tissue 

holding things together'. The difficult quest of entry into the profession becomes 

dominated by what Wideen et al. (1998, p. 158) call 'culture shock' for many 

beginning teachers. Leaving the training institution and moving into the profession 

does not automatically herald an immediate change in circumstances or conditions 

for newly graduated teachers. The complexity of their work is still dominated by 

personal beliefs and values, contextual circumstances and relationships - indicating 

that identical themes emerge from research conducted with pre-service teachers as 

with first year beginning teachers (Bullough, 1997; Kagan, 1992). A hierarchical 

three-stage model of beginning teacher development, based on beginning teacher 

concerns, was put forward by Fuller (1969).The three stages included concern for 

self, followed by concern about teaching tasks, and finally, concern for others, 

particularly students. Subsequent research has disputed this developmental pattern. 

Conway and Clark (2003) suggest that rather than beginning teachers advancing 

through these stages, their experiences appear to lead to constant change and 
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adaptation across time and place. There is a constant flux between concerns for self, 

relationships, and contextual influences which impact on the beginning teacher's 

induction into the profession. This section presents research into the transition phase 

of beginning teachers, beginning with the issue of finding work before discussing the 

concept of socialisation, then addressing classroom concerns and the broader issue of 

the school culture. 

The process of providing employment to beginning teachers has been found to be 

systemically arbitrary and clouded by uncertainty as Ewing and Smith, (2003) 

suggest, in the Australian context, initiation into the first year of teaching seems 

neither organized nor well managed. In a longitudinal study involving 50 new 

teachers, Johnson and Birkland (2003) found that many graduates were quick to 

accept their first job offer, finding themselves in schools they knew little about or to 

which they were poorly matched. Frequently, as principals rushed to find teachers, or 

a candidate hurried to gain employment, neither party was prepared for possible 

mismatches. Once employed, beginning teachers were rarely offered a protected 

status with regard to workload allocation or graduated expectations. Similar 

outcomes were found in research by Kelchtermans and Ballet (2002, p. 113), who 

found little opportunity was provided for novice teachers 'to develop a sense of 

professional identity through a progressive induction process'. In relation to finding 

work, the findings of Kelchtermans and Ballet differed from those of Johnson and 

Birkland (2003). Kelchtermans and Ballet found that the beginning teachers in their 

study tended to look for jobs in schools where they were not complete strangers and 

could therefore more easily find their place in a team and receive recognition more 

quickly. However, for many graduates, any form of employment security is not 

easily found. 

In Australia most positions secured by newly graduated teachers are temporary in 

nature. Results of a survey of 211 beginning teachers by Tromans, Daws, Limerick 

and Brannock (2001, p. 25) found that 'temporary engagements for beginning 

teachers represents an example of trends towards the increasing casualisation of the 

teaching profession'. The key finding of this study was that the majority of beginning 

teachers on temporary engagement wanted to become permanent employees, mainly 
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for reasons of job security, relationships and development of their teaching skills. 

Novice teachers find it extremely difficult to cope with the uncertainty surrounding 

the practice of temporary engagements. Similarly, Kelchtermans and Ballet (2002) 

suggest that, without secure positions, beginning teachers do not have a chance to 

practise their skills and develop their professional identity. The longer beginning 

teachers remain insecure about work, the more their self-esteem is threatened and 

they begin to doubt their professional competence. Finding secure, ongoing, full-time 

work as a teacher is therefore closely linked to the development of a stable teacher 

identity. A survey of 241 beginning teachers in Australia by Pietsch and Williamson 

(2007, p. 3) also highlighted the issue of fragmented employment. They found that 

casual employment of beginning teachers impeded the development of knowledge 

and understanding in three critical areas: 'the profession, themselves as teachers and 

the means to develop professional classroom competence' (p. 3). This casualisation 

of beginning teachers' work impacts on their socialisation, the development of 

personal practical classroom knowledge and their sense of themselves as teachers, 

and, for some novice teachers, the nature of the work they undertake is 

unpredictable. 

Work in the first year for many beginning teachers comes in the form of relief 

teaching — also known as substitute or supply teaching. Relief teachers are 

recognised as an integral part of the education system (Duggleby & Badali, 2007). In 

a review of literature on substitute teachers spanning 20 years Lunay (2006) found 

that in parts of Australia, the United Kingdom and United States of America, many 

students spend the equivalent of one full year (or more) with a relief or substitute 

teacher. Yet despite this recognition of their value, Lunay's study revealed feelings 

of isolation and inequity amongst relief teachers. This concept of isolation 

experienced by relief teachers was also acknowledged by Weems (2003, p. 257), 

who argues that relief teachers are 'invisible' within educational reform policy, while 

images of relief teachers in popular culture depict them as 'unqualified teachers, 

deviant outsider or guerrilla educator'. As Lassmann (2001, p. 625) suggests, 

'nobody wants to be thought of as a substitute anything, not even on a professional 

basis'. She goes on to suggest that relief teachers are often viewed as second class 

teachers, with a low status, who operate in isolation with little positive feedback. It is 
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a bewildering and challenging position for beginning teachers to hold, but frequently, 

this is the way they begin their career. 

Novice teachers acknowledge the difficult role they take as relief teachers. 

Interviews with seven relief teachers by Duggleby and Badali (2007) sought to 

explore how relief teachers framed their professional experiences and role as 

teachers. The study found that while these relief teachers appreciated the opportunity 

to network, enjoyed the flexibility and the absence of extra-curricular activities, they 

also felt isolated and insecure. They were denied opportunities for professional 

development and often experienced difficulties with behaviour management and 

acknowledged being assessed by others through their skills of keeping control. This 

group of beginning teachers was particularly disturbed by the perceived preferential 

treatment related to securing full-time positions within the schools; a case of not 

what you know, but who you know. However, despite these uncomfortable and 

unsettling experiences most beginning teachers realise the importance of 

participation in school and classroom communities as a means to ensure socialisation 

into the profession. 

This sense of community for novice teachers highlights the importance of their 

socialisation process in providing opportunities to establish their teaching identity. 

Bullough (1997, p. 84) argues that emerging teachers 'need and want' to prove 

themselves as they navigate the sub-cultures of their first school appointment; they 

want to be socialised into the profession. As a result of this desire, novice teachers 

are highly susceptible to criticism and feelings of failure. Bullough, Knowles and 

Crow (1991, p. 190) argue that 'frameworks for thinking contextually and reflecting 

about their development' would help novice teachers recognise themselves as the 

'centres of meaning-making' and creators of legitimate knowledge. However it is 

other teachers, students, and tiny personal mishaps which often provide novice 

teachers with powerful reminders of what they can or cannot do or understand. 

Huberman (1993, p. 264) found similar patterns of socialisation into the profession 

and he described a tension between internal and external factors which meant that the 

career journey of novice teachers was neither linear nor predictable. When 

examining the career paths of three beginning teachers, Del Gaudio-Clayton and 

31 



Chapter 2 

Schoonmaker (2007, p. 263) found that socialisation into the profession was a 

'complex, interactive and layered process' where personal knowledge and the school 

environment played a critical role. Positive socialisation into the profession leads to 

stabilisation but until this point is reached, the journey for the novice teacher is one 

of survival and discovery and dominated by the need to understand themselves as 

teachers in a range of contexts and particularly from within the classroom. 

In the first year of teaching, novice teachers face a range of challenges as they 

interact with their students and begin to experience more intensely what Loughran, 

Brown and Doeke, (2001, p. 19) term the 'now' dimensions of teaching. Within these 

'now' dimensions, novice teachers begin to understand that the centre of control is 

more complex for a full-time teacher when compared to their practicum experiences. 

As Clandinin (1989, p. 138) suggests, learning to teach involves much more than just 

applying knowledge and skills; it involves adjusting to the rhythms of classroom life. 

Adjusting to routines can become an all-encompassing issue for beginning teachers 

until they begin to develop a flow and establish procedures. Common problems 

encountered by novice teachers in the classroom environment are related to 

management issues including discipline, student motivation, dealing with individual 

differences and assessing students' work (Bullough, Knowles & Crow, 1989). A 

study by Dollase (1992) of 28 teaching graduates found areas of concern related to 

professional competence, classroom persona and 'at risk' students. In their work with 

two beginning teachers, Hollingsworth et al. (1993, pp. 9-11) found that anxieties 

needed to be named and faced so that novice teachers could freely relate to students; 

a process that involved first knowing and understanding themselves as teachers. 

Featherstone (1993, p. 110) agrees, stating that 'learning to manage the learning of 

others is partly a matter of learning to manage the self'. The first year in the 

classroom challenges the novice teacher to investigate and reconfigure their 

professional and personal self so they are able to demonstrate their authority when 

required. 

As well as management issues, effective teaching approaches are also an issue for 

novice teachers. Pedagogical approaches were highlighted as significant in research 

with a group of 100 novice teachers by Gilles, McCart-Cramer and Hwang (2001). 
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The novice teachers who participated in this study described issues which interfered 

with their ability to deliver effective teaching programs and reported that they felt 

unable to meet the learning needs of individual students. Classroom-centred issues 

were also viewed as important in a study by Meister and Jenks (2000). The diverse 

abilities of students caused unease while time constraints and work overload left 

beginning teachers in this study feeling overwhelmed. In addition to these issues, 

Beck, Kosnick and Roswell (2007) found beginning teachers demonstrated a genuine 

desire to provide a rich educational experience for their students, including skills in 

planning, group work and sound assessment procedures. Feiman-Nemser (2001, p. 

1048) argues for the idea of beginning teachers transforming their knowledge into a 

repertoire of a 'flexible evolving set of commitments, understandings and skills' by 

developing core aspects of their teaching. Beyond the classroom context, the broader 

school culture also influences the ease with which beginning teachers establish their 

teacher identity. 

Schools are sites for powerful and pervasive social and cultural norms. Negotiating 

these can prove a challenge for the beginning teacher. As Schempp, Sparkes and 

Templin (1999, p. 152) state, ways of thinking and acting 'are embedded in the 

school culture' and beginning teachers need to 'devise strategies for gaining the 

influence necessary to ensure their acceptance and survival'. When beginning 

teachers enter a school for their first appointment, they confront the challenge of 

establishing a place within the existing school organisation. This process is what 

Kelchtermans and Ballet (2002, p. 105) call the `micro-political perspective' of 

beginning teacher socialisation. Their research found both cultural and social issues 

influenced beginning teachers who felt obliged to conform to existing norms: many 

silently continued difficult relationships to avoid further conflict in the absence of 

any sense of collegial acceptance. 

The need to support new teachers and help them establish their self-concept as a 

teacher remains an important issue (Cole & Knowles, 1993a). This support is also 

acknowledged by Worthy (2005), who found that scaffolding by school 

administration was critical in the socialisation of new teachers. Rippon and Martin 

(2006) found that acceptance by established teachers within the school was important 
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to novice teachers who were prepared to compromise their own values and practice 

in order to gain the acceptance of their colleagues. This research highlights the 

multiple, interwoven factors within the school environment which make up the 

micro-political landscape, dominating the experiences of those entering the 

profession. 

This transition section has highlighted the continuation of the challenging experience 

of being and becoming a teacher. It is a journey full of predicaments which can leave 

the novice teacher feeling disappointed and vulnerable. As they make their first, 

often tentative, steps into the profession they strive to prove themselves to others, 

while at the same time continuing to come to know themselves as teachers. As 

novice teachers immerse themselves in the complexity of daily life in the classroom, 

they must also negotiate the cultural landscape of the school community. Identity and 

the experience of becoming a teacher are also linked to the issue of knowledge. 

Section 3: Knowledge 
The focus of this section is the literature relevant to the third theme in this research - 

knowledge. The section begins with a discussion of theoretical knowledge as applied 

to practical settings and discusses research related to the relationship between 

knowledge gained at university and its application within schools and classrooms. 

Research related to the concept of experiential knowledge, generated by using 

knowledge in practical contexts, will then be presented. Finally this section presents 

a background into the curriculum focus of this research — the Arts, and in particular, 

educational drama. 

Theoretical knowledge as applied in classroom settings 

As has been discussed, the practicum is a complex site for pre-service teachers. This 

complexity is compounded if the practicum becomes a site of conflict, with the 

possibility of a rift emerging between the knowledge gained in teacher education 

programs and what pre-service teachers experience in classrooms (Wideen et al., 

1998). Dewey (1916, p. 144) argues that experience, no matter how simple, has the 

capacity to generate theory, whereas a theory without experience cannot be 
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'definitively grasped, even as a theory'. It is through classroom experiences then that 

pre-service and beginning teachers not only attempt to make sense of their theoretical 

knowledge but also experience their practice theoretically. These concepts have deep 

significance for the development of pre-service and beginning teachers' identities. 

The practicum opens up the opportunity for theoretical knowledge to be interrogated 

through practice, and validates the concept that a dialogue needs to exist between 

acquired theoretical knowledge of pedagogy and how that knowledge manifests itself 

in practical contexts. This dialogic approach creates an opportunity for experience to 

be theorised (Ritchie & Wilson, 2000). Through a critical analysis of experience, pre-

service and beginning teachers come to understand how their knowledge is 

constructed and are thus able to view theoretical knowledge as dynamic and 

evolving. In turn this leads to opportunities for pre-service teachers to use their 

experiential theories to inform their pedagogical decision making and problem 

solving skills (Britzman, 1991). 

An on-going struggle for beginning teachers has been highlighted in research which 

has explored the relationship between knowledge gained via exposure to university 

courses and its application within school contexts. A review of research related to 

learning to teach by Wideen, Mayer-Smith and Moon (1998, p. 156) acknowledges 

the conflict between schools and universities, suggesting that pre-service teachers 

can do nothing more than 'survive' their practicum experiences because of the 

contradictory expectations of teacher educators and schools. Research related to the 

application of knowledge from university coursework into the classroom setting 

includes studies which focus on a critique of the course content of teacher education 

programs as well as specific approaches to pedagogy as taught at university and its 

application in classroom settings. 

Studies which focussed on the content of teacher education courses and the 

application of this content in classrooms included a longitudinal study by Brouwer 

and Korthagen (2005). The researchers sought to understand the gap between theory 

and practice and socialisation into schools by beginning teachers. In an extensive 

study involving 357 pre-service teachers, 128 cooperating teachers and 31 university 

supervisors, the researchers found a range of factors which caused discontinuity 
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between knowledge gained at university and its application in a classroom setting. 

Factors such as insufficient opportunities for careful planning, collaboration with 

colleagues or the time to undertake personal reflection emerged. Inconsistencies 

between university and classroom contexts in relation to pedagogical approaches, 

management and assessment strategies were found to exist. As a result of these 

findings, Brouwer and Korthagen (2005) stressed the importance of the integration of 

practical experience and theoretical study in teacher education programs as a means 

to overcome these inconsistencies. How teacher preparation influenced beginning 

teachers' development was also the focus of a study by Loughran, Brown, and Doeke 

(2001). The researchers conducted interviews with 22 first-year teachers and found 

that the relationship between the purposes and practices in the teacher preparation 

program and their experiences as beginning teachers often remained unclear. The 

researchers argued that the relevance of some course-work is not appreciated until it 

is applied in practice — 'the intended learning is sought in the absence of the 

necessary experience' (p. 14). This dilemma emphasised the importance of beginning 

teachers developing the ability take their learning from experience and project it in 

order to understand how their knowledge might be applied in the classroom. 

Another area of concern for beginning teachers relates to a lack of preparation for the 

challenges of the practicalities of the classroom. Beck, Kosnick and Roswell's (2007) 

interviews with 22 beginning teachers revealed that these beginning teachers felt ill-

prepared to undertake long-term planning, implement effective evaluation and 

assessment strategies as well as implement effective co-operative learning 

experiences. The emphasis on the practicalities of teaching by these beginning 

teachers stemmed from a desire to provide meaningful learning experiences for their 

students while seeking to maintain their commitment to 'constnictivist, child-

centred' approaches as fostered in their preparation program (p. 70). The researchers 

stressed the importance of teacher education programs recognising that good theory 

should remain deeply practical in its orientation. The relevance and adaptability of 

university-gained knowledge during classroom engagement led some researchers to 

focus on specific aspects of pre-service teachers' theoretical knowledge as applied in 

practice. 
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Specific approaches to pedagogy have also been the focus of research related to the 

application of knowledge gained at university in practical contexts and further 

highlight the challenges faced by beginning teachers. Research by Fleer and Robbins 

(2003) sought to map the transformation of theory into practice by pre-service 

teachers as they participated in a full semester of professional experience during the 

4th  year of their studies. The researchers explored the links between the socio-cultural 

theory espoused at university and the developmentally appropriate practice 

encouraged in the schools. The study found two clearly defined communities of 

practice existed — the field-based community and the university community — and 

that these communities had distinctly different theoretical approaches to this aspect 

of pedagogy. This research found that as beginning teachers move between the 

university and the school community they often face risks and challenges from 

within the school community as they try to implement new approaches to pedagogy 

that they experienced as part of their teacher preparation. 

The dichotomy of expectations between institutions in relation to particular 

approaches to pedagogy was also examined by Stoughton (2007) in a narrative study 

with 45 pre-service teachers. These beginning teachers found they needed to 

reconceptualise their understanding of behaviour management issues when they 

encountered these issues in practice while struggling with 'competing discourses' 

concerning institutional needs and their individual needs (p. 1035). The pre-service 

teachers experienced a struggle maintaining order in the classroom while balancing 

other values such as social justice and exclusivity. Similar struggles with the 

theory/practice divide were acknowledge by Jones and Enriquez (2009) as they 

conducted a four-year qualitative case study with two pre-service teachers. Their 

investigation focussed on the impact of the beginning teachers' literacy and culture 

course at university on the participants' classroom experiences. The outcomes of this 

study showed how theory gained in a teacher education course can become 'a point 

of contact and a point of departure' as the pre-service teachers' university-gained 

knowledge becomes 'intertwined with personal, social, political and other formal 

education experiences' (p. 164). The common theme throughout this research is the 

tenuous and fluctuating links between knowledge gained at university as it is applied 

in practical settings, an issue which is explored in this thesis. This fluctuation 
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between theory and practice appears to lead to the development of what is termed in 

the literature as an experiential or personal practical knowledge. 

Experiential knowledge 

Teachers' experiential knowledge cannot be narrowly defined as it involves thinking 

and acting in affective and multifaceted ways (Beattie, 1995; Britzman, 1991; 

Clandinin, 1986; Cole & Knowles, 1993a; Connelly & Clandinin, 1988, 1999; Elbaz, 

1981; Elbaz-Luwisch, 2005; Johnson, 1989; Kincheloe, 2004; McLean, 1999; Nias, 

1989; Ritchie & Wilson, 2000). The literature highlights the influence of both the 

personal and contextual elements on the development of a dynamic and multi-faceted 

experiential knowledge. Practical knowledge is a term used to describe how a teacher 

acknowledges and understands classroom situations (Connelly & Clandinin, 1988). 

This knowledge is formed through experience, is often 'tacit, contextual and 

improvisational in nature' (Richardson, 1996, p. 104) and is shaped by what occurs 

in classroom contexts. 

As a result of experience, teachers expand and develop their knowledge base. 

McLean (1999) describes teachers as complex multi-skilled individuals with a range 

of experiences through which they make meaning of their work and construct their 

pedagogy. Elbaz (1981) recognises teachers as having a broad range of theoretical 

knowledge which informs their work in classrooms. This includes knowledge of 

curriculum content, classroom management, approaches to teaching and learning, 

child development, and knowledge of their own strengths and weaknesses. But 

beyond this knowledge, there is also a knowledge which is authored, shaped and 

informed in, through, and by, practice (Britzman 1991; Clandinin, 1986, 1992; Elbaz, 

1981). 

The concept of authored knowledge is supported by Olson and Craig (2001), who 

suggest that teachers 'filter' all experiences through their personal practical 

knowledge. This idea extends the complex nature of personal practical knowledge 

into one which is socially constructed and re-constructed as a result of experience by 

acknowledging that the authority for knowledge held and used by teachers, lies 

within the individual. Putman and Borko (2000, p. 4) label this form of teacher 
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knowledge as a 'situated knowledge,' where the situation in which a teacher learns is 

fundamental to what is learnt, and this knowledge can be accessed later to guide their 

future pedagogical approaches. Connelly and Clandinin (2000, pp. 89-93) argue that 

how teachers respond in classroom situations reflects their knowledge, stating that 

'teachers' practice is their knowledge in action'. This view of teacher knowledge 

does not separate the knower from the known (Carter, 1990). Rather, the nature of 

experiential knowledge means it undergoes continual readjustment and development 

as teachers at every point of their careers are seen as 'builders of personal theories 

about professional matters' (McLean, 1999, p. 68). The sustained process of building 

an experiential knowledge base highlights the intricacy of this knowledge. 

As teachers go about their work in classrooms, there are myriad complex tasks which 

they are required to undertake and to understand. This complexity arises from the 

scope of their tasks, ranging from sensitive interpretations of particular unexpected 

events to refined management approaches which occur alongside the work of 

teaching and learning. Kincheloe (2004, p. 61) argues that it is out of this 'complex 

paradigm' that experiential knowledge emerges; knowledge that is 'rooted in action 

and informed by subtle interaction with other knowledge.' This knowledge is 

constructed in flux, moving backwards and forwards between existing professional 

knowledge and the practical knowledge gained through new experiences. 

It is clear from this review of the literature that pre-service teachers' theoretical 

knowledge, gained at University, is changed and re-shaped as a result of classroom 

experiences. Further, this knowledge transformation is a complex process, as all 

teachers experience the multiple challenges in their everyday practice in classrooms, 

and so their knowledge remains in a constant state of flux. This research highlights 

the significance of the person who lies within the teacher. The factors which 

influence the way pre-service teachers use and respond to their knowledge in 

classroom settings also shape their emerging teacher identity. As this thesis used a 

specific curriculum area — the Arts and specifically drama in education — to explore 

the idea of knowledge and its connection to teacher identity, the section to follow 

provides a background into this curriculum area. 
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The Arts 

The section begins with a discussion of the place of the Arts in curriculum 

documents both internationally and nationally before outlining the current curriculum 

requirements for the context of this research — Tasmania. This will be followed by a 

review of literature which explores, in general terms, adherence to these documents. 

Research which has sought to uncover the reasons for the level of adherence by both 

practising teachers and pre-service teachers will then be outlined. A discussion of the 

research related to the specific challenges faced by those who teach drama will also 

be presented. Finally a background into the theoretical underpinnings of educational 

drama as practised in early childhood and primary classrooms is discussed as a 

means to provide a deeper understanding of this curriculum area for the reader. 

International research into the Arts and education by Bamford (2006) found that 

while 84% of countries acknowledged the Arts as a compulsory element of the 

curriculum, only 59% of policy documents formally recognised the contribution of 

Arts education in their programs. Bamford (2006) explains that the Arts, more than 

any other area of education, has been subjected to inconsistent educational practices 

influenced by a range of factors from a lack of resources, to socioeconomic 

conditions and the perceived value of the Arts. Yet, encouragingly, curriculum 

frameworks across Australia acknowledge the Arts as a key learning area 

((Department of Education and Early Childhood Development, Victoria, n.d.; 

Department of Education and Training, Northern Territory, n.d.; Department of 

Education and Training, Western Australia, n.d.; South Australian Curriculum 

Standards and Accountability Authority, n.d.; Education Department, Queensland, 

n.d.). 

In the Australian context during the last two decades, the place of the Arts within 

early childhood and primary classrooms became firmly established when the 

education ministers from all states and territories recognised the Arts as one of eight 

key learning areas as part of the Hobart Declaration (MCEETYA, 1988). The 

national curriculum documents which followed outlined five Arts areas to be 

included in the national curriculum: visual art, music, drama, dance and media 

(Curriculum Corporation, 1994). In years subsequent to the implementation of this 
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national curriculum, states and territories across Australia developed their own 

curriculum documents. Currently in the states and territories of Victoria, Northern 

Territory, Western Australia, South Australia and Queensland, the Arts curriculum 

includes dance, drama, music, visual arts and media (Department of Education and 

Early Childhood Development, Victoria, n.d.; Department of Education and 

Training, Northern Territory, n.d.; Department of Education and Training, Western 

Australia, n.d.; South Australian Curriculum Standards and Accountability 

Authority, n.d.; Education Department, Queensland, n.d.). In NSW the Arts 

curriculum carries the title Creative Arts and includes drama, dance, music and 

visual arts (Board of Studies, NSW, n.d.). At the time this research commenced the 

Tasmanian curriculum documents were titled 'The Essential Learnings' and the Arts 

curriculum was placed within the 'Communicating' strand of the framework under 

the title, 'being Arts literate.' Being Arts literate included the areas of visual art, 

movement, music, drama and literature (Department of Education, Tasmania, 2002, 

p. 23). The current Tasmanian Curriculum documents retain the five strands of 

music, dance, drama, visual art and music within the Arts curriculum (Department of 

Education, Tasmania, 2007). These current curriculum documents continue to place 

drama as a strand of the Arts curriculum in Australian schools and territories. 

The above recognition of the place of the Arts in national curriculum documents in 

Australia has been supported through a range of research initiatives (Australia 

Council for the Arts, 2005; MCEETYA, 2007; MCEETYA, 2008). Six research 

projects were conducted by the Australia Council for the Arts in order to establish a 

strong evidence-base for the value of the Arts in education. These studies found that 

effective Arts education included amongst other attributes; 'student-centred 

learning', 'integrated professional development' and an 'exposure to the diversity of 

the Arts' (Australia Council for the Arts, 2005, p. 4). These research projects support 

the centrality of the Arts in a vibrant contemporary school curriculum. 

Further to this affirmation through Arts research, the 'National Statement on 

Education and the Arts' released in 2007, called for 'a high quality Arts education in 

every phase of learning' while suggesting that the Arts provide a 'valuable 

instructional method and medium that can support all key learning areas 
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(MCEETYA, 2007, p. 6). Following the Melbourne Declaration on Educational 

Goals for Young Australians made by all Australian Education Ministers in 2008, 

progress continues towards revised national curriculum documents which will 

include the disciplines of 'English, Mathematics, Science, Languages, Humanities 

and the Arts' (MCEETYA, 2008, n.p.). Four disciplines are currently being 

developed by the Australian Curriculum, Reporting and Assessment Authority, 

(ACARA) and include English, Mathematics, the Sciences and History. This 

development process will be followed by Geography, Languages Other Than English 

(LOTE) and the Arts (ACARA, n.d.) signalling the continued commitment, at a 

national level, to the Arts as a key learning area in Australian schools. 

Despite this commitment by state and government institutions the research indicates 

that classroom implementation of these documents does not always occur. Many 

researchers claim the Arts still hold a tenuous position within schools and classrooms 

(Bamford, 2006; Eisner, 2002; McCaslin, 2006; Russell-Bowie, 2006; Schonmann, 

2000; Stake, et al., 1991). Eisner (2002) suggests that schools give only token 

acknowledgement to the Arts, rather than time and attention. He goes on to explain 

that what is deemed important to teach is described as 'core' while the Arts are 

placed outside these areas, a practice which legitimises the inattention that is paid to 

the Arts in classrooms. This is supported by Stake et al. (1991), who found the Arts 

held a marginal place, with the performing arts relegated to holidays and school 

gatherings. Research which specifically explores compliance to curriculum 

documents is, however, minimal, as Bamford (2006, p. 24) explains, research into 

Arts education remains a 'neglected' area. The outcomes of Bamford's (2006) 

international study were that there exists a 'clear gap between the espoused policy — 

that values the Arts within education — and the actual "in school" practices' (p. 24). 

Bamford goes on to state that the results of surveys conducted in her research show 

85% of generalist teachers remain responsible for implementing the Arts curriculum 

into their classrooms and suggests these teachers need 'the skills, attitudes and 

enthusiasm to drive Arts-based programs' (p. 146). She also acknowledges that any 

change in this situation will only occur through a review of teacher training, 

specifically for generalist teachers. Presenting a European perspective in relation to 

Arts experiences within classrooms, Ostern (2007) found the percentage of Arts 
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teaching time for 12-14 year-olds in Europe ranges from 3% - 14% compared to time 

spent in USA at 7%. These figures suggest that there remains an ongoing reluctance 

to include Arts- rich experiences for students worldwide. 

The concerns raised by Bamford regarding the lack of effective implementation of 

Arts curriculum documents are mirrored in the Australian context by recent national 

review documents. 'The National Review of School Music Education' calls for 

immediate action to address 'equity of access, participation and engagement for all 

students' along with improvements in 'pre-service and in-service teacher education' 

(DEST, 2005, p. v). Further, the 'National Review of Visual Education' found that, 

'one-quarter or more of the respondent schools reported that visual education was not 

provided to all students in that school' and 'over 75% of responding primary schools' 

visual arts education provision is in a general purpose classroom which is typically 

not designed for practical activities' (Department of Education, Employment and 

Workplace Relations, 2008, p. 118). Similar concerns regarding the implementation 

of Arts curriculum in schools was acknowledged within Tasmania; the context for 

this research (Department of Education, Tasmania, database, 1996; Porteus, 2000). 

Information regarding adherence to Arts curriculum documents in Tasmania remains 

sparse. In 1996, prior to the introduction of the national curriculum documents, a 

survey titled 'State of the Arts' was conducted in Tasmanian schools with responses 

from close to 2,000 teachers, from 97.5% of Tasmanian schools. In terms of primary 

generalist teachers this survey mapped teachers' practice in the five art strands and 

indicated that only 25% of the generalist teachers felt competent teaching drama in 

their classrooms and 80% of schools did not consider that drama had a strong impact 

on their school curriculum (Department of Education, Tasmania, database, 1996). A 

study involving twelve early childhood/primary classroom teachers by Porteus 

(2000) documented Tasmanian teachers' perceptions of drama in their school 

programs. The outcomes indicated that most of the teachers felt they lacked 

sufficient knowledge to confidently implement drama in their classrooms. Further, 

there existed a discrepancy between teachers valuing drama experiences for their 

students and their perceived lack of preparedness or confidence to successfully 

implement those experiences in their classrooms. 
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This issue of practising teachers' personal confidence and commitment to including 

Arts experiences in their classrooms is supported by other research 

nationally/internationally. Crowe (2006) found only nine percent of the 134 

generalist teachers she surveyed felt confident in teaching the performing Arts of 

drama, dance and music. As a result of this lack of confidence, the implementation of 

the Arts into the curriculum tends to rely on the individual teacher's interests and 

attitudes (McCaslin, 2006). As Greene (2001, p. 8) explains, teachers are not in a 

position to develop a 'heightened sensitivity' in others if they have limited 

experience in the art form themselves. Trowsdale (2002) found that teachers 

inherited a cultural view of artists and as a consequence their confidence to teach the 

Arts is reduced. By contrast, a study by Oreck (2006, p. 1) found that teachers with 

'general creative and artistic attitudes' rather than specific skills as an artist was 

instrumental in implementing the Arts in the classroom. Oreck explained that these 

teachers displayed a willingness to push boundaries and engage in pedagogical 

approaches which involved risk-taking. 

Further, the implementation of arts experiences by pre-service teachers has been 

found to be linked not only to their personal dispositions but to the support they 

receive from their colleague teachers. Grauer (1998) found that pre-service teachers' 

personal dispositions and beliefs toward the Art form strongly influenced their 

pedagogical approaches. Grauer's study acknowledged that many generalist pre-

service teachers felt that they were still learning about the structures of the Art form 

at university, at the same time as they were expected to understand the application of 

the pedagogy during their practicum. To further complicate this issue, substantial 

belief changes did not occur during their practicum experience. This study concluded 

that shared values about subject matter knowledge and pedagogy are powerful forces 

in shaping beliefs about the Arts for pre-service teachers. Likewise, Hudson and 

Hudson (2007) found that negative experiences in teaching the Arts during the 

practicum may lead pre-service teachers to believe they are incapable of teaching 

specific aspects of the Arts, while positive experiences may instil confidence in their 

teaching practices. The support given to pre-service teachers by their colleague 

teacher in preparing them to teach in the Arts was investigated by Green, Chedzoy, 

Harris, Mitchell, Naughton, Rolfe and Stanton (1998) who found that many pre- 
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service teachers felt frustrated and lacking in confidence because they did not have 

the opportunity to teach in the Arts while on their practicum. The researchers 

concluded that it was a matter of chance whether pre-service teachers encountered 

staff members with enough knowledge of the Arts to use that knowledge consistently 

in their classrooms and thereby help pre-service teachers develop their own skills and 

practice. Confidence and competence are clearly vital factors influencing pre-service 

teachers' use of the Arts in the classroom. 

Further dilemmas exist for practising and beginning teachers specifically in relation 

to teaching the drama component of the Arts curriculum. Specifically, the complexity 

of the drama process may provide personal challenges for generalist teachers. 

O'Toole (1998) argues because of its very nature, drama experience remains 

'paradoxical and ambiguous' (p. 8). O'Toole goes on to explain that in order to 

create a powerful and pleasurable learning experience for students, teachers need to 

develop the drama content, manage the (often) inexperienced participants and 

undertake these tasks (usually) in a classroom full of desks. As a consequence of 

these challenges, O'Toole explains that drama teaching requires skills of the highest 

order and that for new or inexperienced practitioners the risks of using drama as a 

pedagogical approach may be doubled. The factors influencing skill development in 

drama teaching are investigated in this thesis. In order to investigate and interrogate 

this complexity, O'Mara (1999) examined her own practice when using process 

drama approaches. She found that teachers needed a strong sense of self in order to 

deal with both the personal emotional aspects of their work as well as managing the 

more public values and beliefs. O'Mara found teachers also needed to be empathetic 

towards individual students and the contingencies of social learning tasks. These 

special attributes related to individual student support, clear communication and 

empathy were found to be elements of all effective Arts pedagogy by Harland, 

Kinder, Lord, Stott, Schagen et al. (2000). There is both artistry and a complexity 

involved in using drama as a pedagogical tool — however institutional expectations 

can also cause difficulties for drama practitioners. 

Challenges in teaching drama also emerge from issues related to a crowded 

curriculum and the conflicting expectations of others in relation to the significance of 

45 



Chapter 2 

drama experiences for early childhood and primary student (Anderson, 2002: Crowe, 

2006; Hennessy, 2000; Kemp, 2009; Stinson, 2009). When Stinson (2009) was 

invited to assist secondary teachers incorporate drama strategies to enliven their 

literacy teaching, she researched the professional development process. Her study 

showed using drama as a pedagogical tool not only involved the teachers changing 

their usual practice of direct teaching, but was also subject to conflicting signals from 

school management. Anderson (2002) found that teachers who participated in his 

research relating to the professional development of beginning and practising 

teachers found competing agendas within the school as they received conflicting 

messages about using drama approaches from their school management. Crowe 

(2006) argues that while government and systems leaders state that the Arts are an 

essential learning area, they fail to provide the necessary support to teachers. 

Hennessey (2000) agrees, stating that while teaching in the Arts may be a challenge 

in itself, it is the Arts' lack of status which compounds the issue. The national and 

international studies discussed in this section highlight the reality that teaching drama 

in educational settings still remains both a contested and complex issue, but it has 

been through its practical application in classrooms that educational drama's 

theoretical orientations have emerged. 

The development of the theory related to drama in educational contexts has evolved 

from within and through practice (Schonmann, 2000; Taylor, 2000). Drama in 

educational settings has its roots in play and improvisation and recognises the 

importance of play and creativity in human development, embracing the 

constructivist approach to learning from theorists Lev Vygotsky and Jerome Bruner 

(Taylor, 2000; Wagner, 1998). Today, dedicated proponents of educational drama 

argue that their classroom approaches recognise drama as both an art form and a 

pedagogical tool — as Taylor (2000, p. 98) explains, 'it is the art form which powers 

the process'. The emphasis on the process of drama provides the title 'process 

drama' to the approach currently advocated in educational settings. 

The term process drama emerged simultaneously in Australia and North America in 

the late 1980s (O'Neill, 1995). It is a process involving unscripted drama experiences 

that proceeds without an audience while still adhering to the intrinsic rules of theatre. 
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Within this process, the participants are not only performers but also take on the role 

of playwright and spectator. Bowe11 and Heap (2001, p. 7) describe process drama as 

a dramatic response to 'situations and materials'. The responsibility of the teacher is 

to find strategies which will assist the students to connect with the content and enable 

them to develop responses through engagement and reflection while expanding the 

participant's understanding and appreciation of the art form. On occasions, the 

teacher will also move into the fictional world with their students, for example when 

using teacher-in-role (Toye & Prendiville, 2000). In process drama, the function of 

the teacher is both complex and challenging. 

The single most important factor in successfully using drama as a pedagogical tool is 

the teacher (Way, 1967, cited in Mulcahy, 1991). According to Morgan and Saxton, 

(1987, p. 40), the three key roles in this teaching approach are 'manipulator, 

facilitator and enabler'. The teacher is responsible for supporting and encouraging 

student participation while controlling the pace and tension within the drama 

experience. These teaching approaches require a theoretical knowledge as well as a 

practical working knowledge of the art form. In many ways this approach to teaching 

disturbs the ordinary perceptions of a teaching role, as the teacher is required to 

embody the attitudes essential to artistic endeavour (O'Neill, 1995). Somers (2003) 

explains that through the act of teaching in process drama, a teacher connects with 

the art form in many ways: deciding the dramatic topic, planning the strategies to 

use, and advising students in the development of their drama skills. It is a 

pedagogical space within which the roles of teacher and artist combine to provide a 

powerful learning experience. Simons (2003, p. 17) argues that certain aspects of 

praxis that are crucial to process drama teaching are also quite difficult to describe. 

She acknowledges the work of Brad Haseman at a Drama Australia Conference in 

2002 where he highlighted these features of a drama teacher's practice — 'managing 

energy, laying trails, weaving ideas together, sensing what the group wants, 

withholding in order to maintain tension and surprise and "smelling" emerging 

scents'. Simons suggests that these skills can't be learnt from theory but are 

developed through experience and adaptation within classroom contexts. Again these 

features of pedagogy show both an ability to work as an engaging teacher while 
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adopting the mantle of artist. It is a teaching approach that invites challenge — and 

can be a risky business. 

Risk-taking has been identified as a key element of this approach to teaching 

(Foreman, 1998; McCaslin, 2006; O'Neill, 1995; Whatman, 1998). O'Neill (1995) 

invites drama teachers to tolerate anxiety and ambiguity in their teaching along with 

a willingness to take risks and the courage to confront disappointment and perhaps 

failure. This view is supported by McCaslin (2006), who suggests that when we trust 

ourselves as teachers an initial risk of failure should not impede our search for 

success. Foreman (1998, p. 53) conducted research which aimed to help pre-service 

teachers recognise, identify and manage what she refers to as the personal anxieties 

which may restrict teachers' pedagogical approaches. Foreman's study found that 

many pre-service teachers were restricted in their pedagogical approaches by the 

same fears from which they had hoped to unshackle their students during drama 

experiences. As Foreman (1998, p. 53) explains: 

If drama teachers fear the unknown or the unexpected, how can they 

hope for fearless, honest reactions in learners? If they fear loss of 

control, how can they hope to share power and responsibility inside 

and outside of the drama? If they fear change, how can they work for 

changes in understanding that affect behaviour in their students? If 

they fear failure and its accompanying embarrassment, how can they 

encourage learners to risk and accept failure as a valuable part of a 

learning experience? 

Foreman encourages pre-service teachers to perceive these fears as stepping stones to 

new pedagogical experiences, arguing that 'all teachers improvise, good teachers 

consciously practice improvisation techniques, great teachers master it' (p. 58). It is 

through the process of improvisation that trust and bonds between student and 

teacher develop (Schonmann, 2000). In creating this student teacher relationship, the 

management skills of the teacher need to be considered. 
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Because drama involves active social engagement, classroom management requires 

the development of clearly articulated routines, clear instructions and expectations 

(McCaslin, 2006; Russell-Bowie, 2006). However, O'Toole and Dunn (2002, p. 29) 

argue that the principles of any good teaching practice apply to teaching drama: 

'imaginative planning, flexibility of response, clear communication and good 

relationships'. Because students respond more openly in drama experiences, in 

handling behaviour problems, teachers need to demonstrate an awareness of their 

cause and recognise that feelings of susceptibility may manifest themselves through 

more prominent behavioural responses as indicated by McCaslin (2006). Therefore, 

effective management approaches during drama lessons, create an environment 

which can accommodate unique learning experiences for the students. 

The concept of a trusting environment for students is deeply embedded in the 

theoretical framework for educational drama. Somers (2003, p. 21) describes 

educational drama as the 'epitome of child centred learning', where there is an 

autonomous relationship between teacher, students and learning. Schonmann (2000) 

argues that the interactions between teachers and students in educational drama 

experiences provide a unique learning experience where students are encouraged to 

take ownership as they develop a range of skills related to the Art form. Andersen 

(2004, p. 282) agrees, arguing that the pedagogy of drama includes opportunities for 

learners to participate in role-taking which provide deeper learning experiences 

compared to more traditional approaches to classroom pedagogy. 

The learning which is possible within and through drama experiences is both 

distinctive and complex (Bamford, 2006; Rasmussen & Wright, 2001). Bamford 

(2006, p. 147) explains that Arts experiences allow learners to 'ritualise and stylise' 

aspects of their lives by helping them to understand the complexities of human 

existence. Drama experiences become sites of authentic learning, where learning is 

not something that happens to individuals, but something that individuals do for 

themselves. This approach to learning places the responsibility for what is learnt with 

the students and thereby legitimises their learning experience (Van Oers & 

Wardekker, 1999). This legitimated learning experience enhances self motivation, 

expressiveness and accomplishment in the students (Grauer, Irwin, deCosson & 
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Wilson, 2001). These learning experiences are underpinned by a unique way of 

knowing. 

Dramatic knowing is collaborative and socially constructed (Bolton, 1984; Wagner, 

1998; Wright, 2003). Rasmussen and Wright (2001, p. 9) describe this knowing as a 

`hermeneutical spiral of thought and action', as students not only select thoughts and 

images to express in an aesthetic form, but also reflect on their own expression, 

providing new thoughts to act upon within their own lives. Bolton (1984, p. 163) 

argues that drama experiences require a refined level of consciousness for students as 

they exist in two worlds simultaneously: the real and imagined world. This approach 

requires a view of knowledge as coming from within; a unique form of knowing that 

is only possible through participation in Arts experiences (Bolton, 1984). 

This section has presented an overview of research and theory related to the Arts and 

drama in education in order to provide a background into the curriculum focus of this 

research. The place of the Arts in the school curriculum as well as issues related to its 

implementation in classrooms has been discussed. Finally, a discussion of 

educational drama provided a background into the way drama is used in educational 

contexts. This overview included a discussion of teaching and management 

approaches as well as outlining the students' experience in the drama process. The 

final section in this chapter draws together the three themes of this research by 

explaining the significance of narrative to each of these concepts before introducing 

the idea of liminal identity spaces which have been used in this research as a means 

to understand how school and classroom experiences shape the identity of beginning 

teachers. 

Section 4: Narrative understanding of teacher identity, the 
experience of becoming a teacher, and the knowledge of drama 

teaching 

This section explores the place of narrative research in relation to the three themes 

which underpin this research; teacher identity, the experience of becoming a teacher 
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and knowledge — specifically in relation to drama teaching. The section begins with 

a discussion of narrative studies related to the issue of teacher identity. 

Researchers argue for the power of narrative strategies in exploring teacher identity 

issues (Beijaard, Meijer & Verloop, 2004; Elbaz-Luwisch , 2005; Van Manen, 1994). 

In a review of research into teacher identity, Beijaard, Meijer and Verloop (2004, p. 

123) argue that narrative approaches provide stories that '(re) present' teachers' 

identity by highlighting both the personal and contextual elements of their 

experiences. This concept of the narrative representation of identity is also supported 

by Elbaz-Luwisch (2005, p. xii) who explains that research which explores identity 

by and through discourse is able to verify the link between narrative and teacher 

identity. Elbaz-Luwisch goes on to suggest that teacher identity is 'narratively 

constructed' through a process of documentation of, and reflection on experience (p. 

xii). When teachers document and reflect on their work in classrooms Van Manen 

(1994, p. 159) argues that they are engaging in a process of narrative 'theorising' 

which will allow them to discover and shape their 'personal pedagogical identity'. 

The discourse of story-telling provides an important means for researchers to 

understand teacher identity. 

Narrative research into the issue of teacher identity has uncovered its shifting nature 

as a consequence of practising teachers' experiences in schools and classrooms. In a 

study of five teachers who described their daily experiences in schools and 

classrooms, Soreide (2006, p. 529) found that teachers construct and negotiate a 

range of possible teacher identities which encapsulate their 'images, expectations of 

practice, opinions and values'. Using a narrative approach enabled Soreide to 

understand teachers as active agents in their professional lives as their experiences 

reflected a teaching identity that was both dynamic and subject to change. By 

exploring the way teachers' identity emerges through their stories of practice, 

Watson (2006, p. 509) focussed on the issue of behaviour management as a means to 

understand the way one teacher 'draws on available resources to construct himself as 

a teacher'. Watson found that identity lies in the relationship between knowledge and 

action but because these links are complex it is through the process of teachers 

telling stories of their experience that a structure is created to understand the 
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integration of knowledge and practice. Watson claims 'telling stories is "doing 

identity work" (p. 525). Later, Watson (2009, p. 481) argues that the 'tensions and 

ambiguities' in teacher narratives reflect the 'bigger narratives' of schools and 

classrooms. The link between knowledge, context and identity was also explored by 

Connelly and Clandinin (1999, p. 4) in research conducted with practising teachers, 

administrators and the researchers. Connelly and Clandinin (1999, p.4) suggest that 

'stories to live by' include 'secret teacher stories, sacred stories of schooling, and 

teachers' cover stories' which enable knowledge, context and identity to be 

'understood narratively' — such stories have the ability to magnify the relationship 

between teachers' beliefs and their practice. Connelly and Clandinin suggest that 

each teacher 'creates a special place and orientation' on the school landscape through 

the story they tell and that this story reflects their teacher identity (p. 23). These 

studies confirm teacher identity as being a social and narrative construct and by 

adopting a narrative understanding of identity the contextual and relational issues of 

teacher identity can be understood as remaining transient as a result of school and 

classroom experiences. 

Narrative inquiries into the identity of beginning teachers acknowledge high levels of 

vulnerability in relation to novice teachers sustaining a positive teacher identity. 

Rippon and Martin (2006) worked closely with 10 beginning teachers during their 

first year in the profession. The researchers used a process of collating the data from 

group and individual interviews to create 'the composite characters of Gemma and 

Jane' to illustrate the novice teachers' identity formation experiences' (p. 309). 

Rippon and Martin found three underlying factors which challenged beginning 

teachers' identity; 'the application of the label "probationer", being treated 

differently from other teachers and being excluded from future-oriented teamwork' 

(p. 310). These perceptions highlight the significant impact of particular contexts on 

teacher identity as beginning teachers struggle to accept their place within the 

existing school structures. The study also demonstrates the way narrative approaches 

enable beginning teachers' identity issues to be further understood. Stories, argues 

Estola (2003, p. 181), are a 'powerful tool for making the moral dimensions of pre-

service teachers' identities visible'. In a study involving the analysis of 35 pre-

service teachers' essays, Estola argues for teacher identity to be viewed as a 
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'narrative process and teaching as a certain kind of practice, in which hope is a 

significant part' (p. 181). The idea of hope stems from beginning teachers' awareness 

of the moral aspect of teachers' work through their ongoing challenge to manage the 

highs and lows of their work. Narrative approaches have also been used to document 

the experience of becoming a teacher and of particular significance to this thesis are 

the narrative inquiries in this area which adopted a longitudinal approach. 

Longitudinal narrative inquiries with beginning teachers are marked by an 

underlying quest to find meaning in the everyday classroom experiences of pre-

service/beginning teachers through the stories they live and share (Beattie, 2000; 

Danielewicz, 2001). Some of these studies trace the journey of beginning teachers 

from within the teacher education institution during the pre-service years (Beattie, 

2000; Clandinin, Davies, Hogan & Kennard, 1993; Danielewicz, 2001), while other 

studies focus upon the first years of teaching or trace the journey of pre-service 

teachers from the university setting into their first years as teachers (Flores & Day, 

2006; Keltchtermans & Ballet, 2002). 

As teacher educators implementing an alternative teacher-education program in 

Canada, Clandinin, Davies, Hogan and Kennard (1993) conducted an extended 

narrative inquiry involving five university teachers, 28 pre-service teachers and 28 

colleague teachers to further understand the practice of teaching. This inquiry 

involved intensive collaboration with all those involved. The outcomes of this 

research showed teacher education, and education itself, to be an Improvisory art' 

which is subject to 'discontinuities and tensions' linked to moral issues and an 'ethic 

of caring'. These tensions arise from beginning teachers' past experiences as they are 

enacted in the classroom and go on to inform their future teaching (p. 205). The 

researchers argue that these tensions and discontinuities are best understood through 

narratives of experience as they open up a 'middle ground' between schools and 

universities (Clandinin, Davies, Hogan & Kennard, 1993, p. 207). Longitudinal 

research such as this allows the experience of learning to teach to be understood as 

an intrinsically personal experience embedded in the professional and influenced by 

the relationships and contexts which shape these experiences. Beattie (2000) also 

used a longitudinal narrative inquiry to explore the experiences of pre-service 
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teachers. These beginning teachers' narratives highlighted three emerging themes 

which included: 'creating a teacher identity', 'creating relationships' and 'creating 

new narratives' (p. 5). These accounts by beginning teachers showed their journey 

towards becoming a teacher as an individual process of adaptation across time and 

circumstance. Danielewicz (2001, P.  5) also used an intimate approach to understand 

beginning teachers' journeys as she sought to reveal the 'expressed desires, thoughts, 

reactions, experiences and processes' of her six pre-service participants as they 

undertook a two-year teacher education program with the intention to become 

teachers of English. Her study showed a teaching identity as 'momentary, almost 

ephemeral' as it responds to 'forces of inner desires and outer conditions' (p. 107). 

Extended narrative studies such as those conducted by Danielewicz and Beattie 

underline the significant insight gained by remaining with beginning teachers over 

time and circumstance. The journey of becoming a teacher can be recognised as 

unpredictable and fragile as well as its empowering. 

The journey of beginning teachers as they enter the profession has also been 

documented using narrative approaches as a means to understand the complexity of 

the processes for those involved. Flores and Day (2006) used the narratives of 14 

beginning teachers to analyse the key influences which shaped and re-shaped their 

identities over time. The outcomes of this study revealed three main influences upon 

this group of beginning teachers; their 'pre-teaching identity', their 'initial teacher 

education and practice' and their current teaching 'context' (p. 230). Flores and 

Day's study captures the powerful interaction between beginning teachers' personal 

histories, teacher preparation and the contextual issues of the workplace as beginning 

teachers move into the profession. Contextual issues were also the focus of research 

by Keltchtermans and Ballet (2002) as they studied beginning teachers' induction 

into the workplace. The researchers used a narrative-biographical approach to 

document the socialisation process of 14 beginning teachers. The outcomes of this 

study acknowledge the influence of the micro-political environment on beginning 

teachers' socialisation process. Five factors were found to shape the participants' 

induction into the profession: vulnerability with relation to their roles, availability 

and access to materials, uncertainty regarding position in the school community, 

conflicting values, as well as uneasy interpersonal relationships. The outcomes of 
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these studies by Flores and Day (2006) and Keltchtermans and Ballet (2002) 

acknowledge the importance of beginning teachers understanding and managing a 

range of issues once they leave the campus and enter the profession - this transition 

phase is a significant time for those who are learning to teach. 

One longitudinal narrative inquiry with beginning teachers which included the 

transition phase was conducted by Smith (2007). This research also used a specific 

approach to curriculum as its focus. The aim of Smith's research was to examine the 

relationship between knowledge and teacher identity and the extent to which an 

aptitude in a specific subject area (science) may be relevant to the identity of 

generalist classroom teachers. Smith examined the interaction between various kinds 

of knowledge (pedagogical knowledge and subject matter knowledge) and linked this 

process to identity formation. The participants' identities were seen to be developed 

in their new 'social contexts' and not 'linear' but rather subject to 'multiple 

trajectories' (p. 393). Smith's study highlights the way beginning teachers begin to 

integrate specific content knowledge with general pedagogical knowledge to form a 

repertoire of teaching approaches. Smith found that teacher identity is subject to 

periods of both stability and uncertainty as it continues to be shaped by ongoing 

experiences within schools. Smith's study has particular relevance for this thesis 

because it uses a longitudinal narrative structure and focuses on the transition 

process, as does this thesis. In this thesis, teacher identity formation in relation to a 

particular approach to pedagogy, drama teaching, has built upon the approach taken 

by Smith. 

Narrative inquiry studies in the field of drama education have also sought to further 

understand the unique qualities and identities of drama teachers. Strong connections 

have been found to exist between identification with the Art form and drama teacher 

identity (Anderson, 2002; Wales, 2009). The drama teachers' experiences which are 

represented in narrative research reflect underlying commitments amongst these 

teachers: resilience developed through tolerance of ambiguity as well as the 

significance of relationships with self and others. 
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Resilience within these teachers stems from the personal and the professional 

elements which pervade their teaching lives. Anderson's (2002) work with two 

beginning and two experienced generalist teachers found personal challenges 

permeated their professional lives, just as professional challenges impacted upon 

their work in classrooms. The teachers sought to manage these challenges by dealing 

with a range of issues related to their contexts. Moss (2003) found secondary drama 

teachers' experiences involved an on-going dialogue between self, memory and 

context. Moss argues that being a teacher is not something we are endowed with 

once in possession of a degree but that our identity as teachers keeps evolving as we 

continually add 'experiences to our stories' of teaching (p. 339). In describing the 

culture of drama teaching he claims it is awash with 'irresolvable tensions' [and] 

'shifting unities and connections' (p. 341). These tensions relate the issue of artist 

versus teacher, the struggle for the validity of the Art form and an emotional 

resilience related to the importance of relationships with people and places which 

move beyond professional concerns. Moroney (2005, p. 292) found that by re-

visiting her first year as a secondary drama teacher through a process of narrative 

self-study she was able to reconceptualise the current view of beginning teaching as a 

'struggle' and instead embrace the 'tensions and confusions' of being a drama 

teacher in more positive ways. Wales (2009, p. 275) described her secondary drama 

teacher participants as advocating the importance of 'critical content' in their lessons 

while recognising the value of the elements of dramatic form in the design of their 

lessons. These teacher participants supported the concepts of inclusiveness and 

collaboration within their classroom contexts. The complex and challenging nature of 

drama teaching also resides with a desire to make and sustain meaningful 

relationships with others. 

Relationships with students and others are important aspects of drama teachers' work 

(Moss, 2003). This concept is supported by Moroney (2005, p. 301) who describes 

drama teachers as upholding a 'respectful place' for self and others. Norris, 

McCammon and Miller (2000) also found the pre-service teachers' narrative 

accounts involved these teachers creating opportunities for collaborative learning, 

supporting individual students and nurturing respect of self and others. Because of 

the deeply personal nature of this approach to pedagogy, drama teachers reflect an 
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ethic of caring both for their students, as well as self and others. Drama teachers seek 

to understand students' emotional responses to drama work, encourage students to 

take ownership of their learning while managing unexpected responses that may 

occur when using drama in school and classroom contexts (Norris, McCammon & 

Miller, 2000). Narrative accounts of drama teaching have provided new insights into 

its unique attributes of this particular approach to pedagogy as well the challenges of 

teaching this subject area because of its tenuous place in schools and classrooms. 

The research presented in this section highlights the significant links between 

identity, experience and knowledge and the way narrative approaches have helped 

researchers understand issues related to teacher identity, becoming a teacher and 

drama teaching. This thesis expands the work of these researchers by using a 

longitudinal approach to explore further, a narrative understanding of teacher identity 

through the documentation of school and classroom experiences of beginning 

teachers, specifically in relation to drama pedagogy. The existing research which 

used narrative approaches to explore drama teaching focussed primarily upon 

practising specialist secondary drama teachers (Moroney, 2005; Moss, 2003, Wales, 

2009). The research by Norris, McCammon and Miller (2000) was conducted with 

pre-service teachers, but again involved secondary drama specialist participants. 

This thesis, with its focus on primary generalist beginning teachers and drama 

teaching, extends the existing knowledge in relation to understanding the unique 

aspects of this approach to pedagogy. Further, while narrative accounts of beginning 

teachers' experiences are well represented in the literature, the transitional phase — 

from the campus and into the profession, appears to be an under-researched area 

within the narrative field of research. This thesis therefore contributes to the 

understanding of this important phase in the process of becoming a teacher — 

particularly in relation to an evolving teacher identity being understood through 

narrative approaches. By staying with the participants over an extended period of 

time, this thesis exemplifies the approach recommended by other researchers who 

acknowledge the importance of this on-going approach in the understanding teacher 

identity (Beattie, 2000; Danielewicz, 2001). The exploration of the issue of teacher 

identity in relation to specific approaches to pedagogy has recently attracted interest 

by researchers (Egan, 2004, Hodgen & Askew, 2007, Varghese et al., 2005) as well 
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as Smith (2007) who used narrative approaches to explore this issue. This thesis 

introduces a new area of pedagogy — educational drama, to this existing research. 

In the final section of this Chapter I discuss the two concepts of liminality' and 

'spaces' as used by authors and researchers to explain various aspects of teacher 

identity, drama teaching and narrative research. I explain the process of combining 

these two concepts to form a new lens through which to view the issues of identity 

and knowledge in the experience of becoming a teacher. 

Section 5: Liminal identity spaces 
Reference is made to the terms liminar and 'space' throughout the literature related 

to becoming a teacher and drama teaching. This section explains the origins of the 

term liminality before discussing references to this term in the literature. The use of 

the term 'space' by researchers is also discussed before explaining how these two 

concepts were combined and used in this research to provide clarity in understanding 

the links between experience, identity and knowledge. 

The term liminal,' is derived from the Latin word limen' meaning threshold 

(Turner, 1969, p. 94). Turner used the term to explain the three phases of rites of 

passage or transition from adolescence into adulthood. These three phases are 

explained by Turner as 'separation' then 'margin or limen' and finally 'aggregation' 

or reincorporation (p. 94). The liminal phase is described by Turner as an 

'ambiguous' time as the person exists in a place where `few or none of the attributes 

of the past or coming state' exist and as a result the person lies 'betwixt and between 

the positions assigned and arrayed by law, custom and convention' (p. 95). Later 

Turner (1982) argued that the disorientating experience of existing as a `liminal 

entity' provided an opportunity for a person to learn from the 'blurring and merging' 

of existing understandings (pp. 26-28). Turner suggests that people can be 

'transformed' by these liminal experiences (p. 82). This anthropological term has 

links to both the unsettling and transformational nature of the process of becoming a 

teacher as well as the unique blurring of roles inherent when using drama as a 

pedagogical tool. 
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The term liminal servant' in relation to pedagogical approaches was introduced by 

McLaren (1998) in his work in the anthropology of education (p. 164). Researching 

in junior high school classes McLaren analysed 'classroom culture as a ritual system 

and teaching as a ritual performance' (p. 164). He described teachers as being three 

distinct types of ritual performers in relation to the way they interacted with their 

students. He referred to these roles as 'teacher-as-liminal servant, teacher-as-

entertainer; and teacher-as-hegemonic overlord' (p. 164-165). Teacher-as-liminal 

servant, argues McLaren (1998), recognises knowledge as being 'constructed in 

social and historical context' while remaining conscious of the principles of 'freedom 

and justice' (pp. 170-171). The teacher-as-liminal servant also adds energy to the 

learning process by encouraging active participation and also celebrates the attributes 

of individual students. O'Neill (1995) later adopted McLaren's term of teacher-as-

liminal servant to describe the role of a teacher in drama experiences. O'Neill 

defined `liminality' as a time and space 'betwixt and between' one context of 

meaning and action and another and where those involved undergo a process of 

'separation, transition and transformation' (O'Neill, 1995, p. 66). O'Neill argues that 

teachers who use drama as a pedagogical approach move their students across 

thresholds into new experiences while at the same time, Arts experiences provide an 

opportunity for all those involved to occupy a liminal space as they 'play with 

familiar elements and disarrange and defamiliarise them' (p. 66). Arts experience 

invites students to notice and see things anew. As a result of this experience, both 

teachers and students are 'altered' in some way (O'Neill, 1995, p. 66). 

Many practitioners who write about drama take up Turner's `liminal or liminoid 

activity' and attribute this idea to drama teaching (O'Toole, 1998, p. 7). In his 

address to the Annual Conference of National Drama (UK), O'Toole (1998, p. 7) 

discusses the concept of liminality and drama teaching through the metaphor of 

playing on the beach as he suggests that drama teaching has five metaphoric links to 

the concept of liminality: 

Intellectually — between terra-firma of objects and perceived 

reality....and the formless changing sea of possibility, chaos 

and contingency. 
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Educationally — between the sea of the provisional, of 

fantasy, imagination and hypothesis... and positivistic rocks 

on which all western education systems are foundered. 

Artistically — where we are amphibians too, as I'll try to 

explain 

Morally — I think like crabs we live between the rocks and 

the sand — and we go best sideways, not forwards. 

Politically — since making waves is our business we are, of 

course, perilously vulnerable to being swept away in a rip 

when the tide turns. 

O'Toole's metaphor expresses the key elements related to drama teaching in relation 

to its ambiguity, creativity, ethic of care and tenuous place within schools while he 

aptly links these unique features to its liminal qualities. This thesis sought to explore 

this unique approach to pedagogy and understand the way this approach to teaching 

influences beginning teachers' understanding of themselves as teachers. The concept 

of it being a liminal activity was an important conceptual lens through which to 

examine this particular pedagogical approach. Significant links between this term 

and the process of becoming a teacher were also uncovered in the literature. 

The liminal nature of the experience of becoming a teacher was explored by Pierce 

(2007, p. 31) who described entering the profession as a 'rite of passage or 

transitional stage'. Pierce used Turner's (1969) concept of liminality in an 

ethnographic study with four beginning teachers in order to explore the participants' 

experiences 'between pre-service preparation and full-time teaching' (p. 36). Pierce 

found that beginning teaching can be described as a liminal phase' or an 'alienating 

passage' which may impede beginning teachers' enthusiasm to thrive or even remain 

in the profession (p. 37). Factors causing this alienation included their initial 

dedication being undermined by a lack of collegiality amongst existing staff 

members, tensions with the existing school culture and the lack of opportunity to feel 

part of a community. Pierce's research highlights the ambiguous and unsettling 

nature of the journey across the threshold from university into the classroom; a rite of 

passage that remains fraught with inconsistencies and uncertainty. 
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The term has also been used in relation to teacher identity. In her work with 

beginning teachers, Danielewicz (2001) specifically acknowledged the liminal nature 

of teacher identity. As she sought to understand the process of forming a teacher 

identity, she argued that teacher identity can be found on the liminal edges' where 

the internal meets the external (p. 66). Danielewicz explains that while identity is 

constructed through social interaction, identities (realized as the "I" of self) are 

attached to individuals and their physical bodies' (p. 10). For this researcher, identity 

remains in a constant state of 'construction and reconstruction, reformation or 

erosion, addition or expansion' as a result of internal and external factors that are 

shaped by experience (p.10). Danielewicz used the concept of liminality in an 

intimate way in order to explore the issue of teacher identity. 

The concept of liminality has been adapted from the existing research in this thesis 

by exploring further the ambiguous and disorientating process of becoming a teacher 

while also uncovering the possibilities for teacher identity that are contained within 

this uncertainty. The links between drama teaching and liminality have also been 

recognised and will be used in this study as a means to further understand the unique 

characteristics of drama pedagogy as they emerge from the participants' stories of 

experience. The deeply personal nature of teacher identity will be explored by using 

the very intimate approach adopted by Danielewicz (2001) where a sense of self as 

teacher becomes the pivotal means for understanding teacher identity as it occupies 

challenging spaces. 

Narrative approaches open spaces for dialogue and inquiry into becoming a teacher 

and understanding teacher identity. The term 'space' has been used by a range of 

researchers in order to explain a number of ideas and concepts (Clandinin & 

Connelly, 2000; Clandinin, Davies Hogan & Kennard, 1993; Clandinin, Downey & 

Huber 2009; Olson 2000). Clandinin, Davies Hogan and Kennard (1993, p. 207) 

acknowledge the importance of creating a space to 'speak a language of uncertainty'. 

Their concept encourages the process of learning to teach to be understood through 

dialogue between those involved in teacher preparation and those preparing to 

become teachers. Alsup (2006, p. 39) also encourages the opening of dialogic spaces 

for what she titles 'borderland discourse.' Alsup explains that such a discourse lies 
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on the border between the institutional discourse and personal discourse. From 

within this dialogical space beginning teachers are able to 'carve out an identity 

space,' a space, Alsup argues, that is always in the process of 'becoming' (p. 7). The 

unfixed, evolving nature of teacher identity had resonance with this thesis. The 

concept of spaces was also explored by Olson (2000, p. 175) who found that 

beginning teachers often find their place within schools 'confusing and frustrating' 

and stressed the importance of beginning teachers finding 'space to create their own 

curriculum story' with their students. This concept was important for this thesis in 

relation to the opportunities provided for my participants to be able to teach 

educational drama in their classrooms. 'Storied spaces' is a term developed by 

Clandinin, Downey and Huber (2009) referring to spaces being provided for telling 

the stories of teaching. The researchers argue that when this space is provided the 

opportunity also arises for the interrogation of teaching — an 'inquiry' space and 

support for those involved in entering the profession — a 'sustaining' space (p. 152). 

The concept of providing an inquiring and nurturing space where dialogue related to 

the process of being and becoming a teacher, teacher identity and drama teaching 

became an integral component of this thesis. 

The concept of 'spaces' within the existing literature acknowledges the dialogic 

possibilities when a space is made available to understand teachers and teaching. A 

space allows for a form of inquiry which will nourish, sustain and support all those 

involved in the process (Clandinin, Downey & Huber, 2009). It also becomes a space 

where those involved in the process of becoming a teacher begin to find their place 

on the educational landscape. 

This thesis combines and expands the existing concepts of liminality' and 'spaces' 

to create the idea of a liminal identity space of beginning teachers which is a central 

contribution of the thesis to the literature. This involved uncovering in the data the 

spaces where the participants' sense of self as teacher was challenged or confirmed. 

This thesis proposes that by finding and analysing this space we are better able to 

understand the unsettling, transitional and transformational nature of teacher identity. 

The identification of this space also enables the exploration of the personal and social 

aspects of teacher identity as they evolve over time and through experience. Finally, 
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the examination of this space captures the blurring and merging of beginning teacher 

knowledge as applied in practical settings. Exploring liminal identity spaces became 

the key analytical tool used in this research and will be further explained in the 

Methodology, Chapter 3. 

Section 6: Summary of Chapter 2 
This chapter has presented the literature related to the central themes of this research: 

teacher identity, the experience of learning to teach, knowledge particularly in 

relation to drama teaching and the significance of a narrative understanding of these 

themes before introducing the concept of liminal identity spaces. The literature 

review presented in this chapter focussed on understanding the experience of 

teachers and teaching, and positioned this thesis in areas which are under-researched. 

The literature highlights teacher identity as remaining in a constant state of 

fluctuation, adaptation and modification as a result of experience. For teachers, a 

strong connection exists between the personal and the professional aspects of their 

work in schools and classrooms. The influence of emotions and agency on teacher 

identity has also been highlighted along with the social and cultural influences — 

particularly in relation to pre-service and beginning teachers. 

The practicum, as well as the first year in the profession, is shown in the literature to 

remain a complex and sometimes perplexing experience. It is from within these 

practical settings that the pre-service teacher begins to establish their teacher identity. 

Contextual and relational issues within schools and classrooms lead beginning 

teachers to confirm or confront their existing aspirations as they begin to shape their 

teacher identity. Once beginning teachers enter the profession, their transitional 

experience also proves uncertain and presents unique challenges both at the school 

and classroom level. 

The research discussed in this chapter found teacher knowledge to also be 

multifaceted and in a continual process of transformation as a result of practical 

classroom experience. The context of the study in relation to Arts curriculum 
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requirements and its implementation in schools and classrooms was also provided. 

The specific professional knowledge focus for this thesis, Arts education and in 

particular, drama, was described as a unique approach to pedagogy which requires a 

collaborative relationship between teacher and students and can at times present 

specific challenges for those who teach it. The literature also acknowledged the 

marginal place of the Arts in the school landscape. 

Existing research highlights the important role narrative approaches play in further 

understanding the issues of identity, experience and knowledge in the world of 

teachers and teaching. To conclude this chapter an explanation of the concept of 

liminal identity spaces, drawn from the literature, and adapted for this thesis, was 

presented and discussed. This thesis makes an original contribution to the existing 

research by using beginning teachers' narratives of experience to uncover and 

understand the liminal nature of teacher identity and the pedagogy of drama teaching. 

The chapter to follow will describe the methodological approaches used in order to 

understand identity as being shaped through and by experience, and the processes 

involved in documenting the liminal identity spaces into which the participants 

moved as a result of their school and classroom experiences. 
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Chapter 3: Methodology 

Narrative inquirers study experience. 

(Clandinin, 2007, p. 2) 

As teacher identity is embedded in the person and their experiences (Pietsch & 

Williamson, 2007), the purpose of this research was to establish a deeper 

understanding of the way school and classroom experiences shape the identity of 

pre-service/beginning teachers. The previous chapter has explored the literature in 

relation to the three themes which underpin this research: teacher identity, the 

experience of becoming a teacher and knowledge, particularly in relation to drama 

teaching. The importance of narrative approaches in understanding teacher identity, 

experience and knowledge has also been considered. In this chapter the 

methodological approaches used to uncover the spaces the participants moved into 

as they confronted issues related to their understanding of self as teacher are 

outlined. The approaches used have links to drama —just as drama experiences 

explore the human condition through the enactment of stories, this research sought 

to understand the lived experience of a group of pre-service/beginning teachers by 

documenting their narratives of experience. I begin by justifying my strategies of 

inquiry. Then, in Section 2, I situate myself within the research process, while in 

Section 3 the research design is explained. A chronological outline of the data 

collection process is presented in Section 4 and the process of data analysis follows 

in Section 5. The limitations of the study are acknowledged in Section 6 before a 

summary of the chapter is provided in Section 7. 

Section 1: Strategies of inquiry 
All research is framed by the researcher's beliefs and feelings about the world and 

how it comes to be understood (Denzin & Lincoln, 2000). In this section I outline 

my epistemological stance and my subsequent decision to adopt qualitative 

approaches. This is followed by an explanation regarding narrative inquiry 

methodology which emerges from these underlying beliefs and values. 
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Qualitative approaches 
Qualitative approaches recognise that new understandings are reached through a 

process of discovery. This discovery involves holistic research methods which 

capture the significance of lived experience amid the complexity of contextual 

circumstances while valuing the relationship embedded in the process of connecting 

the researcher with the researched (Denzin, 2008; Denzin & Lincoln, 2000; Gergen 

& Gergen, 2000; Hollingsworth & Dybdahl, 2007; Janesick, 2000; Sarantakos, 

2005; Schwandt, 2000). By documenting my participants' responses to their unique 

classroom experiences, I embarked on a process of discovery in relation to the 

significance of these events in the shaping of the participants' professional identities. 

My purpose was not to prove an existing assumption, but rather to allow the 

classroom realities to unfold. Qualitative approaches provided me with the 

opportunity to explore the personal, relational and contextual factors embedded in 

teacher identity. 

Qualitative approaches are shaped by particular assumptions and purposes (Pinnegar 

& Danes, 2007). I made assumptions regarding how a deeper understanding of 

teacher identity could be attained by paying close attention to the personal and 

immediate classroom experiences of a group of novice teachers through valuing, and 

then documenting, their experiences. My approach was framed by an acceptance of 

both the complexity and contradictions which may emerge as a result of a research 

partnership where the co-construction of knowledge occurs (Denzin & Lincoln, 

2000; Janesick, 2000). 

Within the qualitative paradigm the generation of knowledge and meaning is 

acknowledged as a social and transactional process which is formed and shaped by 

both the researcher and the participants (Crotty, 1998; Denzin & Lincoln, 2000; 

Paulus, Woodside & Zeigler, 2008: Sarantakos, 2005). In this study the closeness of 

the contact between the 10 participants and the researcher over an extended period 

of time meant we would shape and construct an understanding of their experiences 

together. As a result of this collaboration what emerges is described by Denzin and 

Lincoln (2000, p. 21) as 'multiple constructed realities' and so what needs to follow 

is a process of interpretation, or what Sarantakos (2003, p. 38) terms 
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'(re)construction,' in order for these multiple realities to be rendered accessible to 

others. 

The reconstruction or interpretive process involved in this research required finding 

a methodological approach which would adequately provide opportunities to 

document experience in a form which was not only accessible but rich with new 

meaning. Denzin and Lincoln (2000) argue that documenting personal stories which 

contain rich descriptions of lived experience provides opportunities for these 

experiences to be explicitly shared and also allows comparisons and contrasts to 

form part of the research text. Using these underlying assumptions and principles 

embedded in qualitative approaches, narrative strategies were chosen as the most 

appropriate methodological approach in order to construct and interpret the 

participants' experiences. 

Narrative Inquiry 

Narrative inquiry encompasses the overarching beliefs and values of qualitative 

research by supporting both constructivist and interpretive approaches. This research 

had as its focus the relevance and meaning which emerges as a result of experience 

and the way this experience can be best described and understood through narrative 

forms. Many researchers attribute the earlier development of narrative inquiry to the 

impact of the work of John Dewey (Clandinin & Connelly, 2000; Cortazzi, 1993; 

Jalongo & Isenberg, 1995; Schon, 1991). Dewey highlighted the idea that the 

commonplace term 'experience' is a concept which is indistinguishable from the 

process of inquiry. In this research then, narrative comprised not only the content of 

the data, but also underpinned the methodological approaches (Clandinin & 

Connelly, 2000; Pinnegar & Daynes, 2007). The features of narrative inquiry, 

relevant to this research, are now discussed and include issues related to the feelings 

and actions, plot and character, reflection, and understanding the teaching process. 

Life experiences are viewed as being both personal and social and therefore 

narrative inquirers seek to include both the personal and interpersonal aspects as 

they go about the task of composing a narrative account of experience (Clandinin & 

Connelly, 2000). Teacher identity has been acknowledged as deeply personal and so 
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narrative approaches to research were relevant to this research. Bruner (1986, pp. 

11-14) argues that narrative knowing portrays 'lifelikeness' by creating two 

landscapes for the experience: 'action' involving intention, goal and situation; and 

'consciousness' which documents how those involved think and feel. In this 

research, drawing these two elements of enactment and intention together became a 

way to understand teacher identity as it was revealed through the participants' 

classroom experiences. How the participants described their experience and their 

emotional responses to these events established a platform from which to view their 

emerging teacher identity. The telling of stories became a way for these ten pre-

service/beginning teachers to come to understand the ways their personal and 

teaching lives are intricately and intimately linked. This documentation process also 

required a narrative shaping of those experiences. 

Narrative inquiries contain the distinctive storied characteristics of both plot and 

characters. Polkinghorne (1995, pp. 5-6) describes the importance of 'temporal 

unity' through the sequencing of events which allows for individuals to be 

acknowledged as immersed in 'situated action' or what Bochner and Ellis (2003, p. 

509) term 'lived moments of struggle'. This sequencing or chronology of events, 

featuring characters in action, sets narrative inquiry apart from other research genres 

(Cortazzi, 1993). As the narratives of experience unfolded across the four years of 

data collection for this research, the 10 participants became the central characters in 

the unfolding plot. Narrative unity was achieved by the appropriate sequencing of 

events across time and place. Teacher identity formation could then be viewed 

across these temporal and situated spaces. Because the study moved into the 

complex world of the classroom and involved the challenging process of learning to 

teach, narrative approaches were the most effective ways to document the 

participants' experiences, by providing structure and continuity as well as a means 

for ongoing reflection. 

Narrative inquirers pay attention to the importance of reflective processes. Stories 

are viewed as a means of reflecting on experience; a backward-glancing or 

contemplation on events (Chase, 2005; Cortazzi, 1993). The method of data 

collection used in this research was linked to the significance of ongoing reflection 
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in teaching and valued the significance of articulating experience as a means of 

creating new understandings about teachers' work in classrooms. This research 

respected the perceptions and experiences of this group of pre-service/beginning 

teachers, holding as valid their interpretation of experience through the stories they 

told and how their experiences shaped their sense of themselves as teachers in a way 

which could be understood by others. 

Teacher identity is both a complex and dynamic concept. Collecting stories of 

experience provided a means of documenting and recording the process of shaping a 

teacher identity in a way which was meaningful for both the participant and the 

observer. Clandinin and Connelly (2000) suggest that narrative is the most effective 

way of documenting and understanding what it means to teach. Jalongo and Isenberg 

(1995, p. 182) also state that narrative allows the implicit knowledge of teaching to 

become 'more explicit'. Beattie (2000, p. 3) extends this idea by suggesting that 

narratives provide teacher educators and prospective teachers with greater access to 

'professional ways of knowing'. The idea that teachers' professional and personal 

experiences are best understood through their stories highlights the significance of 

narrative inquiry for educational research in general, and for this research in 

particular. The approaches used in this research aimed not only to understand 

teacher identity but also to provide an opportunity for these experiences to be told 

and heard. Cortazzi (1993) argues that any real changes in education will not be 

carried out until 'teachers' perceptions and experiences are taken into account'. He 

explains that we need to know 'how teachers themselves see their situation, what 

their experience is like, what they believe and how they think' (Cortazzi, 1993, p. 5). 

In this research, the specific focus in relation to understanding the teaching process 

and teacher identity related to drama teaching. 

The guiding issues which underpinned this research, as discussed in this section, 

suggest the development of a very close relationship between the researcher and the 

researched as we shared in a process of construction and discovery. The intimacy of 

this relationship draws into focus my place in this process. All qualitative research 

demands that the researcher provide an honest account of where they situate 

themselves in the research process (Creswell, 2003), so in the following section I 
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make explicit the way my experiences influenced my work and acknowledge the 

way my background shaped my construction and response to this research. 

Section 2: The researcher in this study 
My place in this research is connected to issues of relationship and background. 

Schwandt (2000, p. 203) believes that researchers have both a moral and political 

responsibility to answer the fundamental question 'How should I be towards these 

people I am studying?' My aim was to conduct a study which placed the researcher 

and the researched in a bond of 'mutual respect' (Jalongo & Isenberg, 1995, p. xii). 

The section to follow seeks to explain my background in relation to the study, My 

connections to the participants, the research sites and the implications these factors 

may have for the study's outcomes. As Creswell (2003, p. 9) advises, researchers 

should recognise that their own background 'shapes their interpretation' so it is 

important that they should position themselves within the research. Three key issues 

proposed by Denzin (1989, p. 28), 'history, power and emotionality', guide the 

discussion which follows. 

My background in relation to this research was shaped by a long career as an early 

childhood and primary educator prior to moving into the tertiary teaching sector. At 

the time I commenced this research, I was teaching pre-service teachers how to use 

drama as a pedagogical tool in early childhood and primary classrooms, as well as 

how to strengthen their students' knowledge of the art form. The focus and interest 

of this research lay in exploring the way the experiences of pre-service teachers 

shaped their emerging teacher identity as they experienced teaching drama in the 

classroom. As Denzin (1989, p. 25) suggests, qualitative researchers 'find their own 

worlds of experience are the proper subject matter of inquiry (unlike positivists, who 

separate themselves from the worlds they study)'. I began to formulate questions 

such as, 'What is the experience of teaching drama like for these pre-service 

teachers?' How difficult or easy is their experience?' Do they feel empowered or 

threatened by the experience?' How is their interest in teaching drama responded to 

by their fellow teachers?' In what ways do these teaching experiences shape their 

identity?' These initial questions and my connection to the participants on campus 

raised questions related to the issue of equality. 
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Interpretive research inevitably involves issues related to power (Denzin, 1989). 

Even though I was responsible for introducing the skills of drama teaching to the ten 

pre-service teacher participants through their course-work, it was never my intention 

to investigate the success of my teaching program. My focus always remained on 

documenting classroom experiences from the point of view of the participating pre-

service teachers. In order to ensure that the participants felt comfortable with this 

relationship and my purpose, they were reassured that this research was not seeking 

to judge their response to my teaching, or the quality of their experience at 

University. Nor was I seeking to monitor (and/or make judgements on) their 

teaching of drama. From the very first meeting I explained to the participants that 

they would enter this project as co-researchers; together we would seek to further 

understand how their classroom experiences shaped their teacher identity. 

I remained conscious that my emotional attachment to the subject matter, my 

enthusiasm for educational drama, had led me to this research. Close scrutiny of any 

form of interpretive research discloses a high level of emotional attachment within 

the process (Denzin, 1989). I realized that my participants' experiences may not 

mirror my own exuberance, that their experiences may be influenced by other 

contextual factors or their emerging skill base. My emotional attachment to this 

approach to teaching needed to be placed to one side as I searched for the meaning 

of the participants' experiences. Another consideration linked to the emotional 

relationship between the researcher and the researched involved understanding that 

the act of sharing one's story involves an emotional transaction. Witherell and 

Noddings (1991, p. 70) explain it this way: 

So if telling a story requires giving oneself away, then we are 

obliged to devise a method of receiving stories, that mediates the 

space between the self that tells, the self that told, and the self that 

listens: a method that returns a story to the teller that is both hers 

and not hers, that contains her self in good company. 
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My task as researcher was to hold in high esteem the task I undertook as a mediator, 

listener, inquirer and interpreter of the participants' stories. This process involved 

understanding and making sense of the significance of each experience along with 

the understanding that these narratives would contain my interpretive voice 

(Polkinghorne, 1995). The section to follow outlines in more detail these 

commitments by describing and discussing the research design. 

Section 3: The research design 
The design of qualitative research has a focus on describing and explaining decisions 

that were made and which are linked to the appropriate processes used in the 

research (Janesick, 1998). This section describes and explains the choices made 

regarding the overall plan for this research by providing an initial framework which 

contains the key elements of the research design and is followed by a more detailed 

account of how the data collection and analysis processes unfolded over the four-

year period. First the longitudinal nature of the study is discussed, followed by the 

site and participant selection process. Finally, the three sources of data collection are 

presented. 

Longitudinal nature of this study 

This study was designed to ensure that I remained with the participants over time as 

they moved across and within changing circumstances and contexts. This extended 

data collection process provided a rich source of material from which to explore the 

issue of teacher identity and the way it is shaped and transformed as a result of 

experience. 

The research process began when the pre-service teachers were in their 3rd  year of a 

four-year education degree program and their participation continued until they were 

in their first year as graduate teachers. Remaining in the field for an extended period 

of time provided a series of 'checks and balances' which assisted in documenting 

and analysing the meaning of lived experience (Janesick, 1998, p. 53). Traditionally, 

longitudinal cohort studies have been used to track human growth and development 

because this ongoing documentation reveals patterns of development and operating 
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factors that are not possible in other forms of study (Cohen, Manion & Morrison, 

2000). In this study, a longitudinal approach became the most effective means to 

record and document identity development over time and place. This approach 

allowed for the gathering of multiple narratives in multiple places (Denzin, 1989). 

By adopting this longitudinal approach I ensured that a range of experiences could 

be included as a means of documenting the participants' emerging teacher identity. 

The research sites and participant selection 

The site selection and the participants involved in this study were chosen 

strategically for what Cohen et al. (2000, p.104) call 'fitness for purpose'. The task 

of answering the research question about the classroom experiences of pre-

service/novice teachers and their identity formation required making strategic 

decisions regarding the site and selection of participants. As Denzin and Lincoln 

(2000, p. 370) explain, the qualitative researcher seeks individuals 'where and for 

whom the processes being studied are most likely to occur'. This idea was relevant 

for this study because choices needed to be made in relation to suitability and 

accessibility. 

The site for this research needed to provide access to participants enrolled in an 

institution where early childhood or primary teacher training was provided and 

where practicum teaching experiences were occurring. The participants also needed 

to be pre-service teachers who had received some initial training in the use of drama 

as a pedagogical tool in early childhood or primary classrooms. The site where the 

participants were selected was the University of Tasmania. This site provided me 

with a group of pre-service teachers to whom I had easy access during the four years 

of data collection. This method of site selection became one of convenience or 

opportunity. 

The participants were purposefully selected so that I could effectively examine the 

research issue and answer the research question (Cohen et al., 2000; Creswell, 

2003). This participant cohort provided me with the opportunity to document their 

experiences of teaching drama in early childhood and primary classrooms over a 
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three-year period — two years on campus and one year after graduation. This cohort 

had the opportunity to undertake the classroom experiences required for this study as 

well as the skills and knowledge needed to be able to narrate their experiences. 

Initial contact with the participants was made during Semester 1 of their 3 rd  year of 

study. 

To recruit the participants I made arrangements to address the 3 rd  year, cohort 

comprising approximately one hundred and fifty students, during a lecture time slot 

where I outlined the aims of the research and invited those pre-service teachers who 

may be interested in joining the research to contact me via email. I then arranged a 

meeting with the group of eight prospective participants (three the previous year in 

the pilot study). I outlined the research process as documented in an information 

sheet, a copy of which was provided for each participant at the meeting. Before 

leaving the meeting each participant signed a consent form. Once the participants 

had been recruited the data collection process could proceed. 

Three sources of data 

Three sources of data were obtained during this study: journals, semi-structured 

individual interviews and group interviews. This section discusses the significance 

of each of these data sources for the study's design and purpose. While individual 

interviews formed the principal data source in this study, journals and group 

interviews were also crucial components of the overall data collection process. A 

discussion of the significant role of journals is presented before individual and group 

interviews are discussed. 

Journals 

The participants were invited to write a journal which documented their experiences 

of teaching drama during their practicum. The journals held a dual role as both a 

reflective and documentary tool. The opportunity to engage in reflective practice 

established a pattern early in the study during which the participants and I would 

work collaboratively. Scholl (1991, p. 11) suggests that the researcher should 

involve the participant as a 'potential collaborator' through the process of reflection 

on practice. The journals also became a tool for the participants to record their 
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experiences. Janesick (2000, p. 392) believes that journals are a 'rigorous 

documentary tool' which provides participants with the opportunity to participate, 

first-hand, in the data gathering process. Using this process of documentation and 

reflection enabled the act of teaching and this study to be viewed as a continuous 

form of inquiry. As well as providing opportunities for reflection and 

documentation, the journal entries were used to develop a framework for the semi-

structured individual interviews which followed. 

Individual semi-structured interviews 

The individual interviews became the central point at which the teaching 

experiences were narrated and documented. An interview has been defined as a 

conversation that is structured by an underlying purpose while containing the ebb 

and flow of both questioning and listening techniques (Denzin & Lincoln, 2000; 

Kvale, 1996). 

As the researcher, I acknowledged that the participants were making meaning of 

teaching events through their storytelling process during the interviews. This 

conversational relationship gave the participants the opportunity to elaborate on the 

experiences described in their journals which provided the framework for the story 

to unfold (Chase, 2005). During the interviews I established an atmosphere 

conducive to relaxed but meaningful communication, an approach described by 

Enoch and Buchbinder (2005, p. 589) as 'co-operative interaction', where both 

parties contributed to and negotiated the meaning making. My role was to facilitate 

this interaction as the participants shared their classroom experiences. 

The interviews became a time when the complexity and uniqueness of the 

participants' experiences as teachers could be constructed and documented (Elbaz-

Luwisch, 2007). It is acknowledged that teacher knowledge has a storied form 

(Carter, 1993; Elbaz, 1981; Elbaz-Luwisch, 2005). In adopting this idea, the 

interviews became a way to explore and document the participants' knowledge into 

a narrative whole and by doing so, validate their experience. These narratives were 

also later shared with the other participants through a group interview process. 
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Group interviews 

Group interviews were conducted primarily for the purpose of seeking the 

participants' responses to their own stories of experience and those of their co-

participants. Group interviews were therefore used both as a means to communicate 

and to confirm the outcomes (Bloor, Frankland, Thomas & Robson, 2001; Vaughn, 

Schumm & Sinagub, 1996). In this process of communication and confirmation, the 

participants shared their thoughts and understandings of experiences of others as well 

as making further responses to their own experiences during the interview process. 

The group interviews were semi-structured in their format. Fontana and Frey (2000, 

p. 652) believe a non-directive approach in a focus group interview provides the 

establishment of the 'widest range of meaning and interpretation' of the common 

experiences shared by the group. This open-ended approach applied in the group 

interviews provided the opportunity for multiple interpretations of the experiences to 

emerge. This multiplicity is what Madriz (2000, p. 840) defines as 'horizontal 

interaction' which opens up a network of communication as well as the 

establishment of an interactive dialogue. Bloor et al. (2001, p. 5) suggest a group 

forms a legitimate occasion for the participants to engage in 'retrospective 

introspection'. So while discussing the experiences of others, the participants were 

also given the unique opportunity to reflect again on their own teaching experiences 

in this shared context. 

At another level, the group interview process in this research sought to explore the 

significance of a narrative way of knowing (Bruner, 1986). Bochner (2002, p. 262) 

suggests that story telling gives 'coherence and continuity that's not available at the 

original moment of the experience'. The sharing of stories became a process of 

documentation where new understandings were reached as a result of reading the 

stories of others. It became a way to scope the level of meaning gained from these 

narratives of teaching as they were collected, interpreted and shared. 

The design of this research was multi-layered, with a variety of methods used to 

collect data. It was designed so that I remained with the participants over an 

76 



Chapter 3 

extended period of time. The data collection process is outlined in a chronological 

sequence in the following section. 

Section 4: Data collection procedures 
The following table presents an overview of the data collection procedures: 

Table 1: Data gathering process 

Year Process 

Data gathering process 2002 • Ethics approval and pilot study 

Data gathering process year 2003 • The 3 rd  year practicum 

• Journals of 3 rd  year practicum and individual semi-

structured interviews 

• Writing stories 

• Stories returned to participants and focus group 

interviews 

• Reflection 

Data gathering process year 2004 • The 4th  year practicum or internship 

• Journals of 4 th  year practicum and individual semi-

structured interviews 

• Writing stories 

• Stories returned to participants and focus group 

interviews 

• Reflection 

Data gathering process year 2005 • The first year as a novice teacher — 2 individual 

semi-structured interviews during the first year as a 

novice teacher. 

Data gathering process year 1 - the pilot study 

Before the pilot study commenced, approval was sought and obtained from the 

Human Research Ethics Committee (Tasmania) Network at the University of 

Tasmania Project Number: H 7231(Appendix 1). This preliminary study aimed to 

trial the methodological approaches in order to assess whether the selected strategies 

would gather relevant data and ensure the research purpose could be achieved. This 

is a process described by Janesick (1998, p. 45) as a `warm-up'. While I had 

conducted research previously, my interviews had been aimed at gathering teachers' 
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perceptions of educational drama. By contrast, this research sought to focus on 

narrative accounts of experience and therefore I considered that such a trial was 

warranted. The pilot study became a rehearsal for the purposes and processes 

proposed for the main study. This idea is supported by Polkinghorne (1997, p. 12) 

who describes research as practice, and suggests there need to be 'tacit strategic 

improvisations in the service of guiding purpose'. 

The pilot study provided me with the opportunity to concentrate the study's purpose 

and focus on particular issues such as establishing communication approaches and 

assessing the appropriateness of the design (Janesick, 1998). During the pilot study I 

was able to assess the ease with which I could communicate my expectations to the 

participants, gather their journals, prepare the semi-structured interview schedule, 

and conduct the interviews before analysing the data. I was also able to focus on the 

success of my approaches with regard to participant involvement and their important 

role as co-researchers. This relationship became central to this research purpose as I 

focussed on the 'meaning and perspectives of the participants' (Janesick, 1998, p. 

43). This trial also gave me the opportunity to develop skills in conducting effective 

interviews. Kvale (1996, p. 147) suggests that conducting several pilot interviews 

will increase the researcher's ability to 'create safe and stimulating interactions'. 

Again this process assisted me in formulating the approaches required for a 

collaborative environment to thrive. 

As the data gathering procedures for the pilot study were identical to those adopted 

in the final study, the details of all procedures will be discussed at length in the 

subsequent sections. At the completion of the pilot study I was able to reflect on 

what Janesick (1998, p. 3) calls 'substantive' issues; practicalities, values and effect. 

I had the opportunity to examine any preconceived ideas which I may have had in 

relation to the effectiveness of my methodology. Two of the pilot participants 

remained in the study throughout the four years. After the pilot study was 

completed, the research continued into its second year. 
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The data gathering process year 2 

This section outlines the research process in the year following the pilot study and 

includes description and discussion of the 3' d  year practicum, the participant journals 

and the individual interviews. The writing of the stories of teaching is then 

explained, followed by the process of returning the stories and conducting focus 

group interviews. The section concludes with a reflection on this study's progress to 

this point. 

The 3rd  year practicum 

At the University of Tasmania, the pre-service teachers undertake seven weeks of 

practical experience in classrooms during the 3rd  year of the four-year program. 

These seven weeks of professional experience are split into two segments. At the 

start of the school year the pre-service teachers work in the classroom for two 

weeks. This component of the practicum enables the student to understand the 

complexity of preparation involved at the start of a new school year. After these 

initial two weeks in the classroom, the pre-service teachers continue their studies on 

campus for six weeks before returning to the same classroom for a further five 

weeks of teaching experience. When I made initial contact with this cohort, the pre-

service teachers had already completed their initial two weeks of the practicum and 

were preparing to go back to the same classrooms for the five-week teaching block. 

The participants were invited to begin the research partnership when they returned 

for the second phase of their 3' year practicum by keeping a journal which 

documented their teaching of drama. I provided the participants with written 

documentation providing guidelines for the completion of their journal and also 

outlined the contribution their journals would make to the research process. A copy 

of this communication titled: 'From the campus to the classroom — narratives of 

teaching educational drama' is provided in Appendix 2. 

Journals and individual semi-structured interviews after the 3rd  year practicum 

The participants' journals provided a framework around which I could build the 

semi-structured interview schedule. As Van Manen (1997) explains, writing a 
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journal requires the author to enter a reflective mode as he/she records his/her 

experience. It is through this reflective process that researchers come to a greater 

understanding of the significance of these experiences. The journals were also used 

in the final analysis process and their content was, when appropriate, included in the 

participants' narratives. Further explanation of this process occurs in Section 5. The 

participants' journals arrived during the month following their practicum — the 

participants and I had commenced our dialogue. 

Nine participants forwarded a journal via email and one participant, Rianna, sent an 

email explaining that she was unable to teach a drama lesson during her practicum. 

Although there was no journal entry for Rianna, nevertheless I still undertook an 

interview with her in order to discuss her practicum experience. The journals 

contained rich details of the participants' classroom experiences, with a particular 

emphasis on their experience of teaching drama and — as I had requested in the 

guidelines — also included the participants' responses to these experiences. A copy 

of the journal written by Helen, following her third year practicum, is included in 

Appendix 3. 

The nine journals became my first data samples and therefore required my analysis 

at a micro-level in order to prepare for the next stage of data collection through the 

individual interviews. As Janesick (2000, pp. 388-9) suggests, qualitative 

researchers are involved in on-going decision-making while in the field and their 

focus needs to be on looking for meaning, relationships and 'points of tension' in the 

data. Reading through the journals of the participants' classroom experiences I 

developed individual interview schedules for each participant by framing open-

ended questions which would elicit more details of particular events, where 

necessary, or questions which would provide further contextual information. As an 

example of this process the issues arising from Paul's journal and the subsequent 

interview schedule is included in Appendix 4. 

The interview became an opportunity to delve more deeply into the meaning of the 

experiences documented in the journals and were conducted in my office at a variety 

of times which suited the participants. I was aware that my office was not ideal as a 
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neutral setting but the arrangement to meet on campus suited the participants. To 

ensure the atmosphere was not 'too formal' I moved the furniture away from my 

desk and provided a comfortable chair as well as coffee and biscuits. The tape 

recorder was placed unobtrusively between us and was ready to be switched on and 

ignored. 

As this was my first of four individual interviews to be conducted with each 

participant throughout the study I began by asking the same question. I asked each 

participant to explain why they had enrolled in a teaching degree and their responses 

provided me with a brief biographical account of their decision to become a teacher 

and helped me understand the background and prior experiences they brought with 

them to this study. This data became one part of what I call by 'bookends' — the 

other 'bookend' was the final question I asked in the final interview — this question 

will be explained later in this section. Data related to this question appears as an 

introduction to each participant's story in Chapter 4 and is titled Coming to campus 

as a means to introduce the reader to the participant. Further introductory questions 

were important in providing specific details or contextual information, for example, 

where the pre-service teachers completed their practicum, the grade level they were 

teaching and so on. Situation, time and place are important elements in narrative 

form and so introductory questions such as these became a mandatory part of all of 

the interviews. 

Follow-up questions were consistently used as a means to expand the details 

presented in the pre-service teachers' journals. While the schedule of questions I'd 

prepared provided a basic structure for each interview, I was careful not to be in 

'control' of the narratives as they unfolded (Rogan & de Kock, 2005, p. 623). I did 

find that having the set of follow-up questions assisted the participants to refocus on 

the events which they had documented in their journals. These types of questions 

helped to establish the importance that I placed on the participants' experiences and 

the relevance of understanding furthered the significance of these events for the 

participants. 
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Probing questions were important in eliciting more details of an event or to clarify 

my understanding of what had occurred, especially as the contextual, political and 

cultural factors operating within a classroom can be quite complex. This mode of 

questioning also ensured that there was less likelihood that I would misinterpret the 

events in the analysis process which followed. 

Three other types of questions were also significant in all the interviews. I have 

titled these professional questions, supportive questions and poignant questions 

adapted from the ideas of Rogan and de Kock (2005, p. 632). A professional 

question supported the participants through the sharing of professional ideas about 

drama teaching (for example). These types of questions helped to acknowledge the 

participant as a fellow professional whose ideas and thoughts about pedagogical 

issues were relevant and an important aspect of this research. A supportive question 

provided encouragement for the interviewee. These types of questions often 

involved us discussing an aspect of teaching and sharing similarities and differences 

we might both have experienced in the classroom. This type of question helped to 

reassure the participant by confirming my level of engagement with his/her story. A 

poignant question invited the participant to articulate their emotional response to a 

particular experience. The participants' emotional responses to events were 

particularly relevant in these circumstances because, as discussed previously, 

teaching is an emotional process so feelings and emotions were acknowledged as 

important throughout the interview process. At some point in the interview I also 

asked the participants to describe their colleague teacher's response to their teaching. 

If the participant's experience challenged their sense of self as teacher, then their 

colleague teacher's response became an important and relevant component of the 

experience. 

A sample of the interview transcript with Jayne is provided in Appendix 5. The 

individual interviews took between 30 and 60 minutes. The audiotapes were then 

transcribed verbatim. The next stage of the data collection process involved writing 

stories from these interview transcripts which would be used in the group interview 

process. 
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Writing stories of the teaching experience 

The group interview process provided an opportunity for the participants to share 

and discuss their practicum experiences. I made a decision to prepare a narrative 

account of each of the participants' classroom experiences from data in each 

participant's interview transcript and journal. These re-storied versions would be 

given to the participants to read prior to the group interviews. This task required a 

process of analysis and synthesis; where elements of the individual experience 

contained in the interview transcripts were brought together as a narrative whole to 

include the meaning of the lived experience (Janesick, 1998). Rather than 

documenting the experience as a series of responses to questions, as it appeared in 

the original transcript, I re-storied the data into a third-person narrative. The 

analytical steps involved in this task related to deciding how the events would be 

retold and how every detail could be included in order to best describe the 

experience (Clandinin & Connelly, 2000). In some respects this story writing 

process involved me taking on the role described by Rhodes (2000, p. 519) as a 

'ghostwriter' where the researcher undergoes a process of '(re) presentation' of the 

interview data. In this approach the researcher produces a text that represents the 

experience and ideas of the participants as their experiences are reconfigured into a 

storied event. A sample of the re-storied version of Jayne's interview transcript 

(Appendix 5) is provided in Appendix 6. 

At this point I would like to state that these re-storied versions, developed from the 

interview transcripts, and used in the group interviews, held a particular place in the 

research process. An explanation of how the re-storied versions were used in the 

results chapter and the reasoning behind such decisions are given in more detail in 

Section 5 when I discuss the data analysis process in more detail. Once I had 

completed the stories the next stage of data collection commenced. The stories were 

returned to the participants and plans were made for focus group interviews. 

Stories returned to participants and focus group interviews 

As I had adopted a collaborative approach to this research, it was important that I 

returned the completed stories to the participants to maintain a negotiation of 

meaning between the researcher and the researched (011erenshaw ez Creswell, 2002). 
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This process allowed the participants the opportunity to respond to my re-storying of 

their experience and confirm that I had adequately interpreted the events as they had 

described them. This was an important step in the research process in terms of 

validity as the participants' responses to my re-storied version of their experience 

provided reassurance that my interpretation of their experience was appropriate. I 

made contact via email with each participant and asked them to read their story and 

advise me if there were any changes required. Only one participant requested minor 

alterations, which I undertook, following their advice. The participants enjoyed 

reading this version of their experience responding with comments such as: The story 

catches the essence of what happened very well thank you. It was good to read 

through these stories again (Ingrid 22/1/04) and I had forgotten how good these 

experiences were for me. You have written them just how they were (Rianna 21/9/04). 

Once all of the participants' responses to their stories were received and times for the 

group interviews were nominated, I made email contact with all of the participants 

and attached the stories that would be discussed in their group interview session. I 

also provided some background information regarding the purpose of the group 

interview. A copy of this communication can be found in Appendix 7. 

As can been seen in the participant communication form, my purpose was to provide 

an opportunity for the participants to share their classroom experiences. The focus in 

the group interview was on the experience of teaching drama — the dilemmas faced 

and managed, the influence of personal philosophies on decision-making and the 

participants making connections between their experience and the experience of 

others. In relation to the participants having a shared purpose during the research 

process, the group interviews provided a valuable platform for this collegiality to 

occur. Practical considerations in relation to the group interviews also needed to be 

taken into account. 

Two factors influenced my choice regarding the numbers in the focus group 

interview sessions. My first decision related to logistical issues regarding sequencing 

and participant availability. The second related to providing the optimal environment 

for this group interview considering the manner in which we were going to share the 

stories of teaching. The recommended size for a group interview as stated in the 
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literature varies, but Vaughan et al. (1996) suggest six to 12 participants as the ideal 

composition, because fewer numbers may result in the conversation being 

dominated by one member or a participant may feel obliged to speak, leading to a 

less thought-provoking discourse. A larger number in the focus group interview 

means there is less opportunity for the participants to contribute. I wanted to ensure 

that all the participants were given the opportunity to respond to the stories. For 

these reasons I met the participants for the focus group interviews in two sessions — 

with 4 participants in each session (for 2 participants — Sonia and Helen —who were 

my 'pilot' participants — the group interviews were more intimate with just the two 

participants and myself). With these smaller numbers optimum opportunity existed 

for full participation in the interview process. 

Before each interview I prepared a series of questions in response to my own reading 

of the stories. However, where possible, I allowed the participants to respond to each 

others' stories in a non-directed way, and by doing this I gave more substance to the 

participants' opinions (Madriz, 2000). My role was to oversee the participants as 

they talked and shared their ideas and opinions. Prompts were used to elicit further 

discussion of particular issues raised by the participants and when there was a need 

to discuss a story that hadn't yet been mentioned. 

The focus group interviews provided a special opportunity for the participants to 

come together and create what is described by Bloor et al. (2001, p. 12) as a 'forum' 

where the research participants play an 'active collaborative role' in the research 

process. This concept was exciting, but in some ways a little daunting. What would 

the participants have to say about each others' experiences? Would there be 

silences? As Fontana and Frey (2000, p. 652) caution, the focus group interviewer 

must 'simultaneously worry about the script of questions and be sensitive to the 

evolving patterns of group interaction'. I noticed that my role in these group 

interviews required subtle dialogue management skills by encouraging all 

participants to contribute to the discussion. 

During the focus group interviews the participants were contributing to the research 

process at two levels. Firstly they were sharing their experiences and secondly they 
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were making further responses relating to their own experiences. The participants 

were undertaking a process which is important for all educators — learning from the 

experiences of others. As Beattie (2000, p. 4) states, prospective teachers can move 

beyond the limitations of their knowledge by learning from and with others as they 

engage in the 'co-construction of meanings' through dialogue and conversation with 

colleagues. Examples of such responses include: I thought a lot of the stories were 

similar — had similar traits through them like not knowing how it [drama] was going 

to go — there is the fear of sort of controlling the children and then the children had 

a wonderful time and all these wonderful experiences. Especially some children — 

especially the ones that were shy and maybe it was thought they wouldn't be 

interested. I thought that came through in a few of the stories (Ingrid Group 

Interview 15/4/2004). What I really liked is that he [Paul] helped them [the students] 

but he allowed them to discuss it amongst themselves and learn from each other 

which I think is a really powerful thing to do. Also I liked the way that he [Paul] 

recognised that although they [the students] were excited by what he was doing, 

that he could perhaps lose them if he wasn't careful — going into this deeper, darker 

character and I thought that was great (Sonia Group Interview 7/4/2004). 

Responses such as these also highlight the collegial support the participants offered 

each other throughout this research process. While data such as this does not appear 

in the final results, the sharing process provided an important aspect to the research 

in terms of sustaining the participants' interest and enthusiasm for their contribution 

to the study. As well as this supportive process further personal comments by 

participants in the group interview provided insights into their teacher identity. 

As well as responding to the experiences of others, the group interview process also 

allowed the participants to make further responses relating to their own experiences — 

supporting the belief that by narrating one's teaching experiences, the teller of the 

story makes sense of what happened and, as a result, doubles the 'value of the 

original experience' (Cortazzi, 1993, p. 8). Comments made about the experience in 

this setting were important dialogic moments in relation to teacher identity. 

Examples of a personal response by participants which provided further insight into 

their teacher identity in the group interview process include: I know for me, every 

time I do drama, I feel scared about doing it. I don't feel easy and I suppose that is 
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what drives me to continue to do it and that might be one of the things that prevents 

people from stepping into it is that fear that I have got to do something that I don't 

usually do and I have got to take on different personas and what if I make afoot of 

myself and all of those sorts of things (Paul Group Interview 7/4/2004). I know I read 

all the stories and! couldn't believe that everyone else had such a good lesson and 

mine was so chaotic and bad. I think the main thing was that you have to have the 

right time. My kids — it wasn't the right time to do drama with them. They were tired 

and it was the end of the term and they had had an exciting day and it was just — yes. 

It just wasn't the right time (Marie Group interview 15/4/2004). The participants' 

ongoing responses to the re-storied version of their teaching experiences during the 

group interview process highlighted significant moments and helped me to 

understand why such moments shaped the participants' teacher identity. Further 

discussion in relation to the significance of the group interview data is provided in 

Section 5. The group interview transcript held on 15/4/2004 is provided in Appendix 

8. Once the group interviews, which lasted approximately one hour, were completed 

they were transcribed verbatim in readiness for the final analysis process, and I 

reflected on the research process so far. 

Reflection 

At this stage of the study I began to more fully understand the complexity of the 

process involved in documenting experience. As I read the journals, interviewed the 

participants, re-storied their experiences and then shared their narratives in the group 

interview process, I reflected more deeply about the way the research process would 

be shaped by the participants as they described and responded to the classroom 

events. My initial intention of documenting classroom experiences of teaching 

drama had begun to reconfigure to include broader issues related to being and 

becoming a teacher. Danielewicz (2001, p. 3) regards the process of becoming a 

teacher as an 'identity forming process' where individuals define themselves and are 

then viewed by others as 'teachers'. She goes on to argue that the process of 

teaching involves a personal investment where the classroom becomes a significant 

and crucial site for this identity transformation to occur. As the participants shared 

their experiences and as I worked with the interview transcripts, I realised that 

seemingly brief moments in teaching can reveal a range of complex issues related to 
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identity formation and learning to teach. The data collected up until this point 

contained a range of issues which were both personal and professional as the 

participants confronted a range of dilemmas, challenges and affirmations which 

were directly linked to the way they viewed themselves as teachers. I began to 

consider my role as a negotiator of meaning, as I concerned myself with reaching a 

deeper understanding of the issues which were important to this group of pre-service 

teachers as they experienced life in classrooms (Rogan & de Kock, 2005). This role 

also meant carefully considering my relationship with the participants. 

Not only had my understanding of the process altered and the range of issues 

broadened, but our relationship as co-researchers had evolved. The time spent 

together talking and sharing experiences meant that a powerful form of collaboration 

had been established. As I extended the opportunity for the participants to help 

shape this research I also understood that I would need to adopt a level of flexibility 

around the original research purpose. The decision to respond this way to the 

research positioned me as a 'traveller' (Kvale, 1996, p. 3). Kvale suggests that this 

approach to research opens up possibilities for new insights when the researcher 

allows their work to be shaped by what they find in the landscape around them. As 

the participants and I spent more time together it would be important for me to 

continue to develop a relationship based on trust and commitment to a shared 

purpose. So as our journey continued, the participants entered their final year of 

training and began preparing for their internship placement. 

The data gathering process Year 3 

The 3rd  year of data collection focussed on the participants' 4 th  and final year in the 

course and specifically their practicum placement. In the section to follow the 4 th  

year practicum is explained before the data collection procedures involving journals, 

individual interviews, the writing of the internship stories and a second round of 

group interviews is outlined. A reflection on the year of data collection concludes 

this section. 
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The 4th  year practicum 

At the University of Tasmania the fourth year practicum proceeds for 7 weeks. The 

first two weeks involves an orientation phase which is followed by five weeks of 

full-time teaching, sometimes termed an internship. In this phase the pre-service 

teacher is expected to take full responsibility for the day to day planning, teaching 

and assessment in the classroom. The reality is that the level of autonomy given to 

the pre-service teachers during the five week internship phase does vary, depending 

on internal school politics and the preferences of the colleague teacher. Sometimes 

the pre-service teachers arrange a shared placement where they work with another 

pre-service teacher in the same classroom. 

The participants began their internship mid-year so I made email contact before the 

semester ended and invited them to keep a journal of their drama teaching 

experiences during their practicum. At the completion of the internship I sent an 

email requesting a copy of their journal and flagging a possible time for an 

individual interview in the coming weeks. 

4 th  -year practicum journals and the second round of individual interviews 

I received journals from all the participants and using the information presented in 

the journals I was given the opportunity, before the interview, to glimpse the 

participants' world' (Gubrium & Holstein, 2003, p. 12). Again, the journal entries 

provided the opportunity for me to plan the semi-structured interview schedule. An 

extract from Jayne's journal following her 4 th  -year practicum is available in 

Appendix 9. 

The interviews were again conducted in my office with furniture rearranged and 

coffee and biscuits available to create a relaxed atmosphere. These interviews tended 

to last longer than the previous interviews because the opportunities to use drama in 

the classroom were more frequent. The interview strategies described earlier were 

repeated during these interviews. In most cases, there were a series of teaching 

events which I was keen for the participants to elaborate upon. These events related 

to the participants' indicating a personal and/or professional response their 

experience — for example, where they had a problem, new insights, where they were 
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challenged in some way. Further discussion of such events provided an elaboration 

of experiences where the participants' sense of self as teacher became altered in 

some way. Usually I chose to ask questions about the events as they appeared 

chronologically in their journals. This is what Polkinghorne (1988, pp. 161-2) terms 

'descriptive' narrative where the sequence of events is maintained. Probing 

questions invited the participant to elaborate on their thoughts and feelings regarding 

specific teaching moments, providing an explanatory function, where connections 

are made between events (Polkinghorne, 1988). An extract from Johnny's interview 

transcript following his 4th  -year practicum is provided in Appendix 10. 

All the interview transcripts were transcribed verbatim. These transcripts were then 

used to construct the narratives of experience as the data collection process 

continued. 

Writing stories 

The interviews were, in some cases, more complex — so my task of analysing the 

transcripts and writing the re-storied versions, as described earlier, became a more 

rigorous one. While I was conscious of the need to focus on the teaching experiences 

which related to drama, I also knew that I needed to balance the narrative by creating 

an overall picture of the internship experience to include the contextual and 

relational factors which impacted upon those experiences. I was considering whether 

the narratives I constructed would provide the opportunity to 'understand, feel, and 

grapple' with those experiences (Bochner & Ellis, 2003, p. 509). The stories were 

then returned to the participants. A copy of Paul's internship story is available in 

Appendix 11. 

Again at this point I wish to clarify that these re-storied versions of the participants' 

experiences held a particular role in the research process and an explanation of this 

role is provided in Section 5. 

Stories returned to the participants and focus group interviews 

After the participants had responded to their stories I was able to proceed with 

arrangements for the second round of group interviews. I arranged two meeting 
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dates for the focus group interviews. Both group interviews matched the procedures 

described earlier. The group interviews, which lasted approximately one hour, were 

transcribed verbatim in preparation for later analysis. The transcript of the group 

interview conducted on 5/2/05 is included in Appendix 12. Again, I needed to 

reflect on the progress of the research as the participants and I further strengthened 

our relationship. 

Reflection 

During the individual interviews following the 4 th  year practicum, I noticed that the 

participants were more confident and forthright following this extended practicum 

experience. They communicated their experiences with greater candour, willingly 

giving their opinions of circumstances surrounding particular events. This was an 

exciting and uplifting aspect in our research relationship and the process itself 

seemed to reflect their growing sense of themselves as teachers — no longer students. 

Danielewicz (2001, p. 9) suggests that pre-service teachers enter their studies with a 

view of themselves as 'students' and ideally should leave the teacher training 

program identifying themselves principally as 'teachers'. This development was 

certainly evident with this group of pre-service teachers. As they shared their 

classroom experiences, moments which enhanced or inhibited their view of 

themselves as teachers dominated their conversations. 

The quest for autonomy was particularly strong during this internship phase. The 

level of freedom the pre-service teachers were afforded had an impact on their 

teaching style and persona within the classroom. Their stories reflected the 

importance of the self in relationship with others in the quest to achieve a satisfying 

role as a teacher. As the researcher, I continued to search for the influences which 

shaped these pre-service teachers' experiences and in turn, their view of themselves 

as teachers. 

The group interviews took place during a period of transition for the participants. 

They had completed their teacher-education course and were in the process of 

finding employment. I noticed during these interviews that there was a process of 

looking backwards as well as forwards. They looked back and talked about how 
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their teacher education course had shaped their experiences so far within the context 

of sharing their practicum experiences. At the same time they looked forward, 

contemplating what experiences might lay ahead — employment opportunities, levels 

of independence, and the artificial nature of the practicum experience. This shift in 

their focus on experience signalled another important turning point in the research 

process. The participants included wider issues in this series of interviews as they 

occupied the space between being a pre-service teacher and entering the profession. 

Their dialogue helped me understand that the final year of data collection would also 

change and re-configure as this collaborative research process continued. I realised 

that the participants would confront a broader range of issues as their experiences of 

teaching moved into a wider range of contexts and settings. Further, my approach to 

gathering data would need to accommodate these changes. 

Teacher identity is situated on the boundaries of experience in what Danielewicz 

(1995, p. 66) describes as 'specific contexts, in everyday events, in particular 

moments'. These boundaries are places she terms `liminal edges between body, 

place and time'. At this point in the research it became increasingly important that I 

remained focussed on the person in the process of becoming a teacher. As McLean 

(1999, p. 55) suggests, I needed to balance the 'micro' view of the individual 

experience with the 'macro socio-cultural' influences involved in the process of 

entering the profession. These micro and macro elements needed to come from the 

participants as they shared their stories of experience. For example, the school in 

which a newly graduated teacher found employment may emerge as a macro issue 

which in turn, would shape the micro issue of individual experience. With these 

changes in mind, I continued the data collection process into its final year. 

The data gathering process year 4 

At this point in the research the participants had graduated from the course and were 

entering the profession. The interview approach used during the final year of data 

collection differed from the previous three years. This change in approach was made 

for three reasons. The participants' experiences of teaching drama were to span a 

year of teaching rather than being confined to a 7- week practicum. Secondly, the 

participants were now qualified teachers, so the emphasis was on forming a broader 
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picture of their experiences within the context of their first year as a novice teacher. 

Finally, the participants and I had been working together for an extended period of 

time and we had established a relationship as co-researchers. This research project 

had become a collaboration where I acknowledged that the participants and I would 

'learn and change' as a result of our time together (Pinnegar & Danes, 2007, p. 9). 

The participants understood that my focus in the interviews was to understand their 

experiences within the context of where and what they were teaching. They also 

knew that while I was interested in their overall experiences, I had a particular focus 

on their use of educational drama in the classroom. 

Interviews during the first year of teaching 

Two interviews were conducted with each participant during this final year. The first 

interview was held mid-year and a follow-up interview occurred at the end of that 

year. Because the participants were more widely spread geographically, the place 

and times varied to suit the participants' busy schedules. On most occasions we met 

in a café during their term break and enjoyed a coffee during the interview. The 

interview, lasting approximately one hour, was taped and later transcribed. 

The format for the first interview in this year was open-ended. The participants were 

not asked to keep a journal prior to this interview, but it was interesting to observe, 

that most of the participants emailed me, or came with notes to the interview 

session. The first interview focussed on eliciting as much information as possible 

about the participants' experiences since graduation. Contextual information such as 

teaching positions, schools and grade levels were significant in understanding the 

participants' experiences. Relationships and adjustments to professional life were 

also important in relation to the participants' teacher identity. The interview focus 

then moved to the participants' opportunities to teach drama in the classroom. These 

interviews revolved around the sharing of professional stories, and, through the 

process, we continued to negotiate the meaning these events held for the shaping of 

their teacher identity (Hollingsworth & Dybdahl, 2007). Our 'extensive relationship' 

enabled a shared understanding of the important role the participants played in 

shaping what emerged as significant during our conversations (Hollingsworth & 

Dybdahl, 2007, p. 157). These individual interviews lasted approximately one hour. 
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An excerpt from the interview transcript with Jessica half way through her first year 

of teaching is provided in Appendix 13. 

Before the second interview, I read the first interview transcript and prepared a 

schedule of questions based on key issues contained within the transcripts. This 

process gave me the opportunity to revisit and clarify events which emerged from 

the previous interview before discussing their experiences in the subsequent six 

months. The final question I asked all the participants concerned their future 

prospects. The participants' response to this question is included in Chapter 5 under 

'The future' theme and provides the other 'bookend' to the participant's narratives. 

All interviews were conducted in venues that suited the participants and lasted 

approximately one hour. The interviews, which lasted approximately one hour, were 

taped and later transcribed verbatim in preparation for the final analysis process. A 

sample of the interview transcript with Justine towards the end of her first year of 

teaching can be found in Appendix 14. 

The data collection processes which were undertaken over a four-year period have 

been described and discussed in this section. In the following section I explain the 

process of analysis which occurred throughout the study. 

Section 5: The analysis of data 
Because narrative inquiry involves the process of collecting stories of experience, 

my task was to develop strategies of analysis which would enable me to successfully 

and reliably interpret and present my data to a wider audience. This section outlines 

the analytical processes undertaken in this research and begins with a discussion of 

the overarching principles which underpinned my data analysis. This is followed by 

a discussion of the concept of on-going and continuous analysis processes 

acknowledged as a significant feature of narrative research. Specific details of the 

analysis of the practicum data are then discussed along with an overview of the 

presentation of these results in Chapter 4. This is followed by a discussion of the 

analysis of data related to the first-year of teaching and the presentation of these 

results in Chapter 5 and the section concludes with the final stage of confirmation 

with the participants. 

94 



Chapter 3 

Overarching principles 

It has been acknowledged that despite the growing literature related to narrative 

inquiry, the particular methods involved in conducting narrative inquiry are not well 

documented (Eisenhart, 2006; Hatch & Wisniewski, 1995; 011erenshaw & Creswell, 

2002). Eisenhart (2006, p. 567) states that 'depicting research evidence so others can 

appreciate and use it has always been a major issue'. 011erenshaw and Creswell 

(2002) suggest that the specific approaches which are adopted in narrative inquiry 

relate to the purpose of the study, the research problem or the audience. This 

uncertainty led me to consider the definitions provided by Polkinghome (1995, p. 5) 

who acknowledges two forms of narrative inquiry — paradigmatic-type and 

narrative-type. Paradigmatic narrative inquiry gathers stories for data and then uses 

analytical procedures to produce themes or common attributes across the data — in 

other words, an analysis of narratives (p. 12). Narrative-type inquiries gather stories 

as data and then use narrative analytic procedures to produce 'explanatory stories' — 

narrative analysis. In this research the paradigmatic approach was used and involved 

both a form of deduction and induction. 

Having made a decision to analyse the narratives I will now explain the overarching 

concept used to begin the analysis process. Polkinghome (1995) argues that in order 

to uncover common themes in the narratives an existing theory may be applied the 

data — a process of deduction. Other narrative researchers have adopted a form of 

deduction as part of their narrative inquiry. Connelly and Clandinin (1988) used 

Schwab's (1970, 1971, 1973, 1983) articles on the practical related to the 

commonplaces of curriculum in their research into teachers as curriculum planners 

to inform their research process. Later, Clandinin and Connelly (1995) linked Crites' 

(1971) theory of sacred stories to their research related to teachers' professional 

knowledge landscapes. 

In this study, the concept of liminal identity spaces was used as a deductive tool in 

the initial analysis process and I acknowledge again that this analytical lens was 

developed from the existing work of other researchers in relation to liminality' and 

'spaces' — along with a definition of teacher identity in relation to self as teacher as 

discussed in Chapter 2. My initial analytical task with both the practicum and first- 
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year teaching data involved a process of identifying experiences which led the 

participants to respond to their sense of self as teacher. This was a deductive process 

because I was using a specific concept to uncover a commonality across the 

narratives — an emotional and/ or cognitive response by the participants to their 

experiences. This analytical approach involved a grounded theory method where as 

Corbin and Strauss (1990, p. 5) suggest, it is the researcher's task to uncover not 

only the relevant 'conditions' but also the interplay of responses and consequences 

of particular actions. Throughout this analysis process I became 'more and more 

"grounded" in the data' in order to understand the conditions of, and the 

participants' responses to their liminal identity spaces (Ryan & Bernard, 2000, p. 

783). More specific details of this deductive process are outlined in subsequent 

sections. Once this deductive process was applied then a form of induction followed. 

Inductive analysis is argued by Pollcinghorne (1995, p. 13) to involve deriving 

common themes from the data rather than imposing 'previous theoretically derived 

concepts'. In this study a form of inductive analysis was also applied to each 

participant's liminal identity experience. In other words, the circumstances leading 

to these identity spaces were considered unique to each participant and considered as 

such through the careful construction of each of their narratives in Chapters 4 and 5. 

Further details of this process are provided in subsequent sections. 

Once the participants' narratives were created, a process of 'horizontal' analysis 

occurred as common themes across the stories were considered. In grounded theory 

approaches it is argued by Corbin and Strauss (1990) that it is only by comparing 

incidents and naming like phenomena that potential themes can be identified. In this 

study, although the liminal identity spaces had different forms, commonalities across 

the experiences allowed them to be linked to specific issues. Again further details of 

these processes are outlined in the following sections. 

On-going and continuous analysis processes 

Because the data constructed over the four-year period of this study were 

voluminous decisions were required as the research progressed. In this section I 

explain one decision made during this research process related to the re-storied 
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versions of the participants' experiences discussed earlier. Strauss and Corbin (1998) 

describe the research process as a 'flow of work' which evolves over the course of 

the study. The data collection and the analysis process are 'interrelated' (Corbin & 

Strauss, 1990, p. 6). Data included the participants' journals, and individual and 

group interview transcripts. As explained earlier, forms of analysis had begun as I 

read journal entries, prepared for interviews and wrote re-storied versions of the 

participants' experiences for the group interview process. The re-storied versions of 

the participants' experience provided an accessible form for sharing during the 

group interview process. The analysis and writing process during this time also 

enabled me to gain an intimate knowledge of the data. My original intention had 

been to present these re-storied versions of the experiences in the final results 

chapters. However, by the time all the data had been gathered, I understood that this 

representation of experience would not allow me to satisfactorily respond to the 

initial research question, nor would it deeply honour the original verbatim text 

provided by the participants in their journals, individual and group interviews. 

Although the re-storied versions had served an important role in the research process 

their format did not allow me the opportunity to deeply explore the issue of teacher 

identity. The original journal text and verbatim transcripts more effectively captured 

the deeply personal nature of the participants' experiences. I wanted the final 

narratives to be 'in the words and voice of the storyteller (a first-person narrative)' 

rather than shifting the participants' dialogue into the words of the researcher `(third-

person narrative)' as occurred in the re-storied versions (Atkinson, 2007, p. 225). 

For these reasons the re-storied versions of the participants' practicum experiences 

play only a minor role in the final presentation of findings in Chapters 4 — as will be 

explained later in this Section. 

The final analysis process required bringing the many facets of this data together 

into a coherent whole while also ensuring that my analysis was closely aligned to 

my original research purpose. With all the data in place I had reached a moment 

when I needed to make decisions about the analysis of the data by first returning to 

my original research questions. How do the school and classroom experiences of 

beginning teachers shape their teacher identity? How do the experiences of teaching 

drama in early childhood and primary classrooms shape the identity of pre-service 
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and beginning teachers? How do school and classroom experiences shape the 

identity of newly graduated teachers during the first year of their teaching career? 

By re-visiting these research questions I was able to make a decision regarding the 

final analysis of the data in relation to the key themes of identity, the experience of 

becoming a teacher and knowledge — specifically in relation to drama teaching. The 

data for the practicum experiences and the fist-year teaching would be analysed 

separately and a detailed description of this process follows. 

Analysis of the 3rd  and 4th- year practicum data 

This section outlines the 4 stages of the analysis process undertaken with the 

practicum data. This process, as explained above, involved both deductive and 

inductive analysis along with analytical processes related to the narrative shaping of 

the data. 

My first analytical task involved examining the interview and journal data for each of 

the 10 participants — one at a time — using what Kelchtermans (1993, P.  445) calls 

'vertical' analysis. This first stage of the analysis process required the identification 

of each participant's experiences during their practicum placements which led them 

to respond to their understanding of self as teacher — a liminal identity space. As 

Charmaz (2000, p. 510) explains the 'rigor of grounded theory approaches offers 

qualitative researchers a set of clear guidelines from which to build explanatory 

frameworks that specify relationships among concepts'. This analytical task was a 

complicated one, because as Woolcott (2001, p. 33) explains, it is a process which 

requires 'pondering the data' as I deducted the specific liminal identity events or 

spaces where the participants' sense of self as teacher was challenged or confirmed. 

Systematic questioning related to the research aims helped me to identify the spaces 

the participants moved into as they responded emotionally and/or intellectually to 

their experience. As Charmaz (2000, p. 515) explains, grounded theory approaches 

require researchers to 'interact with the data' and pose questions while undertaking 

the coding process. This analysis uncovered specific incidents or events which I 

highlighted within each set of data and then recorded as a list, for example: Sonia: 3 

— challenge of the drama lesson with colleague teacher, 4 — structure established in 

the classroom by CT. Justine: 3— teaching drama a challenge, 4— management 
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problem with one difficult student. Marie: 3 — puppet lesson, 4— hesitant to try drama 

again-successful lesson. The recording and summarising of these specific incidents 

included both positive and negative outcomes for the participants but they all had a 

common element of an emotional and/or cognitive response to the experience. It 

became a coding process which focussed on recognising and organising experiences 

which were unique for each participant but were underpinned by the commonality of 

the personal and/or professional responses to these experiences. 

The second stage of analysis involved a process of narrative shaping of each of these 

specific classroom events as they appeared highlighted in the interview and journal 

data. This again was a 'vertical' analysis process as I was still focussing upon each 

participant at an individual level (Kelchtermans, 1993 p. 445). Weiss (1994, p. 153) 

defines this process as a 'synchronic strategy', where there is an integration of 

elements at a moment in time. Wolcott (2001, p. 36) suggests that in the good 

reporting of data, the researcher reveals issues in their 'complexity'. My task then, 

was to shape the narratives in a way that provided a compelling, chronologically-

shaped account of each liminal identity experience. My problem was a tendency to 

include too much detail. As Weiss (1994, p. 169) explains, it is as if the researcher 

feels the need to become a 'curator of language' in order to preserve all the 

participants' conversations. I therefore needed to constantly return to the concept of 

liminal identity spaces while shaping these narratives from the original data. What 

follows is an example of this process undertaken with Sonia's interview data related 

to her 4th  year practicum. 

I discuss below how I worked with the verbatim transcript of my interview with 

Sonia 1/9/2003: 

Page 1 

Julie: 	What about your challenges personally in your teaching in this 
internship? I mean, you went with someone else, didn't you? 

S: 	Yes. 

Julie: 	Did you see this as an opportunity for you to really go it alone in a 
way? 
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S: 	Well, it was — I don't know. It is a bit hard to explain because I knew 
going in that it was going to be different and just the vibes that I got 
from the colleague teacher, she wasn't interested in Arts in any shape 
or form so I knew going in — beforehand she said that she didn't do 
drama and that she didn't like art and she just didn't like that area. I 
thought that that was fine. If she doesn't like it then that is ok but I am 
sure that once I can go in, I will be able to work with that and going in 
with my — what would I call them — my partner to teach, we had 
actually planned to take some drama lessons and visual arts lessons 
which we were going to do our practitioner research on. My partner 
was going to give me some feedback as to how I taught in it so in that 
way we were looking forward to working together so we could 
actually give each other feedback on our own teaching as we went in.  

I guess, going in I felt — I can see how this teacher things and how she 
is different but by the same token too, I thought that that was fine 
because I am sure that once I get there, I will be able to do other 
things. It was basically ... 

It is possible to see in this section of the transcript (underlined) where Sonia is 

describing her response to the colleague teacher's requests during her 4th  year 

practicum placement. The challenge to her autonomous role in the classroom is 

significant to her understanding of 'self' as teacher as she moves into a space which 

challenges her teacher identity. 

Later I prompt Sonia to discuss this dilemma further and she states: 

Julie: 	So going back to my original question — were you upset when the 
colleague teacher was so adamant about ...? 

S: 	Yes, very shocked because — I just thought that we were going in to do 
a prac and we were going in to try different things but still within her 
framework and being just a 40 minute lesson which she has virtually 
said — you can do whatever you like — I really don't care about what 
you do with the other class because they are not my class — they are 
someone else's coming in — I don't really care what you. I was very 
shocked. I think this was the first little alarm bell that went off before 
we even went into the prac. The teacher had very firm ideas what she 
wanted in the classroom and what she didn't want and that was what 
she didn't want. We thought we would work around things. We 
would see what happens because the first two weeks we would have 
been planning and observing anyway and then the next five weeks — 
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perhaps we would have had a little bit more flexibility to what we 
actually did. 

Julie: 	And did you discover you did have more flexibility or not? 

S: 	No, because she remained in the classroom the majority of the time so 
that flexibility that we thought — it was like doing something behind 
closed doors that she is not watching — we can bring this in but she 
monitored everything that we did very closely. We really didn't get 
that opportunity to do that. That was very much — coming from last 
year where it was very — as I said I got to do the Arts thing but it was 
also in the classroom as well to 'No, you won't do it at all'.  

Not even the opportunity to try it out and see and then I said to her, 
'Well, when do you do art or when do you do music?' and she said, 
'We have a specialised music class. The children go and do that. As 
far as art goes or anything creative, if I find that fits into my integrated 
unit, I put it in, if it doesn't then it doesn't go in.' There wasn't 
dedicated times for it — it was just it they were doing this and it fitted 
in, then it will fit in. So we had planned things for this to fit into our 
integrated unit but that was not to be. 

These underlined sections again reflect Sonia's personal response to her experience. 

Later in the interview I sought to gain some insight into how Sonia felt 

retrospectively about her experience — this was her response: 

Page 10 

Julie: 	Although it sounds in many ways a very negative experience, what 
were the positive things that came out of that? 

S: 	The positive things were — I know that you meet people like that and 
you have to work with people like that and I guess I had two choices. 
I could stay and go through it or — you know, uni was willing to move 
me and put me somewhere else but I felt that I should stay and work 
through it and it was funny. I was listening to something the other 
night and it said 'If it doesn't kill you, you will grow from it', and that 
is basically what it has done. It has made me a stronger person and 
the positive things were the children.  That is what it is all about — just 
the respect and how much I got from the children. Working with those 
children was just fantastic. That was the reward — working with them. 
The school was lovely. The rest of the staff were lovely. I guess when 
you come up again things like that, you look at other ways of doing it 
so it is just this making you do something that you might not 
necessarily do and so it has just given me strength. I think if can get 
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through that and survive — the report at the end wasn't too bad either. I 
feel good that I stayed and worked through it and got over it. 

Julie: 	Because in a way, if you had gone, it may have been just what your 
colleague teacher wanted. 

S: 	It was and I guess it was the test but in one way you almost want 
someone to say that this is a test. I want prior warning if I am going to 
be tested. It was just going in and being surrounded by it. We were 
only there after two days and she said that we didn't have any teaching 
skills and we didn't have any management skills and we didn't know 
anything and that she had very grave concerns about our teaching.  
She said to me, 'You are an honours student and I expect a lot more 
from you.' Well you tell me what you expect and let me see if I can 
deliver that to you. 

She wasn't willing to talk about anything so you were there trying to 
find — what can I do to please you? What can I do that — in your eyes — 
you can see that I can do this? After a while, I thought — no hold on, 
you are really starting to doubt yourself and perhaps you are all these 
things that she is telling you that you are and then you think — no,  
because teaching — you know in yourself if you have had a bad lesson 
or a bad day or whatever, you know and I am very critical of myself in 
my teaching and after the second day she said, 'How do you think it 
went?' I said, 'I think it was generally good', but then I talked about 
things that could have improved and then she launched into this — you  
are virtually worthless. Helen and I just went into shock — to say that 
we were all these things. We thought that obviously we needed to pull  
our socks up and needed to try harder so the next day we went back 
and we tried harder but it was still to what she wanted.  

Again Sonia is providing insights into the dilemmas she faced during this practicum 

as well as her personal response to these dilemmas. My task then was to take these 

highlighted sections from the transcripts and create a narrative account of Sonia's 

experience — remaining true to the essence of her dialogue while presenting her 

experience in a more accessible form. This analysis required a synthesis of the key 

issues which emerged as a result of Sonia' s experience by the framing of analytical 

questions which isolated significant details of these events. As Polkinghorne (1995, 

p. 15) explains, narrative approaches require a response to the 'uniqueness' of the 

individual case and provide an understanding of the 'idiosyncrasy and particular 

complexity' of each experience. This concept is supported by Hay and White (2007, 

p. 160), who describe narrative as containing 'elements of voice, perspective and 

102 



Chapter 3 

character' which are 'embodied in a discourse'. Connelly and Clandinin (2006, p. 

478) argue for three 'commonplaces' in the narrative shaping of data 'temporality' — 

set in and around other events, 'sociality' — the personal and social circumstances 

and 'place'. All these approaches were considered during this narrative shaping 

process. The specifics of the task involved removing my questions, placing sections 

of Sonia's text into a logical sequence and undertaking some grammatical alterations 

where necessary. Below is Sonia's story as crafted from the original transcript: 

Sonia described a discord with her colleague teacher specifically related to teaching 

the Arts with her Grade 3/4 class. I knew going in to this practicum that it was going 

to be different; just the vibes that I got from the colleague teacher. She wasn't 

interested in Arts in any shape or form. She didn't teach drama and she didn't like 

visual art; she just didn't like the Arts. She said 'As .* as art goes or anything 

creative, if I find that it fits into my integrated unit, I put it in, if it doesn't then it 

doesn't go in. There aren't dedicated times for it.' I thought that was fine, ' if she 

doesn't like the Arts, then that is okay, but I'm sure that once Igo into the internship 

phase, I'll be able to work within the Arts'. My internship partner [Helen] and I had 

planned to take some drama and visual arts lessons. We were looking forward to 

working together so we could give each other feedback on our own Arts teaching. We 

thought we would have had more flexibility than we actually did. The colleague 

teacher remained in the classroom the majority of the time; she monitored everything 

we did very closely. 

Sonia's relationship with her colleague teacher also confronted her at a deeply 

personal and emotional level. You almost want someone to say that your practicum is 

a test. But I want prior warning if! am going to be tested! After the second day the 

colleague teacher said 'how do you think your teaching went?' I said, 'I think it was 

generally good.' I talked about things that could have been improved. She launched 

into this statement that implied that Helen and I were virtually worthless. Helen and 

I just went into shock. We thought obviously we needed to pull our socks up and try 

harder. So the next day we went back and we tried harder but it was still not what 

she wanted. I thought, 'Well you tell me what you expect and let me see if I can 

deliver that to you.' She wasn't willing to talk about anything so you were always 
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trying to find what you could do to please her. Then after a while, I thought — 'No 

hold on, you are really starting to doubt yourself and perhaps you are all these 

things that she is telling you that you are?' Then you think, 'No', because with 

teaching you know in yourself if you have had a bad lesson or a bad day or whatever 

— you just know. lam very critical of myself in my teaching. 

I know that you meet people like that and you have to work with people like that.! 

guess I had two choices. I could stay and go through the internship or I could have 

been moved. But I felt that I should stay and work through the tensions. It was funny, 

I was listening to someone on the radio the other night and they said 'If it doesn't kill 

you, you will grow from it', and that is basically what this relationship has done; it 

has made me a stronger person - you need to get through and survive. 

This sample of the vertical analysis process highlights the narrative strategies 

involved in transforming an interview transcript into narrative accounts while 

maintaining the integrity of the existing dialogue — the participants' thoughts and 

responses. In some respects it became a process of reconstructing a puzzle that I 

created through my initial deductive analysis process where I highlighted sections of 

data across and within a range of sources as I located the liminal identity spaces. 

These sections of data had to be placed back together in order to create an accessible 

version of a participants' narrative of experience. In this sample the narrative was 

developed from Sonia's individual interview transcript. On other occasions the 

journal text became a primary source of the narrative construction, as often the 

journal entries contained direct and vivid personal descriptions of classroom 

experiences. For example, Helen's story in Chapter 4 comes from a combination of 

her 3 rd  year practicum journal and the individual interview transcript. Reflective 

comments by participants in the group interviews also formed part of the final 

narrative excerpts, when appropriate. For example, Rianna's comment in a group 

interview is included in the narrative account of her experience in Chapter 4: I was 

racking my brains the whole prac to find something that fitted in beautifully to 

demonstrate all of this in what she was doing and I think that is why, in the end,! 

didn't get to do anything because I wanted it to be something perfect to show her [the 

colleague teacher] that it [drama] wasn't just something to perform (Group interview, 
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7/4/04). The narrative accounts presented in Chapters 4 and 5 are crafted from a 

combination and compilation of journal texts and interview transcripts. Once the 

puzzles had been re-constructed to form narrative accounts of experience the next 

stage of analysis could begin. 

Once the vertical analysis and writing of the narratives for the practicum was 

completed it was necessary to look across the participants' stories in order to identify 

the commonalities as well as the contradictions. Charmaz (2000, p. 515) argues that 

the 'constant comparative method of grounded theory' means a range of comparisons 

can be made across the data. This became the third stage in the analysis process. 

Horizontal analysis required recognising recurring patterns and themes which 

directly relate to the shaping of the participants' teacher identities in the narratives 

which I had re-constructed from the data. As Ryan and Bernard (2000, p. 780) 

explain, a coding process 'forces the researcher to make judgements about the 

meanings of contiguous blocks of text'. This horizontal analysis process induced 

themes across the narratives (Ryan & Bernard, 2000). Three recurring themes were 

found to move the participants into a space within which they confronted 

ambiguities, uncertainties and transformations — their liminal identity spaces. The 

incidents or events I had initially highlighted and then shaped into narrative form fell 

into three broad categories which I initially documented as — what to teach, how to 

teach and experiences specifically related to drama teaching. One final step in this 

inductive analysis involved consideration of a 'best fit' for these three broad 

categories (Polkinghorne, 1995, p. 13). 

As a final analytical step I looked across and within the three broad categories 

recognising that they contained both negative and positive experiences to find what 

Pollcinghorne (1995, p. 10) calls 'emerging categorical definitions'. At this point 

consideration was given to my three overarching research themes — identity, the 

experience of becoming a teacher and knowledge. With these themes in mind I 

decided to define the what to teach category as 'context' because the practicum 

experience for the participants and their teacher identity was closely linked to the 

context created during their placement by the colleague teacher and others. The how 

to teach category I defined as 'relationships' because, for the pre-service teacher, 
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their level of autonomy in relation to how to teach was closely linked to the 

relationship they established with their colleague teacher. Finally, the identity spaces 

related to experiences specifically related to drama teaching I defined as 

'knowledge' because of the particular focus of this research on knowledge and 

teacher identity. The knowledge category contains three sub-categories of 'making 

mistakes', 'risk-taking' and 'student-learning' to reflect the specific nature of the 

participants' drama teaching experiences — and their emerging knowledge. With the 

final analysis step completed it was necessary to make decisions about the 

presentation of these results in Chapter 4. 

Presentation of the practicum experiences in Chapter 4 

In order to highlight the way experiences shape pre-service teachers' identity I made 

a decision to present the narrative accounts for each participant in a series of 10 

sections. This form of presentation provides a clearer chronological shaping of each 

participant's teacher identity during their time in schools and classrooms during their 

undergraduate years. 

The section for each participant begins with an introduction to the participant under 

the heading titled Coming to campus and comes directly from the first interview 

transcript when I asked the participant to tell me why they decided to become a 

teacher. Then using the three categories or identity issues — context, relationships 

and knowledge — to frame the participants' stories, their narratives are presented. 

Each section in Chapter 4 contains: 

• A narrative shaping section taken from the re-storied versions of the 

participants' experiences and shown in Anal narrow font to distinguish its 

source 

• the participants' narratives distinguished by italicised text 

• my discussion of the individual stories in relation to the existing literature 

related to experience and knowledge along with further synthesis specifically 

in relation to the issue of teacher identity 

The data related to the participants' first-year of teaching then needed to be analysed 

following similar analytical strategies. 
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Analysis of the first year of teaching data 

Data related to the first year of teaching came from two semi-structured interviews 

and varied from the practicum data because the participants described their 

experiences across an entire year rather than a focus on a 7- week practicum. Data 

from the participants' first interview uncovered experiences which each participant 

acknowledged as significant for them both personally and professionally. The 

second interview data expanded upon the participants' earlier experiences and 

provided an ongoing account of events which proved significant to these newly 

qualified teachers. The broader time-frame meant there was also a different 

framework in relation to the issues which shaped beginning teacher identity. 

Andrews (2007, p. 492) invites researchers to listen closely and learn from every 

story they gather, and argues that by focusing on the particular, a framework 

emerges which makes sense of these experiences and leads to an understanding of 

the broader issues embedded in the experience. 

The same four-stage analytical process was undertaken with the first-year data. I 

began with the two interview transcripts for each participant. I read and re-read the 

transcripts and then highlighted dialogue and made notes regarding the significant 

experiences — experiences which led the participants into a space within which they 

confronted their understanding of self as teacher. I again used the concept of liminal 

identity spaces as the lens through which to view my data in relation to the issues of 

identity, experience and knowledge. Through an analysis of these spaces I was able 

to further understand the unpredictable nature of first-year experience. For example, 

my notes for Justine: First year — hardest transition, unqualified to qualified, relief 

teaching —skimming and jumping across schools — hard at first began to enjoy, 

returns to study. 

The second stage of analysis involved the process of narrative shaping described 

previously. Using the highlighted text from the two transcripts I again crafted the 

narratives for each participant by combining relevant transcript texts together, 

deleting my questions and carrying out minor grammatical alterations when 

necessary. Once the narratives had been written from the original transcript then a 

process of horizontal analysis was conducted. 
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The horizontal analysis process involved reading across the narratives in order to 

find commonalities and contradictions across the participants' accounts of their first-

year experience. Strong themes emerged in relation teacher identity which I 

summarised as finding employment and managing the complexities of their jobs, 

adjusting to new school communities and finally — but less significant in this data — 

drama teaching. 

In the final step — the defining process — I was able to use terms which provided 

continuity across the two results chapters. The stories related to the themes of 

finding employment and managing the complexities of their jobs I titled 'context' 

because it was the contextual circumstances related to their employment which led 

the participants into liminal identity spaces. The category of adjusting to new school 

communities I titled 'relationships' because this issue centred on the participants' 

relationships with others in the school community. The theme of drama teaching 

could again be defined as 'knowledge'. Once the four-stage data analysis process 

was complete I could then prepare the layout for Chapter 5. 

Presentation of the first-year experiences in Chapter 5 

The presentation of the findings in Chapter 5 follows a similar pattern to that used in 

Chapter 4 with each participant's first-year of teaching experiences presented 

separately in 10 sections. The experiences are presented under the three categories of 

context, relationship and knowledge with one addition titled 'the future'. This 

section relates to data collected at the end of the final interview and after the 

findings chapters were returned to the participants — an explanation of this data and 

its inclusion in Chapter 5 is provided in the following section titled 'The final stage' 

below. 

The layout of each section in the chapter is as follows: 

• the participants' narratives distinguished by italicised text 

• my discussion of the individual stories in relation to the existing literature 

along with further synthesis specifically in relation to teacher identity 
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Once Chapters 4 and 5 were completed it was necessary to re-connect with the 

participants. 

The final stage 

As a final stage in the data collection and analysis process it was necessary to re-

connect with the participants in order to receive their confirmation that my 

interpretations of their experiences over a three-year period were valid. Towards the 

end of 2008 I was fortunate enough to make contact with all but one of the 

participants (Justine). After initial contact via mobile phone I forwarded each 

participant a copy of Chapters 4 and 5 seeking confirmation that the nine participants 

were satisfied with my interpretation of their experiences as they now appeared in the 

final chapters. This process was what Eisenhart (2006, p. 547) refers to as 

'interpretive validity' where confirmation is sought from the participants that they 

agreed to, and accepted my interpretation of their experience. All the participants 

responded via email, and some provided written confirmation that they were happy 

with their stories providing comments such as: It was great to revisit the experiences 

that seem like such an age ago (Sonia 5/1/09). Have just finished reading the 

chapters, they were really interesting and it was great to find out about other 

people's experiences and think how you can relate to that or that I'm so glad that 

didn't happen to me! The parts about me were fine, I have to admit I had forgotten 

most of that stuff... so much learning since then (Rianna 5/1/09). Wow! What an 

amazing story to read! Very interesting — brings back a lot of memories (Jessica 

23/12/09). During this contact I made a further request to the participants. 

In my email I also asked the participants to give me a brief overview of what they 

had been doing in the three years since we last had contact. All the participants 

responded in some form to this request and I was able to include their reflective 

comments alongside their comments made in the final interview (my 'bookend' 

question — explained earlier). This data forms part of the section in Chapter 5 titled — 

The future. Presenting the participants' final words, three years on, held special 

significance for me because not only did it confirm our close relationship throughout 

the research process but these small vignettes in Chapter 5 also affirm the ephemeral 

and shifting nature of teacher identity. 
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Having outlined the design, data collection and analysis processes the limitations 

inherent within these processes will now be discussed. 

Section 6: Limitations of the study 
I recognise and outline a number of limitations of this study. This research involved 

one cohort of pre-service/beginning teachers at one university. Therefore the 

outcomes of this study may not provide the opportunity for generalisation to other 

settings and cohorts. However as Stake (1995, p. 87) argues, when sufficient original 

data is presented, then the reader is given the opportunity to 'consider their own 

alternative interpretations' of the material presented; while engaging in a process of 

modifying their existing generalisations. In this study the aim is for the reader to find 

relevance and meaning in relation to the experiences of others. 

Earlier in this chapter I acknowledged my close connection to the subject matter of 

this research, as well as my collaborative stance with my participants. I recognise 

that my findings may therefore be viewed as suggestive rather than conclusive. 

Because of these limitations, I made explicit my position in this research and my 

collaborative stance throughout the data gathering procedures. As Barone (2001, p. 

180) explains, if 'educationally significant questions arise within conspiratorial 

conversations' then the outcomes of such studies provide the means to further 

understand complex educational issues. 

The particularities of the context of this study need to be acknowledged in 

considering the relevance of the findings for pre-service and/or beginning teachers in 

different circumstances. Britzman (2003, p. 20) argues that there is 'no single story 

of learning to teach' as she emphasises the significance of giving those who are 

becoming teachers a voice. In this research, the process of choosing a specific and 

localised venue and participants to document the experience of learning to teach, 

helped to confirm teacher preparation and teacher induction as remaining diverse 

and multi-faceted. 
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As a result of the specific focus on educational drama in this research, similar 

approaches may not necessarily suit research into other areas of the curriculum. As 

O'Neill (1996, p. 145) explains, research in drama 'will never be a question of 

creating theories and cataloguing facts' because it remains a discipline which 

requires 'integrating imagination and expression and articulating through language 

and gesture the deepest concerns of our humanity'. While narrative approaches are 

not the sole domain of drama, using this approach was most suited to providing 

insight and understanding to this particular approach to pedagogy. 

Section 7: Summary of Chapter 3 
This chapter has presented the methodological approaches used to conduct this 

study. The use of narrative inquiry allowed the three underpinning themes of teacher 

identity, the experience of becoming a teacher and knowledge in relation to drama 

teaching to be explored as a means to further understand the shaping of a teacher 

identity. The study involved the ongoing construction of knowledge through 

collaboration between the researcher and the researched as the participants shared 

their stories of teaching. The participants' stories of their experiences have been 

analysed in relation to liminal identity spaces as a means to understand teacher 

identity as shaped by and through experience. I positioned myself within the 

research, not only to make clear the subjective elements, but also to justify the twists 

and turns which occurred during the four years of data collection and analysis. The 

two chapters which follow present the results of the data collection and analysis 

process. Chapter 4 presents and discusses the participants' narratives of experience 

related to their 3 rd  and 4th  year practicum while Chapter 5 presents the results related 

to the first-year of teaching. 
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Chapter 4: Research findings: The participants' practicum 
experiences 

Learning to teach, like teaching itself, is a time when desires are rehearsed, 

refashioned, and refused. 

(Britzman, 2003, P.  221) 

This chapter presents and interprets the participants' narrative accounts of their 

school and classroom experiences during their undergraduate years — their 3 rd  year 

and 4th  year practicum placements. The participants' liminal identity spaces, reflected 

in their stories, uncover moments when the participants confronted their 

understanding of 'self' as teacher — their teacher identity. By identifying and 

discussing these spaces it is possible to understand the unsettling, transitional and 

transformational nature of teacher identity, the experience of becoming a teacher and 

knowledge — specifically in relation to drama teaching. The identification of these 

spaces also enabled the exploration of the personal, social and contextual aspects of 

teacher identity as it evolves over time and through experience. 

Three key issues emerge from the analysis as significant in leading to these identity 

spaces: context, relationships, and knowledge. The key factors emerging from these 

issues include the level of autonomy and support provided for the pre-service 

teachers to explore a range of pedagogical approaches in order that they may 

experience the practicalities and risks inherent in these approaches. Role definition 

also emerges as a significant factor as the colleague teacher and the pre-service 

teacher work side-by-side in the classroom and the competing discourses of schools 

and universities becomes apparent as differing beliefs and expectations emerge. 

During the practicum the pre-service teachers' knowledge and preconceptions of 

what teaching, and especially drama teaching entail, along with the status of Drama 

within the Curriculum at societal and school level all prove to be pivotal factors in 

shaping their teacher identity. These issues challenged the pre-service teachers 

cognitively and affectively as they responded within the space in order to shape their 

growing understanding of self as teacher. 
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This chapter is structured in 10 main sections. Each participant's narrative excerpts 

are presented individually in a chronologically arranged format under headings 

which indicate the issue which shaped the participants' teacher identity in each 

experience — relationships, context or knowledge. Within each participant's section 

the structure usually includes a narrative shaping section which is distinguished from 

the main text by Narrow Anal Font — these sections have been drawn from the re-

storied versions of the participant's experiences as explained in Chapter 3. All text 

appearing in italics has been drawn from the original data of interview transcripts and 

journals. These different fonts distinguish the main 'layers' of the analysis. My 

discussion and comments appear throughout the narratives to guide the reader — 

Times New Roman (not italicised) distinguishes my commentary. A summary of the 

participants' experiences is provided in an integrative section at the end of the 

chapter. 

Section 1: Sonia 
Coming to campus 

Sonia described enjoying the challenge of a range of experiences before making the 

decision to become a teacher. All the skills that I've gained over the years are very 

relevant to becoming a teacher. I have a diploma in Fine Arts; I've always been 

interested in the Arts. I went back to TAFE to learn how to make garments for my 

daughters who are dancers and I obtained a diploma in clothing and textiles. I have 

worked full-time for 14 years and developed a lot of skills with computers. Having 

had four children of my own, I've seen them grow up and I'd been involved and 

worked with children through different organizations. I felt I'd come the full circle. 

As a child growing up I wanted to be an art or music teacher or a fashion designer. 

I've got these skills and I thought I'd like to take them into the classroom and do 

some exciting things. So I thought, yep, now is the time to go and teach. 

Sonia's practicum experiences involved her moving into identity spaces related to 

her relationship with her colleague teacher, the classroom context and knowledge of 

drama teaching as she sought to establish her teacher identity. 
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3"1  year practicum 

Relationships —feeling stuck 
Sonia was delighted that her skills in visual art had given her this special placement for her 

third school experience. Her teaching schedule for this placement involved teaching visual art 

across the school for the first half of the week and a grade 3/4 class for the remainder of the 

week. 

Sonia smiled as she prepared for the class to return from their music lesson. She recalled the 

students quizzing her about what they would be doing last thing this afternoon. Their eager 

eyes scanned the board as she wrote up the day's program before school started. They 

grinned when she wrote 'drama' next to the 2.30 pm time slot. 'They'll be keyed up now,' she 

thought. 'It's Friday afternoon, music is over but there's still drama to go.' Sonia knew she was 

well organized for this lesson, overall she felt really confident about what she'd taught, how 

she'd taught and especially her relationship with the students during this practicum. 

It was her colleague teacher's response to her drama lesson which proved unsettling 

for Sonia. The [colleague] teacher believed that when students get noisy you are 

losing control - don't let them get loud, don't let them move, keep them in one spot, 

keep them contained. I was conscious of the noise, but not conscious of it, because I 

was too engrossed with what the students were doing to really worry about the noise 

level. 

The drama lesson proceeded well until the students were placed into groups. 

Everything appeared to be in control. I split the class into groups and allocated them 

to corners of the room. It wasn't a very big room so there were small clumps of 

children everywhere. I gave them time to work out what was happening [in their role 

play]. It was fine; of course it was noisy, as they were all discussing their work. Then 

the colleague teacher said 'There's too much noise' and began quietening the 

students down. I was thinking - 'How can they discuss what they will do?' I could see 

that the students were talking about their role plays. The teacher said there were 

boys around the corner and they were fooling around and not doing what they were 

supposed to be doing. She told them they were not allowed to participate in the 

drama; they were going to be excluded. I would rather give the students a few 
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chances as I didn't want anyone to miss out on the experience. There was one boy 

who got excited; but she said 'Right you've got to go out.' He cried. He cried 

because he had to go out of the drama lesson. I was willing to forgive their noise and 

excitement. 

Reflecting on the interruption to her lesson Sonia contemplated the consequences. 

You are stuck. You think well, okay that's not the way that that teacher likes it, but 

that's the way that I will do it. So it was always a case of— 'Oh, well, when I've got 

my own class I will be doing this, this, and this, which I can't do now.' Sometimes it 

is just like jumping through hoops; this is what the colleague teacher wants. 

During her lesson Sonia accepted her students' enthusiastic response to the drama 

experience and considered the rising noise levels to be a consequence of the 

students' active engagement. The possibility of students responding exuberantly to 

drama experiences has been acknowledged by McCaslin (2006) and Russell-Bowie 

(2006). When Sonia's colleague teacher interrupted the lesson Sonia felt frustrated 

and constrained by the interference. Sonia and her colleague teacher's view in 

relation to appropriate noise levels proved contradictory. Stoughton (2007, p. 1035) 

suggests the problem of 'competing discourses' during practicum placements occurs 

when the colleague teacher's expectations come into conflict with the views held by 

the pre-service teacher. 

When pre-service teachers embark on their practicum they seek to explore the 

theoretical aspects of their knowledge gained at university within the classroom 

setting. However, without a certain level of autonomy and support granted to pre-

service teachers by their colleague teachers, along with the possibility of conflicting 

discourses in relation to pedagogical approaches, this process of exploration will be 

thwarted and may leave pre-service teachers feeling frustrated, disappointed or 

confused. 

Similar challenges awaited Sonia the following year during her 4 th  year practicum 

when she entered a context which she found difficult to manage. 
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4 th  year practicum 

Context - working through the tensions 

Sofia's 4th year practicum school was in a rural setting. They had a bright sunny classroom, 

painted in yellows and blues and all fairly new, even the carpets, equipment and tables. 

Despite the new surroundings, Sonia felt the classroom was quite bland; neat and clinical. The 

walls contained a limited number of precise, carefully mounted displays that were erected 

without one piece of blue-tac. There wasn't a scrap of paper in sight — nor would it be 

tolerated. There was a regimentation of space and regimentation of time for example; students 

were moved on and off the computers by the ring of the timer. The time table for each day was 

rigidly set, regardless of what Sonia and Heather had planned before their arrival. 

From the commencement of this practicum Sonia described a discord with her 

colleague teacher specifically in relation to teaching the Arts in her Grade 3/4 class. I 

knew going in to this practicum that it was going to be different; just the vibes that I 

got from the colleague teacher. She wasn't interested in Arts in any shape or form. 

She didn't teach drama and she didn't like visual art; she just didn't like the Arts. She 

said 'As far as art goes or anything creative, if I find that it fits into my integrated 

unit, I put it in, if it doesn't then it doesn't go in. There aren't dedicated times for it.' I 

thought that was fine, 'f she doesn't like the Arts, then that is okay, but I'm sure that 

once I go into the internship phase, I'll be able to work within the Arts'. My 

internship partner [Heather] and I had planned to take some drama and visual arts 

lessons. We were looking forward to working together so we could give each other 

feedback on our own arts teaching. We thought we would have had more flexibility 

than we actually did. The colleague teacher remained in the classroom the majority 

of the time; she monitored everything we did very closely. 

Sonia's relationship with her colleague teacher also confronted her at a deeply 

personal and emotional level, because of competing expectations about colleague 

teacher feedback on performance in the practicum. You almost want someone to say 

that your practicum is a test. But I want prior warning if I am going to be tested! 

After the second day the colleague teacher said 'how do you think your teaching 

went?' I said, 'I think it was generally good.' I talked about things that could have 

been improved. She launched into this statement that implied that Heather and I 
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were virtually worthless. Heather and I just went into shock. We thought obviously 

we needed to pull our socks up and try harder. So the next day we went back and we 

tried harder but it was still not what she wanted. I thought, 'Well you tell me what 

you expect and let me see if! can deliver that to you.' She wasn't willing to talk about 

anything so you were always trying to find what you could do to please her. Then 

after a while, I thought — `No hold on, you are really starting to doubt yourself and 

perhaps you are all these things that she is telling you that you are?' Then you think, 

'No', because with teaching you know in yourself if you have had a bad lesson or a 

bad day or whatever — you just know. lam very critical of myself in my teaching. 

Sonia sought to place a positive perspective on this experience. I know that you meet 

people like that and you have to work with people like that. I guess I had two choices. 

I could stay and go through the internship or I could have been moved. But I felt that 

I should stay and work through the tensions. It was funny, I was listening to someone 

on the radio the other night and they said 'If it doesn't kill you, you will grow from 

it', and that is basically what this relationship has done; it has made me a stronger 

person — you need to get through and survive. 

A supportive practicum experience for pre-service teachers is argued by 

Ritchie, Rigano and Lowry (2000, p. 165) to include opportunities for inquiry 

and reflection so that a 'wisdom' in, about and of practice can occur. Sonia's 

experience does not reflect these ideals. On this occasion the colleague teacher 

created a context within the classroom which caused Sonia distress — an 

absence of support for and constructive feedback on her teaching and 

restrictions in relation to Arts pedagogy. This classroom context reflects the 

issue of the 'micro-political environment' described by Zembylas (2003, p. 

216) which placed Sonia in emotionally difficult circumstances. Sonia's 

inability to provide her planned Arts experiences for her students also mirrors 

current concerns in relation to the marginal place of the Arts in schools and 

classrooms as acknowledged by Bamford (2006) Crowe (2006), McCaslin 

(2006) and Ostern (2007). 
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Pre-service teachers remain vulnerable to classroom contexts which do not provide 

appropriate levels of collegial support, transmission of experiential 'wisdom', and 

flexibility. Collegial support should include honest communication and constructive 

criticism of the pre-service teacher's progress while flexibility should allow 

opportunities for the implementation of a range of teaching and learning approaches 

which includes all curriculum areas. The absence of collegial support and levels of 

flexibility can cause - as Sonia's experience demonstrates - an emotionally-charged 

response from the pre-service teacher who as a consequence feels marginalised and 

alienated from the colleague teacher and the teaching situation. 

However, during this practicum Sonia did seize upon one opportunity afforded by the 

students' enthusiasm acting as a 'trigger' for her own creative response, which 

allowed her students a brief, but positive, drama experience. 

Knowledge - Risk-taking with a covert drama experience 

The chance to work with drama came unexpectedly, almost secretly and certainly unplanned. 
Sonia was working in one of her novel study sessions that she conducted three times a week 
for half an hour. The class was split into four groups for these sessions and Sonia was 
working with the brightest students. They had been working with a text about applying for a 
job. Sonia discussed with the students what happened to the girl in the text- how did she go 
about applying for a job? How would you do it differently? They discussed how you would go 
about applying for different types of jobs, would it be the same for you as it was when your 

mum applied for a job, for example? 

The students were really stimulated, coming up with all these wonderful ideas. That 

is when the lesson turned around. I said, 'Well we need to get something down on 

paper'. (The colleague teacher always wanted to know what we were doing with the 

children and so we would need to have something down on paper.) 

Sonia then explained how the lesson changed focus. Then one student, Emily Rose 

said, 'Rather than write about it, can we present it as a play?'! said, 'Have you done 

any drama before?' They said that they hadn't. I said, 'In fact, you don't have to 

present what you know in writing, you can present it in a different way.' And that is 
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when we talked about different ways of presenting what we know. The students got 

very excited and said, 'We could mime it!' They came up with a whole heap of ideas 

about how they could present their ideas. They wanted to perform for the class and it 

had to be done really quickly. I told the students that I wasn't going to tell them what 

to do — I wanted them to work out the performance for themselves. 

At the end of the novel study time, the rest of the class assembled and! said that my 

novel study group wanted to present their play. Emily Rose said to me, 'I don't want 

you to tell the class what we are doing. We want to see if you can guess what the play 

is about.' That was fine. Their performances were fantastic, everyone clapped. 

This response by Sonia during the novel study session highlights the one occasion 

where Sonia took a risk and made a decision not to comply with her colleague 

teacher's request that students record their learning in written form. Sonia did this 

even though the experience felt like doing something behind closed doors, when she 

was not watching. As Sonia took ownership of her lesson she created for herself what 

Sinclair et al. (2005, p. 216) term a 'preferred reality'. Sonia's responsive decision-

making during this lesson also reflected an improvised approach to teaching which is 

often linked to drama teaching (Schonmann, 2000). 

Even fleeting moments of independence will provide pre-service teachers with an 

opportunity to confirm their beliefs about particular approaches to pedagogy — 

empowering moments. These kinds of moments can only occur in practical contexts 

when freedom is granted to the pre-service teacher. 

Sonia's liminal identity spaces 

Both Sonia's practicum experiences led her to move into spaces where her sense of 

self as teacher was both challenged and confirmed — an ambiguous time — defined by 

Turner (1969) as a liminal experience. Sonia was personally and professionally 

moved into the margins in relation to her teacher identity, margins which helped her 

to re-evaluate and to grow — as she frequently engaged in a process of seeking to 

reconstruct her understanding of herself as teacher. 
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Relationships-feeling stuck 
If teacher identity is shaped in communities of practice as argued by Wenger (1998), 

then Sonia's experience highlights the sometimes unstable nature of the social 

aspects of the practicum experience and as a consequence — the unstable nature of 

teacher identity formation. During this 3r1  year practicum Sonia's overall confidence 

with her work in the classroom was interrupted by one experience during a drama 

lesson. Within this space Sonia felt frustrated and stuck, just —jumping through 

hoops — reluctantly complying with her colleague teacher's request to reduce noise 

levels in order to sustain their relationship. Differing expectations with regard to 

student management led Sonia to question her own beliefs and understandings in 

relation to appropriate noise levels and student engagement in drama experiences. 

Context - working through the tensions 

Pre-service teachers' personal dispositions in relation to specific curriculum areas 

have been recognised as having strong links to teacher identity (see, for example, 

Egan, 2004; Hodgen & Askew, 2007; Varghese, Morgan, Johnston & Johnson, 

2005). Sonia's personal and professional distress during this practicum was 

underscored by her inability to implement Arts experiences during her time in the 

classroom, therefore showing the link between her affinities with Arts teaching and 

her teacher identity. Just as Sonia was expecting greater flexibility during this final 

practicum placement, she realised she would need to take refuge in compliance with 

system demands. Despite these challenges, Sonia sustained a personal and 

professional resilience which enabled her to remain in this challenging context while 

seeking to maintain a positive sense of herself as a teacher. 

Knowledge — risk-taking with a covert drama experience 

Sonia took a risk and applied a personal and professional agency as she capitalised 

on the opportunity to respond to her students in a way which she felt comfortable. By 

adopting this more personally satisfying pedagogical stance Sonia was offered an 

affirming glimpse of herself as a competent and creative teacher. Day et al. (2006) 

argue that beginning teacher agency involves the pursuit of goals which are valued as 

well as an ability manage any contradictions which may arise in order to establish a 
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stable identity. This short teaching episode remained a significant teaching moment 

for Sonia during an internship filled with difficult and confronting realities. 

Section 2: Rianna 
Coming to campus 

Rianna found an unusual source to help her make her decision to become a teacher, 

which helped to shape her expectations of teaching and also her sense of self in the 

teacher's role. I had thought about doing teaching at various stages through high 

school but my textile teacher had said that I wouldn't like it. At the end of my 

dressmaking course, I thought about teaching again but I couldn't handle the idea of 

another three years at university. I continued working in dressmaking for three years 

but it became pointless because it was a bit thankless. I stayed up all night making 

wedding dresses and some customers were appreciative but the boss was never 

appreciative. I thought that it was time for a change. I went to have my palms read. I 

told the palm reader that I didn't want to do dressmaking anymore and asked her to 

suggest what I should do. She said that from what she could see, the skills that I had, 

I would be good as a teacher or a social worker. 

During her 3 rd  year practicum Rianna responded to the confines of her classroom 

context, in the light of hopes and expectations she brought to the new situation. 

3rd  year practicum-context — something relevant and meaningful to do with 

drama 

Rianna had planned that this 3rd practicum would really prove to her that she could do it — 
become a teacher. It had a shaky beginning. The colleague teacher Rianna had for the three-
week introductory phase became ill, so when Rianna returned to the school for the intensive 
five-week practicum she moved into another classroom with a new colleague teacher and a 
new group of Prep/Grade 1 students. 

When Rianna sat down with Mrs. Joyce, her colleague teacher, she sensed there was 

a tight structure to the school day. A literacy session ran until recess and this was 

followed by an individual contract session until lunchtime. Mathematics took up the 
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afternoon time slot. Rianna described her dilemma this way: I was unable to do any 

drama with my class on prac. I think I was trying too hard to think of something 

relevant and meaningful to do with drama. But in the end my colleague teacher and I 

seemed to only have time to do the program that was already planned. She kept 

saying — we will do drama tomorrow; it just kept snowballing. Her idea of drama 

was a bit different from mine. She kept talking about booking the hall and what a 

hassle that is because you have to walk down through the school and across the road 

to get to the hall. I was racking my brains to find something which would 

demonstrate how drama would fit in with what she was doing. 

I felt very much that it was 'her class' and that I shouldn't do anything too different. 

She was thinking along the lines of 'we are team teaching'. I did not have the whole 

day to do what I wanted. In the last week, I did get two days to use my own ideas but 

I felt that I should stick to her routines and what she wanted. 

Margolis (2007) describes the ideal colleague teacher and pre-service teacher 

relationship as a team teaching approach where open dialogue can occur around 

issues related to management, planning and teaching. This relationship can provide 

opportunities for the pre-service teacher to develop a sense of worth and shared 

learning. However, during Rianna's practicum, her colleague teacher claimed they 

were team teaching, but her version involved Rianna continuing with her existing 

program and there appeared to be little opportunity for shared dialogue and exchange 

of ideas. This arrangement continued to emphasise Rianna's subordinate role where 

she perceived her contribution to be undervalued. Bullough et al. (2004) suggest, 

many pre-service teachers view themselves as visitors to the school for a short time, 

as they borrow another's classroom but do not feel they belong. Rianna's experience 

reflects this notion of not belonging and acts of compliance remained her only option 

in this context. 

Pre-service teachers will continue to seek refuge in adopting more compliant roles 

during the practicum when contextual issues act to restrain them. Levels of autonomy 

and personal confidence remain inextricably linked to pre-service teacher/colleague 

teacher relationships. These relationships have links to pre-service teachers' identity 
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development in situations in which reciprocity of shared pedagogical understandings 

appears not to be encouraged, sometimes unwittingly, by the colleague teacher. This 

applies especially to the enthusiasm which pre-service teachers bring to the 

practicum to share what they have learned at university about pedagogical 

repertoires. 

Rianna's experience of her colleague teacher's misconception of educational drama 

requiring a special performance venue such as the school hall is illustrative of 

concerns with regard to inconsistencies which exist between university and 

classroom contexts in relation to pedagogical approaches (Brouwer & Korthagen, 

2005). Rianna was left in a tenuous position as she tried racking her brains to think 

of a way to introduce drama experiences during the practicum — without success. 

When pre-service teachers enter classrooms eager to implement their theoretical 

knowledge in practical contexts they require the encouragement of their more 

experienced peers in the classroom. Without such encouragement, the pre-service 

teacher is unlikely to make a decision to pursue more challenging approaches to 

pedagogy during their time in schools because of the power differential which exists 

between themselves and their colleague teacher. 

During Rianna's practicum the teaching program was highly regimented around 

'core' subjects — Rianna described large blocks of time being delegated to literacy 

and numeracy and as a result her perception was it would be difficult to find the time 

to undertake an Arts-based lesson. Eisner (2002) suggests that what is deemed 

important to teach is described as 'core' while the Arts are placed outside these areas, 

a practice which then legitimises the inattention that is paid to the Arts in the 

classroom — this concern is mirrored in Rianna's experience and the experiences of 

other participants. 

While Arts experiences continue to hold a marginal place in school curriculum the 

opportunities for pre-service teachers to engage in this approach to pedagogy also 

appear to be marginalised — reducing the opportunity for the application of 

specialised knowledge in practical contexts. 
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Rianna's liminal identity space 

Context — something relevant and meaningful to do with drama 

The liminal nature of Rianna's experience and her teacher identity came from the 

notion of 'separation' (Turner, 1969, p. 94). Rianna moved into a space where she 

became separated at a professional level from the theory gained at University, and at 

a personal level, through her lack of freedom to make choices about what she could 

teach. Rianna's experience highlights the social and curriculum issues which shape 

practicum experiences, and in turn, shape teacher identity development. In this 

context, Rianna chose a resigned compliance through tacit consent as her most 

satisfactory option — as she recognised less autonomy also meant less opportunity to 

interrogate new pedagogical approaches through a process of classroom application. 

Section 3: Johnny 
Coming to campus 

Johnny's move into teaching came at a time when his personal life had reached a 

turning point. His decision involved making considerable changes to his life style. So 

with the support of his family, he chose to alter his professional career path. His 

former somewhat fragmentary career path and wide experience of life and his search 

for a more stable, personally fulfilling career helped shape his approach to teaching 

and to issues such as classroom management. I finished school at 15 and I started an 

apprenticeship in sheet metalwork. After five years I quit this job and worked with 

my father as a bushman for six months. Then I went to the mainland for nearly 12 

months and played football and just had a look around. I had been a competitive 

axeman and there is a circuit up in Queensland so I went around the circuit for six 

weeks and then drove back to New South Wales where I played football and had a 

really good job. I probably could have stayed there for the rest of my life but ! got 

homesick and I was back in Tasmania within a week of football finishing. 

I went back down to the West Coast to work for four months but then a few football 

clubs wanted me to play for them. I ended up playing football with Demaine and 

working in an orchard for four years. I got married the first year I was there. My 

wife and I decided we were going to try and have a child so I thought I had better 
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change jobs and go back into my trade because the orchard work was pretty good, 

but I didn't earn enough money. 

In 1991, with two children, my wife and I decided to go up to Queensland for the 

winter and so we had packed up everything we owned into our car and off we went. 

That was a good experience and I don't regret it. After returning to Tasmania I 

decided that I wanted a career, I couldn't see myself working in my trade for the rest 

of my life, I wanted something long term. I decided to become a teacher. 

Johnny's stories of his practicum experiences also involve identity issues related to 

his relationship with his colleague teacher and his knowledge of drama teaching as 

he makes mistakes and responds to his students' experiences of drama. 

3"1  year practicum 

Relationships- teaching from a different point of view 

On his third practicum Johnny opted to return again to an early childhood classroom — this 

time a Prep/Grade 1 class. There were a range of abilities in the class; a couple of students 

needed assistance with special intervention techniques while others had behaviour problems 

requiring special teaching approaches. The school was situated in an area of predominately 

housing department homes with many of the residents being second generation unemployed. 

During this practicum Johnny felt he didn't have the same respect from the students that his 

colleague teacher enjoyed; even when he was well into the practicum. He believed this was 

partly his fault; he should have been firmer with the students from the beginning instead of 

trying to feel his way. But he believed this relationship issue also had something to do with his 

colleague teacher. 

Johnny explains this relationship problem. My colleague teacher really left 

everything up to me, which I didn't feel I could do because it was her classroom and 

the children knew that as well. She would leave me in control and then tell me that I 

was not in control; that she was responsible. I found it very difficult because my 

teacher was teaching from a different point of view. We hadn't had a class discussion 

about school rules or class rules or anything. I thought that was very odd and it 
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wasn't until I asked the teacher about the school rules and the class rules that she 

told me that there weren't any rules anywhere. I thought that was very strange for 

this age group. 

Johnny reflected further on this situation. From a professional perspective, what 

limits do I have for my levels of control? Teachers have said to me, on a few 

occasions, that I have been letting the children get out of control and that I have to 

be more assertive. In my mind, I have got my eye on the students and I am watching 

them do stuff that the classroom teacher doesn't like, but I know that the students are 

heading down the right track and at a certain point I can step in. It might be my lack 

of knowledge of those children but! think I have a bit more tolerance of 

misbehaviour or the 'play' the children do when they are bored with stuff— illicit 

play. Illicit play doesn't make children naughty. 

Johnny sought to confirm his own theory in relation to student management issues 

and how students should be allowed to interact with each other in the classroom. 

Johnny's experience highlights the importance of a role definition between the 

colleague teacher and the pre-service teacher, especially in terms of creating a 

relationship where the pre-service teacher feels confident and not destabilized by 

personal and professional uncertainty in relation to specific pedagogical issues. 

Clement (2002), Mau (1997) and Stoughton (2002) all acknowledge that differing 

beliefs about classroom management arise during the practicum and that this issue 

remains a common concern for pre-service teachers. 

When the realities of the classroom collide with pre-service teachers' theoretical 

orientations and understandings, and even their life's experience, then the colleague 

teacher needs to provide an explicit level of guidance which will support the pre-

service teacher. In the absence of a guiding relationship then pre-service teachers are 

susceptible to higher levels of personal and professional uncertainty about a range of 

issues — in Johnny's case, behaviour management. 
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Later in this practicum Johnny described independently managing the students 

during a drama lesson, and by doing so, was able to interrogate his personal 

understanding of management issues first hand. 

Knowledge — making mistakes - a bit of a disaster 

Both the drama lessons Johnny took during this practicum were in the afternoon. He explained 
that it was the only time available as the morning was dedicated to work in literacy and 
numeracy. Johnny had been teaching a unit on the seasons and he was keen to use drama 
experiences to deepen the students' understanding of the topic. He chose a picture book as a 
pre-text for the first drama lesson; after reading 'Rain Dance' to the students he divided them 
into four groups and asked each group to create a sound and movement piece linked to 
elements within the story. 

This is how Johnny described the circumstances in which the lesson took place and 

how the lesson progressed: It was the afternoon before the first school fair in about 

five years and all the children were unsettled. If the lesson was in the morning, I 

think it would have been better. The students were moving in and out of the room to 

prepare things for the fair and this was creating a real disruption. I found this really 

difficult and so did the children. I tried to move on and make the pairs and groupings 

workable regardless of the disruptions but I felt lost in this lesson. 

Johnny explained why he continued with the lesson. Under these circumstances, 1 

wouldn't normally have taken a drama lesson. I would have found little games for 

groups to do or learning centre activities. But the drama lesson was at the end of the 

unit I was doing and I wanted to finish it. I didn't have another opportunity to 

complete that lesson anyway so it was a matter of time and lack of choices I suppose. 

I needed to get my unit finished. 

The final stages of Johnny's lesson unsettled him. The last part of the lesson was a 

movement strategy and it was a bit of a disaster. I split the class into groups and 

informed them of their task In an attempt to demonstrate what was required I 

allowed one group to use the props I'd prepared. This then proved to be a challenge 

because I did not have enough props for each student. I thought they might rotate the 
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props as required when performing their movement piece to the rest of the class. 

Some of the students were being silly with the props and others were trying to get 

hold of one. Probably, in hindsight, I should have had props for everyone or not 

given the props out until sharing time. It probably would have been easier to have 

props for everyone, I think. 

Johnny managed to restore order and bring the lesson to a close. Eventually I gained 

some semblance of control and had the children sit on the mat while each group 

performed their movement piece. None of these performances were that memorable 

as they were made up 'on the spot' or coaxed by me to do something. Time was also 

an added pressure because of the disruptions. I had to keep the students' engagement 

by moving through the performances quite quickly. We did not have any time to 

discuss our activities or relate the drama to our unit on weather and seasons. This 

discussion would have helped extend the students' understanding of these concepts 

but perhaps it was too much to handle late in the afternoon, before the fair and two 

days before the end of term. 

Reflecting on drama lessons compared to other lessons Johnny stated: In maths, you 

plan the lesson and you plan what the students are doing and you plan for the 

students who can do it really quickly. But in drama, you don't have that 

[predictability] as much. The students are not sharing what they can do on paper like 

in maths, what they are sharing is how they feel. 

Johnny highlights the importance of management issues. In a drama lesson you have 

to plan for the control of the students and a better use of space and make sure that if 

they are working in groups that one group is not shouting and screaming and things 

like that. Maybe you have to pick your groups a bit better. I think you manage 

differently in a drama lesson and when you have that understanding with the students 

and they know what is expected, it is an enjoyable time because you let them make 

more noise and allow for self expression. So while drama is more enjoyable and it 

probably brings out the best in people, it still takes a lot of planning and refining to 

get it right. 
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Finally Johnny acknowledges the positive aspects of drama for his students. The 

students enjoyed it. It was a good lesson because it involved listening and thinking 

and doing. They weren't sitting down for too long, they were up and doing things. It 

involved cooperative learning because they could do it together and they were 

allowed to make a noise and things like that; they weren't confined to a desk doing 

written work I was letting them be 'themselves' a bit more. 

For Johnny this independent teaching opportunity enabled the shaping and authoring 

of his knowledge of drama pedagogy. Johnny's pedagogical knowledge of drama 

teaching was mediated through practice — particularly as a direct result of certain 

aspects of his lesson not going to plan. It is argued by Britzman (1991), Clandinin 

(1986, 1992) and Elbaz (1981) that teacher's existing theoretical knowledge is 

authored, shaped and informed in, through, and by, practice. In many respects 

Johnny's desire to successfully provide these drama experiences for his students 

conflicted with the practical realities involved in drama work. The ambiguities 

inherent in drama teaching have been recognised by Moroney (2005) and Wales 

(2009). Despite this conflict, Johnny's personal and professional resolve to go ahead 

with the lesson highlights his commitment to these challenges. 

In the process of making mistakes with their teaching, pre-service teachers have the 

opportunity to deepen their knowledge of the practical application of pedagogy while 

also reaching a deeper understanding of their roles as teachers. The chance for pre-

service teachers to provide their students with unique learning opportunities 

increases the likelihood that their students' abilities will also be extended in positive 

ways. 

The following year Johnny continued to develop his personal and professional 

knowledge of drama teaching during his 4 th  year practicum. 
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4th  year practicum 

Knowledge — students' responses to drama experiences — ownership of the 

process 

Two weeks into his 4th year practicum with his Grade 1 class Johnny was working on a unit 

about simple machines; wedges, ramps, pulleys, wheels, axels, cogs and gears. He planned a 

drama lesson with the aim of helping the students understand that a machine has specific 

movements and that each small moving component combines to create a more complex 

machine. In this drama work Johnny wanted the students to experience being part of a 

machine; he also wanted the students to have the opportunity to be involved in the creation of 

the performance piece. 

Johnny explained the concept for his drama lesson. For the pre-text to the drama 

experience I told them a little story along the lines of— 'Grade l's, 1 have found this 

village and in the village they don't have any simple machines. There is only one 

power source right in the middle of the town that we could use to run any sort of 

machine.' The students decided to make a bread-making machine and we assembled 

it using students as different [moving] parts. I had already suggested to the students 

that we might be able to perform this in assembly so there was a fair bit of eagerness 

to participate. I found it a bit difficult to place all 24 students into 'the machine' with 

limited actions and space in the room. 

Once a decision was made to transform the lesson into a performance, Johnny 

explained the process. The next series of lessons were used for refining the machine 

and pinning down what we were doing. At one stage I said to the students, 'I don't 

think we are going well enough to perform. I think we will have to choose something 

else to show at assembly.' The students were very much against that idea — they 

wanted to do the performance so they knew that they needed to work really hard. 

That probably assisted me as I knew the students really wanted to do it. Everything I 

did for this performance I checked with the students first and informed them what 

was going on and why changes were made — it was their ownership of the process. It 

wasn't a case where I said, 'We are going to do this, and this is how we are going to 

do it'. It wasn't like that. 
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Johnny reflected on the outcomes of this project. I would describe the project as a 

success because it achieved the goal of having all students gain a better 

understanding and an appreciation of simple machines. Reflecting on these sessions, 

I think that maybe I took on a bit too much because of the time involved in creating 

and practicing the performance. At times we neglected other curriculum areas to 

practice. On the positive side, I think that the learning and understanding the 

children had was great. As far as using drama, I thought it was a really good way to 

get them to understand simple machines. 

Johnny's unit on machines became an extended experience in the Arts, which 

allowed his students the opportunity to engage in a unique form of 

communication — conveying their understanding of simple machines through 

movement. Eisner, (2004, p. xi) acknowledges the 'distinctive contribution' the 

Arts can make towards student learning. Johnny's approach indicated his 

continued support for providing his students experiences of this nature. Johnny 

could confirm these distinguishing attributes and possible challenges as a result 

of his commitment and also his own complex learning journey. Bolton (1984), 

Wagner (1998) and Wright (2003) all confirm that a feature of Arts pedagogy 

is its collaborative and socially constructed nature — features Johnny was able 

to explore more deeply through adopting these drama approaches. 

For pre-service teachers, particular approaches to teaching are best understood 

when they apply them in the practical context of the classroom. In particular, 

the potential for student learning through socialisation and creative approaches 

is more readily appreciated by pre-service teachers when they have the direct 

experience of observing the student outcomes in the classroom setting. 

Johnny's liminal identity spaces 

Turner (1982, pp. 26-28) describes the liminal state providing the opportunity 

for the 'blurring and merging' of existing realities. The liminal nature of 

Johnny's experience and his teacher identity emerges from the transformation 

of his existing knowledge in relation to drama teaching and student 

management. His teacher identity was shaped by relationships with his 
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colleague teacher and his students as well as his growing knowledge of drama 

teaching. 
, 

Relationships — teaching from a different point of view 

The issue of classroom control seemed full of dichotomous alternatives for 

Johnny during his 3rd  year practicum. Johnny began to question his own 

understanding of this issue in response to his colleague teacher's concerns and 

his recollection of earlier comments from other teachers. He described clinging 

onto the belief that his more relaxed style of management was still grounded in 

good practice and that he was still in control — but he remained unsettled by 

conflicting messages. Johnny struggled to make sense of his personal and 

professional understanding of management, to a degree stemming from his own 

learning background, with the views of those around him. Maclure (1993) 

suggests that teacher identity is a tool which can be used by teachers to explain 

and make sense of their experiences — Johnny describes seeking to make sense 

of his experiences in this way. 

Knowledge — making mistakes — a bit of a disaster 

Through the experience of encountering a range of problems in his drama lesson 

Johnny came to understand more about himself as a teacher and he could interrogate, 

first hand, the complex and dynamic nature of this approach to pedagogy. He was 

disappointed but also philosophical as he contemplated why some aspects of the 

lesson were not successful. His new insights into how management issues related to 

drama teaching became a knowledge constructed in flux as he moved backwards and 

forwards between his existing professional knowledge and the practical knowledge 

he gained through his experience. He could shape his teacher identity in relation to 

this knowledge. 

Knowledge — students' responses to drama experiences — ownership of the 

process 
With greater independence in his classroom during his 4 th  year practicum 

Johnny willingly altered the student/teacher dynamic, applied his own 

investment in his work and allowed his students to do the same. Through this 
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experience it is possible to discern Johnny's teacher identity in relationship to 

his growing knowledge and ongoing commitment to this specific approach to 

teaching and learning through his actions as well as his growing understanding 

of this pedagogy. Sachs (2005, p. 15) explains that teacher identity provides a 

framework for beginning teachers in relation to "how to be,' how to act' and 

'how to understand" — Johnny's narrative highlights this process. 

Section 4: Ingrid 
Coming to campus 

Naturally a shy person, Ingrid had assumed that a teaching career was not for her 

because of her diffidence in dealing with others. Despite an underlying desire to 

teach, she pursued family commitments and career changes before finally deciding to 

become a teacher. In actual fact I always wanted to do teaching but I have always 

been really shy — extremely shy. And then I married young and had trzy children. 

There were days when I thought about teaching, but I lacked confidence. 

Then I did a library course and I found that this work took me into schools as a 

librarian. The part that I liked the most was actually working with the children and 

doing creative and imaginative things. Then I realized I didn't like the library bit at 

all — it was being with the children that I enjoyed. So I became a teacher's aide and 

later a special education aide. I was working in the classroom all the time and in one 

particular classroom I didn't like the style of the teacher. I found the children were 

coming to me for help and I felt a real sense of achievement. I decided somehow! 

was going to do teaching — so I did. 

Because Ingrid completed her degree in three years rather than four, she undertook 

three practicum placements during the course of this research. Her 2 nd  year 

placement was marred by contextual factors. A positive experience in relation to 

drama teaching follows in her 3rd  year practicum while her 4 th  year practicum was 

influenced by relationship issues — a range of experiences which called upon her 

inner resources and faith in herself, and which shaped her teacher identity. 
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211d  year practicum 

Context — very controlled 

'There are thirty students and they're all ratbags' was the opening statement from Ingrid's 

colleague teacher, Mr. Ross when they had a rushed meeting prior to the commencement of 

her practicum. Ingrid had to admit the students were a pretty unruly bunch and after two 

weeks she despaired at the thought of ever being able to manage this group of students the 

way Mr. Ross did. He was interrupting when she was taking a lesson saying he didn't approve 

of this behaviour or that behaviour. 'Don't worry,' he had said to her, 'it's the worst class I've 

had in 20 years and it's taken me 20 years to learn to control a group like this!' 

Ingrid explained how Mr Ross challenged her beliefs about the role of the teacher. 

Mr Ross was lacking a sense of humour, just little things — a child would do or say 

something that was funny and he just wasn't in tune with that type of thing. He was 

perhaps 'old school' or something — I don't know what you would call it. He did a 

little bit of drama but it was very controlled compared to the way I planned to do it. 

During his drama lesson the students got into trouble because they were too noisy. 

Sometimes they would come up with some good ideas and he would say — 'No that is 

not right!' It was almost like putting them down. To me, that response took away any 

creativity. Maybe it was because he didn't stand there and say — 'Ok, what are you 

going to do now and what are your ideas?' That is why I felt that the students didn't 

get that sort of help. Maybe he didn't get involved like I would have been involved. 

By contrast, on the day the Mr Ross worked on administration, the teacher who took 

Ingrid's class was more relaxed in her approach to managing the class and towards 

Ingrid's work while on practicum. She had only been out teaching for two years and 

she knew how it felt. She said, 'You just need to be left on your own and try.' I felt 

better because she wasn't as strict. So that was a bit of pressure taken off me. The 

class were [sic] a handful and I wasn't quite sure how to manage the students yet and 

she didn't mind at all. She was very easy going. 

Ingrid never did get a chance to take a drama lesson as Mr. Ross had the days organised and 

she was required to fit into his schedule; discipline and getting done what had to be done. 
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Clarke and Collins (2007) argue that it is inevitable during the practicum that 

changes will occur when the pre-service teacher enters the classroom and that the 

colleague teacher should acknowledge such changes — from curriculum to 

management routines. Ingrid's colleague teacher did not seem prepared to 

accommodate such changes. As Mr Ross stressed the difficulties inherent in the 

management of this class, Ingrid was left feeling disillusioned by his dogmatic 

approaches and somewhat daunted by his interventions during her lessons. As a 

result there was scarce opportunity for Ingrid to interrogate her teaching practice and 

build up her confidence as a teacher. By stark contrast her colleague teacher on 

Friday provided greater leniency and as a result Ingrid felt less pressure — in this 

context Ingrid felt more confident to experiment with her teaching approaches. 

Ingrid's experience of the contrasting expectations from her colleague teachers 

reflects the concern regarding inconsistencies expressed by McNally and Martin 

(1998). Mr Ross displayed what McNally and Martin termed the 'imperial' role 

where the colleague teacher encourages the pre-service teacher to adapt their 

teaching so it becomes consistent with their practice (p. 39). By contrast, Ingtid's 

colleague teacher on Friday adopted a 'collaborative' role by combining support and 

opportunities as a way to empower the pre-service teacher to view learning to teach 

as a process of critical reflection (p. 39). 

In experiencing conflicting contexts such as these not only are pre-service teachers' 

opportunities to interrogate their practice restricted, their existing beliefs about 

teaching and their own role as a teacher can also be challenged. Pre-service teachers' 

beliefs and images are acknowledged as being significantly linked to their teacher 

identity by Connelly and Clandinin, (1999) and Soreide, (2006). 

3rd  year practicum 

Knowledge — students' responses to drama experiences — totally amazed 

Ingrid's third practicum was in a small catholic school in a brand new location set in beautiful 

grounds with lots of light and space. This was a busy time of year in any school and Ingrid 

found that it this had its advantages — she enjoyed being a part of the mayhem of Christmas 
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and organisational activities. Her colleague teacher, Mrs French, was always busy taking on 

new tasks within the school so she was grateful to have Ingrid as an 'extra pair of hands' in 

the classroom. 

Ingrid enjoyed this supportive relationship with her colleague teacher. She was very 

easygoing and she had also been supportive of an earlier drama lesson, saying it was 

the most creative lesson that she had ever seen. So on the second last day of term, 

when Ingrid took another drama lesson, she was surprised by the commitment of her 

students to their task considering the inappropriate timing and previous difficulties 

with one group of boys in particular. It was 'Crazy Day'; where everyone dressed up 

in crazy costumes. The children were excited and talkative — really hyped up. I was 

brave and decided to continue the drama work I'd started a few days before. 

Ingrid explained why she approached this lesson with caution. I had been having a 

few problems with three boys so I was being careful to keep the behaviour 

management strategies that I had been using in place for the drama lesson. Because 

drama allows for freedom it can be a signal for boys, in particular, to misbehave. 

This was my biggest fear. I would hate the lesson to be spoilt by having to reprimand 

these boys all the time and then spoil the lesson for the other students. This was the 

reason I chose a pre-text which I hoped would interest the boys. I chose a bag full of 

World War 2 memorabilia (army hat, flags etc.) — it is seemed like a safe thing to do. 

Once the students were set their task Ingrid acknowledged her surprise. I 

reintroduced the story [from a previous drama lesson] and then sent the students off 

to work on a mime activity in groups — which they chose themselves. I thought — 

'Here goes, the terrible three [boys] are together and they are in the quiet room on 

their own!' A few minutes later my colleague teacher and I looked at each other in 

disbelief All the groups were busy putting their scenes together — every group was 

engrossed in the drama work. 

Ingrid was also pleased with the outcomes of the lesson. The students' ideas for their 

mime activities ranged from a battlefield (the boys), visiting friends after the war, 

people being wounded, to marching in a parade and waving flags. I was totally 
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amazed at their ideas and their confidence and expertise in what they were 

portraying — so was my colleague teacher. There was just this sense of satisfaction 

for me and it was a great way to finish off the year. It makes me excited about what I 

can do with drama next time. 

Ingrid reflected further on this experience and on the need to be able to extemporise 

in an ever changing teacher-student interaction. I think drama is like this — you never 

know what will happen. It is what I like about drama. Sometimes it works, sometimes 

it doesn't. I suppose as a student teacher you always hope you won't embarrass 

yourself when a class gets out of hand. The students are individuals and the ideas 

that they come up with are just amazing — the sophistication of their thinking. They 

are really in tune with a lot of things that maybe we don't give them credit for. 

In direct contrast to her previous placement, Ingrid found a colleague teacher who 

fully supported her work with drama in the classroom. This professional affirmation 

built up Ingrid's confidence and enabled her to continue with her drama lesson, even 

though she realised before-hand that some factors (timing and disruptive boys), may 

have hampered her success. Fleer and Robbins (2003) acknowledge that pre-service 

teachers often face risks and challenges from within the school community when 

they try to implement new approaches to pedagogy which they have experienced as 

part of their teacher preparation — contrary to her other experiences, the support 

given to Ingrid on this occasion proved valuable. 

As a result of this drama lesson Ingrid came to understand and appreciate the 

capricious nature of students' responses. More importantly, she discovered that 

she could cope with unpredictability and relish rather than fear this ambiguous 

element of drama teaching. Student responses to drama experiences have been 

acknowledged as being unexpected and unpredictable by Foreman (1998), 

McCaslin (2006) and Schonmann (2000) — Ingrid experienced this 

unpredictability first-hand. 

When pre-service teachers are afforded the freedom to apply their knowledge 

in the classroom — particularly with more innovative approaches to pedagogy — 
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then the opportunity for transformative professional learning will be increased 

along with a personal affirmation of success. A comparison of Ingrid's 

experiences in these two practica provides testament to these possibilities. 

The following year Ingrid's circumstances changed once again. 

4th year practicum 

Relationships — not quite myself 

Ingrid's internship was in a small rural school located in a picturesque setting at the end of a 
long winding road. In fact, you could almost drive right past the school and miss it. During 
Ingrid's initial visit to the school, Mrs Wing her colleague teacher, had warned Ingrid there 
were some challenging students in this Grade 3/4 class. 

Ingrid felt somewhat confined during this final practicum. My colleague teacher was 

with me most of the time and so I couldn't quite be myself Her presence was kind of 

'there' a lot of the time. Along with these restrictions Ingrid was perturbed by a 

specialist drama lesson she observed. 

On Thursday afternoon during the first week of the practicum Ingrid observed a specialist 
drama lesson. It wasn't what she expected — she was a bit flabbergasted. The main focus of 
the lesson was to develop the students' body movements and voice skills. Students were told 
to imagine they were hatching out of eggs, growing very tall and being animals by making loud 
animal noises. There was no order to the lesson, just voices and noise. The students seemed 
to be everywhere and anywhere, climbing onto tables and chairs, or sitting on the periphery of 
the action not wishing to participate. 

Despite Ingrid's concerns after watching this drama lesson, and with encouragement 

from her colleague teacher, Ingrid embarked on a drama lesson. My colleague 

teacher wanted me to try drama in a different way, just so the students could see that 

maybe drama isn't like the that [specialist drama lesson] all the time. But I had some 

difficulties. When I gave the students a little bit of freedom, it was terrible — they just 

did the same thing as they did in those specialist drama lessons. After that experience 

I had to contain the students in their seats [for any drama work]. I gave them 
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different roles and then afterwards I just asked them a few questions about how they 

felt — not as much came out of the lesson as I would have liked. 

Ingrid described her personal response to these events. When you come in as a 

student teacher, you want to do things that the children enjoy, but it is not like that. It 

seems when you first start out teaching [at the beginning of the year], when you have 

your own class, you don't do any fun things. That first time with the students, you 

spend doing all the basic things. I was a bit horrified and thought — 'Well, is this how 

it really is? Is that what you have to do? You can't do things that maybe engage the 

children? Is control so important that you can't do things like that?' You just have to 

keep to the basics without diverging in any way and making learning a little bit more 

interesting for the children. Maybe I would have liked to have tried other things, but 

because the colleague teacher had the class really well controlled and the students 

had to sit in their seats and things like that, there wasn't much freedom. You just 

knew when things were happening that she wasn't happy with — so I toned it [my 

teaching approach] down a little bit. I was working within her framework — her 

routines. 

Ingrid came into this practicum with considerable confidence following her 

successful drama lesson during her 3 rd  year practicum. However, it wasn't long 

before Ingrid's uncertainties and a lack of confidence returned — Hudson and Hudson 

(2007) found that negative experiences in teaching the Arts during the practicum 

may lead pre-service teachers to believe they are incapable of teaching specific 

aspects of the Arts, while positive experiences may instil confidence in their teaching 

practices. Ingrid moved backwards and forwards between confidence and insecurity. 

Ingrid's experience highlights again the significant influence of relationship factors 

on pre-service teachers' personal and professional confidence in their practicum 

classrooms. The vulnerability of pre-service teachers' confidence is more apparent in 

relation to their ability to implement Arts experiences because of a conflict with 

existing expectations. 
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Ingrid, rightly or wrongly, attributed her students' inappropriate responses during her 

drama lesson to their experiences with the specialist drama teacher. However, the 

reality may have been that, despite her colleague teachers' support for the lesson, the 

students were not accustomed to that level of freedom within this classroom — 

leading to their over-exuberant response. Regardless of the real reason for the 

students' responses this experience left Ingrid feeling uncertain about her own 

abilities in student-centred learning as she undertook the rest of her practicum, using 

a cautious, toned down approach reminiscent of her colleague teacher's own 

expectations. 

Personal confidence remains closely linked to professional confidence as pre-service 

teachers navigate their way through what Kagan (1992, p. 150) describes as 

'idiosyncratically' designed practicum placements. For pre-service teachers, 

especially those who have felt previously shy or diffident in handling new situations, 

sustaining the confidence to undertake challenges — such as drama teaching during 

the practicum — means overcoming the dual challenge of uncertainty in relation to 

student management and support for this pedagogical approach from the colleague 

teachers. 

Ingrid's liminal identity spaces 

The liminal nature of Ingrid's experiences and her teacher identity came from her 

existing 'betwixt and between' feelings of confidence and uncertainty, autonomy and 

compliance across and within these three practicum placements (Turner, 1969, p. 

95). 

Context — very controlled 

In her ambiguous context Ingrid vacillated between feelings of confidence and 

uncertainty with her different colleague teachers. This uncertainty shifted her into the 

margins as she tried to sustain her personal and professional beliefs in relation to 

management and student engagement. Nias (1989) argues that individual values 

within the 'substantial' self play an important role in the way teachers carry out their 

work, and in order to sustain their teacher identity they will always seek to care for 

their substantial selves — especially in challenging contexts. 
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Knowledge - response to student learning - totally amazed 

O'Connor (2008, p. 9) believes that teachers' identities are used to 'guide and shape 

their professional and emotional decisions'. During this practicum Ingrid 

acknowledged an emotional response to the outcomes of her drama lesson which 

provided her with satisfaction. Ingrid also felt amazed by her students' responses, 

particularly the sophistication of their thinking. In this more autonomous and 

supportive environment Ingrid was able to affirm her convictions in relation to the 

potential of drama experiences for her students' learning as she responded at an 

emotional level to the lesson's outcomes. 

Relationships - not quite myself 

Teacher identity has been acknowledged as a construction of complex and competing 

forces which are not fixed but remain in a constant state of flux and transformation 

(Connelly & Clandinin, 1999; Ritchie & Wilson, 2000; Soreide, 2006; Watson, 

2006). This idea of flux and competing forces can be identified in the shifting nature 

of Ingrid's experiences across these practicum placements and her responses to them 

- compliance, freedom and back to compliance. 

For Ingrid, pedagogical mishaps during her drama lesson left her unsure of the 

reason for the students' responses and as a consequence she retreated into the more 

secure formal classroom management style of her colleague teacher - I couldn't 

quite be myself. Such decisions left her feeling disillusioned and disappointed - a bit 

horrified and wanting to have tried other things. Her teacher identity receded from 

her existing beliefs in relation to drama experiences as she moved back into a 

compliant role as a result of this experience. 

Section 5: Jayne 
Coming to campus 

For as long as she could remember, Jayne had always wanted to be a teacher but it 

was much later in her life before she pursued that goal as a mature age student and 

grappled with the realities of living her 'dream'. All my life I've wanted to be a 

teacher. A careers advisor in Grade 10 told me that teachers were 'walking the 
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streets in Australia and New Zealand' and that I would never get work. He said 

teaching was a really bad thing to do. That upset me so much that I dropped out of 

school at that point and didn't continue on to matriculation. I got a job but I always 

had in the background this niggling feeling that what I really wanted to do was to be 

a teacher, I was never satisfied with the work I was doing. 

I started off mostly doing clerical jobs; one was for a record company and one was 

for a tractor company. Then 17 years ago I got a job with the School Dental Health 

Program - I'm still doing that job. I found that when I'd got out to schools and 

worked with children I was happiest in my job. Finally, after I had my own children, 

I thought that I needed to do something about this desire to teach and that is when I 

ended up enrolling at university. 

Jayne's narratives describe her moving into a range of identity spaces linked to issues 

involving relationships and her knowledge of drama teaching as she made mistakes 

and acknowledged her students' responses to drama experiences. 

3rd  year practicum 

Knowledge-taking risks — I might have lost them 

Based on her previous practicum experiences Jayne entered her 3rd  year practicum feeling 

confident about teaching drama. For one lesson Jayne used a story as a pre-text for her 

drama lesson choosing an adaptation of 'The Baker's Shop' by Jo Bolton as the impetus for 

the process drama work. Jayne's idea was to use the drama experience to bring together the 

students' understanding of the human senses related to a unit of work that she had been 

running for the past five weeks. 

Jayne began by narrating the story of the baker. She explained to her students that children in 

the village walked past the Baker's Shop on their way to school and peered into the Baker's 

Shop window full of delicious cakes. At this point Jayne held up a large mural depicting the 

baker's Shop window and invited the students, in role, as the children in the story, to draw 

what they saw in the Baker's Shop window. 

Once this drawing in role activity was complete, Jayne continued narrating the story. 'One 

day,' she explained. 'The children in the village stopped at the Baker Shop window only to 
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discover that the window was empty, how could this be? The children decided to go in and 

speak to the Baker to discover why his shop was empty.' Jayne organized the students to 

walk in a chain formation while she quickly left the room and returned in role as the baker, 

complete with a cardboard Baker's hat. The students maintained their roles as the village 

children and asked the Baker why the window was empty. The Baker explained, 'I had a fall 

and hit my head, now I can't see! Will you please help me bake my cakes?' In unison, the 

students - remaining in role as the children in the village - began helping the Baker. 

Jayne was excited by how the lesson progressed. Then an invitation from the queen 

arrived asking the baker to bake a cake for the king's party. So, of course, we had 

this huge imaginary bowl and we all stood there stirring the cake mix. Everyone 

selected an ingredient to put in the cake and all the while the students were working 

out ways that they could help the baker. It was a really nice exercise in empathy and 

how you can help others. That part of the lesson went really well. There were little 

pauses all the way through where I told a little bit more of the story. Then we all had 

to work out how we were going to carry the birthday cake to the palace. The students 

came up with a way of putting this huge plate together and carrying the big cake up 

to the palace. Then they all hid and got ready for the big surprise. I went out of the 

room and dressed up as the king with my big crown and cape. When I returned, the 

students sang happy birthday and that was when the lesson went a bit mad. 

The children's excitement began to spill over. The students decided that it 'was' a 

party and they wanted `to party'. A couple of little boys, who were pretty excitable, 

began yelling out really loudly and yahooing - Vs a party, it's a party'. They 

wouldn't stop singing at the top of their voices. I said that we would have to quieten 

down and that we would just wait for everyone to calm down. But I couldn't make the 

students hear me because they were so excited. That is when my colleague teacher 

had to come in and calm the students down a little bit. I was still in role [as the king]. 

I probably should have taken my crown and cape off and just stopped the lesson. But 

it was a little bit like - 'Should I stop them because they are enjoying this so much 

and we are at the end of the lesson, should I put a dampener on it or just let them go 

ahead and enjoy it?' My colleague teacher intervened quite well - she didn't stop the 

flow or anything. She just had this wonderful way of coming in and calming these 
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children. It could have been that she was 'the teacher' and! was still in role as 'the 

king' — I don't know. I suppose I just got carried away with what I was doing. 

Jayne reflected further on her experience. My initial feeling [after the intervention by 

the colleague teacher] was — 'Go away and don't tread on my toes - let me deal with 

it.' But when I reflected on it, I thought that it was probably a good thing because I 

might have lost them. Then I thought — maybe in future, I need to be prepared. If! am 

going to create that kind of situation in a drama lesson, I need to have a few plans up 

my sleeve. What I would have preferred to happen was for those children to be left 

and then for me, in role as the king, become a much stronger 'king-like' character 

and settle them that way. I hadn't thought before I prepared that lesson about what 

might actually happen at that point when the children got excited. Yet, looking back 

on it, it was quite clear it was always going to happen. So I think, for me that means 

in the future — planning and maybe creating some strengths in the character while I 

am in role, to deal with the excitement and keep the whole thing flowing. 

Jayne's teaching approach provided a shared teaching/learning experience which 

placed responsibilities on both the teacher and the students. Her pedagogical 

strategies were both complicated and unpredictable and involved high levels of risk-

taking by both the students and the teacher. O'Neill (1995) and Whatman (1998) 

assert that key factors of good drama teaching involve teachers experiencing high 

levels of risk-taking because of the complex and dynamic nature of the learning 

experience. By adopting the teacher-in-role stance during this lesson Jayne showed 

her willingness to tolerate ambiguities and develop new relationships with self and 

others — unique aspects of drama teaching as acknowledged by O'Mara (1999), 

O'Toole (1998) and Simons (2003). Through this risk-taking approach to pedagogy 

Jayne was able to shape a new understanding of the possibilities inherent in this kind 

of teaching. 

Wallcington (2005) argues that taking risks is an important aspect of pre-service 

teachers' development — Jayne's experience highlights the way drama experiences, in 

particular, provide opportunities for pre-service teachers to take risks with their 

teaching and reap the benefits of the new knowledge they gain in the process. 
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The following year Jayne again enjoyed a supportive relationship with her colleague 

teacher. 

4th  year practicum 

Relationships — left me to my own devices 

Jayne admitted she didn't mind what grade level she taught so she was more than happy 

having a Grade 3/4 for her 4th year practicum. Jayne's school was a large, well established 

city school with students from varying socio-economic backgrounds. Jayne was pleased that 

the school valued the Arts, running an enrichment program that included six weeks of drama 

each year. Jayne's students had a diverse range of abilities and behaviours with over half of 

them having some degree of special needs as learners. 

Jayne enjoyed a positive relationship with her colleague teacher — this environment 

of collaboration and trust allowed Jayne greater pedagogical freedom. She [colleague 

teacher] pretty much left me to my own devices. But in saying that, she left some 

fairly definite guidelines on what she did and didn't want to happen. She didn't mind 

what I taught but she wanted a commitment of a certain amount of time to certain 

things and that came back to the diversity of the class. It really was a very difficult 

class — diverse abilities and diverse behaviours. There were a couple of times I felt 

quite 'down' because I really hadn't achieved a great deal across the board with 

some of these children. I felt I hadn't catered to them as I should have. She 

[colleague teacher] was lovely and said, 'Look I have been teaching for 25 years and 

I feel like that and we are only half way through the year!' It was a fabulous 

experience for me. In hindsight, I know that I learnt a lot. 

The compassionate approach adopted by Jayne's colleague teacher provided 

her with higher levels of confidence as she navigated her way through the 

complex issues related to her class. At the same time Jayne was given the 

chance to maximise their professional learning opportunities. Jayne's colleague 

teacher's role reflects the classic 'mentor' role as described by Graham (2006, 

p.1126-1127). 

145 



Chapter 4 

When pre-service teachers are presented with unique challenges within their 

classroom then the freedom to navigate such challenges is empowering, 

especially when it is balanced by compassionate guidance from their colleague 

teacher. An understanding and supportive relationship between the pre-service 

teacher and the colleague teacher allows for a safe passage of navigation 

through classroom complexities. 

Later in this practicum Jayne was inspired by a teaching experience which 

further confirmed her personal and professional understanding of the 

authenticity of Arts experiences for student learning. 

Knowledge — students' responses to drama experiences — authentic learning 

Jayne described the response of a group of girls to one of her drama lessons during 

this 4 th  year practicum: This was my first full drama lesson with the class and so I 

chose to follow through the Friendship Unit that they had been working on to date. 

Familiarity with the topic allowed the students to consolidate their learning while 

ensuring that they could knowledgably and confidently approach the drama activities 

with an unfamiliar teacher. 

Jayne explained what had happened earlier in the day. Earlier that morning, two 

girls, Jenny and Jill, had been involved in a conflict over sharing friendships. Jenny 

was at that interesting stage that a lot of children go through, where there is 

constantly a tug-of-war with friends — 'You be my friend, not her friend.' That sort of 

thing was going on. Jill wasn't necessarily involved in friendship battles in that 

respect, but she was a very aggressive girl. If she clashed with someone, she really 

clashed with them and rarely had the skills to resolve conflict. 

Jayne continued to explain what happened in the lesson. In a particular part of the 

drama process a group of four girls worked on a role play about conflict related to 

friendships. Jenny and Jill took on the role of staff members, while the other two girls 

(who seemed to also be having friendship battles), took on the roles of Jenny and Jill. 

It was lovely because while Jenny and Jill were in role as staff members they gave 

the other girls 'advice' about how they could handle their conflict over friendships. 
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The scenario they produced was almost identical to what had happened that 

morning. Jenny and Jill were able to look at themselves through the eyes of another 

and that seemed to help them make their own decisions about how to deal with their 

situation. They were also able to hear the words and reactions of their friends in 

portraying them, and perhaps experience better ways of managing conflict. All the 

girls were delighted that they sorted out their issues and they went off to lunch very 

happy with each other. 

This is what I love about drama — authentic learning! It was probably one of my most 

exciting (for want of a better word) teaching moments. I really feel like when you do 

drama, there is more than just 'doing drama'. This experience was so meaningful to 

those girls at that time. 

Jayne's personal response to her drama teaching illustrated the encouragement 

received to utilise her own personal resources and highlighted her deepening 

understanding of this aspect of drama experiences as she noticed her students 

linking thought and action to bring about new levels of understanding. It has 

been acknowledged that drama experiences provide a cognitively challenging 

environment for students (Andersen, 2004; Bolton, 1984; Rasmussen & 

Wright, 2001). 

Like Johnny and Ingrid, Jayne was able to experience first-hand the potential 

for student learning and socialisation in drama experiences. It is the immediacy 

of the outcomes in practical classroom experiences which provide pre-service 

teachers with a rich knowledge of particular aspects of theory — such as student 

learning — through an intimate engagement with the process. 

Jayne's liminal identity spaces 

Olson (2000, p. 175) stresses the importance of beginning teachers finding 'space to 

create their own curriculum story' with their students in the construction of their 

teacher identity. During both Jayne's practicum placements the contextual and 

relational elements of her experiences opened up the opportunity for her to find such 

rewarding curriculum spaces — particularly in relation to her knowledge of drama 
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teaching. In contrast to other participants' experiences, Jayne's placements were less 

influenced by ambiguities and feelings of marginalisation, which may also relate to 

her maturity and confidence in coping with new situations. 

Knowledge — taking risks — I might have lost them 

During her drama lesson Jayne adopted the role of the liminal servant — as she 

played with the familiar and encouraged the active participation of her students 

(McLaren, 1998; O'Neill, 1995). Jayne had the confidence to embrace the 

unexpected — her experience highlights the way this kind of knowledge is 

gained in the cluttered unpredictability of the classroom setting. By allowing 

risks to accompany her teaching, Jayne shaped her teacher identity through the 

confident provision of Arts experiences for her students, and allowed her own 

prior socialisation to underpin her continued understanding of the teacher's 

role. 

Relationships — left me to my own devices 

Clandinin, Downey and Huber (2009, p. 152) describe creating 'sustaining' 

spaces through the process of dialogue about teaching. During her 4 th  year 

practicum Jayne enjoyed an encouraging and supportive relationship with her 

colleague teacher —a sustaining space. Supportive relationships during a 

practicum placement can guide beginning teachers into more personally and 

professionally satisfying spaces — leading to positive teacher identity 

development. 

Knowledge — students' responses to drama experiences — authentic learning 

Stoughton (2007, p. 1025) encourages novice teachers to 'construct a more 

thoughtful and nuanced teaching identity'. As Jayne found the courage to 

experiment further with alternative pedagogical approaches she could also 

continue to build on her existing beliefs regarding Arts experiences and shape 

her teacher identity around these beliefs. 
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Section 6: Paul 
Coming to campus 

Paul had a career and a family when he made the decision to change professions for 

pragmatic rather than overtly vocational reasons. Before I decided to do teaching, I 

was a nutritionist. I still am a nutritionist and I love doing that work; it is still 

something that is close to my heart. But being a nutritionist was not a real money 

winner whereas my wife Lilly, as a physiotherapist, was making most of the money. 

We had one child and things were going ok. Then we had our second child and Lilly 

got a locum in to help her with the business. But after one week the locum decided to 

leave, so we were left high and dry with no income apart from mine - which wasn't 

enough. I started to question what I wanted to do. I thought that medicine would be 

nice but it would mean seven years before I ended up earning money. 

I was sitting in my car after a particularly stressful morning thinking to myself that 

maybe I should become a teacher. Lots of people had said that I should be a teacher 

and they thought that I would be good at it. So I thought maybe I should — I would 

probably have a better chance of getting work and it would be good for my children. 

I was sitting there questioning myself when Lilly said to me, just out of the blue, 'Why 

don't you think about becoming a teacher?' So I took out my mobile phone and I rang 

the university right there and then. 

During both his 3 rd  year and 4th  year practicum Paul's identity is shaped by his 

experiences of drama teaching as he takes risks and makes mistakes which rub 

against his initial fairly instrumental approach to the teaching role and increase his 

ability to respond with flexibility and empathy to student learning needs. 

3rd  year practicum 

Knowledge — risk-taking — choices made in the previous moment 

This school was much bigger school than those Paul had been to on his previous school 
placements. He liked the dynamics of a large staff; he was learning a lot about teachers 
working collaboratively where great ideas were shared. In some ways he felt intimidated by 
the combined knowledge of this large group of teachers. He laughed when he remembered 
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the severe case of `Mondayitis' he suffered when he first began this practicum. He had an 

overwhelming feeling that he didn't want to turn up at school; he knew it had always been the 

same, he felt uncomfortable with new experiences, but once he was there, it was fine. Paul's 

colleague teacher, Liz was extremely supportive and she was a great teacher. He sensed she 

was willing for him to make mistakes and also provided encouragement for whatever he was 

doing with his Grade 2 class. 

Paul described a drama lesson during his practicum this way: This drama was 

constructed with a number of ideas in mind. I felt it was appropriate to experience an 

investigation through drama with an emphasis on questioning, collecting information 

and hypothesising. I decided that the picture book 'Archimedes' Bath' was 

something that I could use as a pre-text for a process drama lesson. 

Paul went on to explain why he prepared for the lesson carefully. Because of my 

inexperience (and the students sensed that I was inexperienced) they were willing to 

push my boundaries a little bit. But I also think that because they were unfamiliar 

with drama, I really needed to have the students listening and focusing on what they 

needed to do and what I was trying to achieve. I 'laid it on a bit thick' at the start of 

the lesson for that purpose. I told them what my expectations were and what they 

needed to do, before it became chaos for me. `Go and get a drink and then come 

back and sit down. Put your hands up if you want to ask or answer a question.' So 

the way I dealt with my inexperience was giving the students a really strong set of 

guidelines. They knew exactly what my expectations were and I didn't give them 

consequences —just the expectation that they would cooperate. 

The lesson was ready to commence. I read the story and then set the scene, telling 

them how to recognise when I was in and out of role. Things were going well until I 

stepped into my role. I put a yellow jumper around my shoulders, I changed my voice 

pattern and spoke in a way that was — I don't know what the word is exactly — like an 

investigator — [saying] 'There is something mysterious happening.' I felt 

uncomfortable doing that sort of thing but I thought that if I don't go into role, then 

how can I expect the students to go into role as well? The students went into fits of 

laughter and began to get more and more raucous. The students thought it was 
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hilarious because they hadn't seen me do anything like that before. As far as they 

were concerned, I was just a very straight-faced, serious guy. When they laughed, I 

thought, 'Oh good,' because they weren't laughing at me, they were laughing at the 

situation. I wasn't too worried about that. I would have been really worried if the 

laughter had kept on going. 

Paul explained how he responded to his students' response. /just lowered my voice 

and took a posture of someone being really mysterious — reducing my tone and 

volume, speaking in whispers out of the corner of my mouth. The children began to 

listen. The process was improving; at least until I found out that the children had no 

idea what a 'rumour' was! 1 changed the definition of a rumour until finally one girl 

began to get the idea — there was a ripple of understanding across the class. It was at 

this moment that 1 realised that my drama lesson could have ended then and there, 

because the whole process depended on the choices made in the previous moment. 

The lesson continued. The investigators' [using the inner/outer circle approach] 

went to discover the 'rumours' about which animals were entering Mr Archimedes' 

bathroom. We discussed the rumours and the children imagined a whole menagerie 

of animals in the bathroom. The next activity was drawing a picture of what their 

group had concluded was going on in the bathroom as a way of planning for a 

tableau. This was somewhat chaotic but it focussed on negotiating within the group 

what they were to present. The tableaux were excellent and the class spontaneously 

decided to discuss the images presented by each group and their possible meanings. 

Though the tableaux were similar, they all possessed some individual flavour. This 

drama lesson was both challenging and fun for me. I had to think on my feet. I had to 

direct the flow of the process toward the focus, but I also had to allow for each 

individual's creative input. Perhaps the most important part of the drama was to 

support children in taking risks with their creativity. The students were so reluctant 

to take risks. 

Paul reflected further on his experience saying: I know for me, every time I teach 

drama, I feel scared about it. 1 don't feel easy and I suppose that is what drives me to 

continue to do it. That might be one of the things that prevent teachers from stepping 
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into drama. It is that fear that I have got to do something that I don't usually do, and 

I have got to take on different personas. What i f I make a fool of myself? 

Simons (2003) argues that good drama teaching involves planning the learning 

outcomes carefully, setting clear expectations for the students and allowing 

flexibility in student responses. Paul demonstrated all these features in his teaching 

as he navigated his way through the unpredictable elements of the lesson to bring the 

lesson to a successful conclusion — however, despite these outcomes Paul was taking 

risks. During this drama lesson Paul created a teaching situation which he knew 

would provide challenges for both himself and his students and by doing so he was 

able to reach a new level of understanding about his own teaching ability and the 

quality of such experiences for his students. Putman and Borko (2000, p. 4) suggest 

that the situation in which teachers learn is fundamental to what is learnt and enables 

them to establish a 'situated knowledge'. 

By pursuing approaches which create challenging situations for themselves and their 

students, pre-service teachers are provided with the opportunity to deepen not only 

their knowledge of themselves as teachers but the possibilities inherent the 

experience for their students. Risky situations can lead to deeper levels of learning 

for both teachers and students alike. 

4th  year practicum 

Knowledge — risk-taking — It was terrible but also good 

Friar Street was situated in the centre of the city but it had only a small school population — 
one teacher and sixteen students per morning and afternoon session. Paul taught a 
kindergarten class in the morning and a preparatory class in the afternoon. 

Following his initial experience of teaching drama and his subsequent apprehension 

and concerns Paul made plans to take another drama lesson during this 4th  year 

practicum with his Prep/Grade 1 class. I decided to take a drama from the 

perspective of assessing the students' knowledge of drama and also getting them to 

express themselves to assess their deep understandings of the element of water. I 

planned on reading a picture book called 'Rain Dance' and getting the students to 
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express what it would be like to live in a land without water; making a tableaux to 

show how they would feel. That was it. 

Paul explained the approach he wanted to take in this lesson. The colleague teacher 

tended to direct drama experiences rather than let students express themselves (now 

I can understand why!). I feel like the students need to learn how to express 

themselves. Anyway I sat down and one of the boys, who was always high spirited, 

started to roll and tumble on the floor. I did a scan of the room and all the students 

were a little bit ratty, even at this time of the day; it was not a good sign! The lesson 

just degraded into this wonderful rumble. It was terrible but also good. I mean, they 

were boys (and that is what boys do) but even the girls were rumbling! I thought — 

'No, I am not taking the drama lesson.' If question myself whether I did the right 

thing — if I should have persisted, I think I did the right thing. 

Paul acknowledges his determination. I didn't give up. I thought that I would persist 

with this idea. I designed a different lesson with the same theme. I used the same pre-

text, 'Rain Dance'. I talked about water and air with the students and what it would 

be like to live in a land that only had those elements. Then I paired the students up 

and described a scene where they transported themselves to a different planet that 

had these specific characteristics —just air or just water. I had taught them about 

tableaux because they had no idea what that was. I said, 'OK, when I clap my hands, 

freeze, whatever you are doing. I will walk around and! will choose one of the 

tableaux and everybody else is going to come over and they are going to have a look 

and talk about what they see.' It felt to me a little bit controlled, but at that point in 

time, I think that was the right thing to do. They certainly did express their creativity 

with respect to the types of creatures that they thought would live on a planet that 

had only air or water; what sort of things those creatures would eat. They really 

came up with some interesting ideas. 

Paul's second drama lesson highlights the inherent risks in drama teaching suggested 

by O'Toole (1998) particularly for new or experienced practitioners. However, 

Paul's perseverance with his Prep/Grade 1 class and the successful outcomes of his 

lesson demonstrates again the importance of high levels of perseverance if pre- 
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service teachers are to reap the rewards of the practical application of their 

knowledge. 

Grauer (1998) acknowledges that many generalist pre-service teachers feel that they 

were still learning about the structures of the Art form at University at the same time 

as they were expected to understand the application of the pedagogy during their 

practicum. Grauer goes on to suggest that this issue is complicated because 

substantial belief changes do not occur during their practicum experience. Paul's 

experience contradicts these findings to the extent that both his experiences of drama 

teaching during his practicum placements were plagued by difficulties — but despite 

these mishaps the experiences had a positive influence on his beliefs about drama 

teaching as he acknowledged the extent of his own and students' learning as a result 

of these experiences. 

For pre-service teachers, pedagogical risk-taking in practicum classrooms 

allows for both the development of a richer practical knowledge in relation to 

the ambiguities of teaching as well as a deeper understanding of self as teacher. 

Paul's liminal spaces 

The liminal aspects of Paul's experiences and his teacher identity are seen 

through his ability to manage the ambiguities of drama teaching at a 

professional level, while he experienced a personal uncertainty regarding this 

pedagogical approach. 

Knowledge — risk-taking — choices made in the previous moment 

A teacher's professional identity is argued by Korthagen (2004) to contain both a 

personal and a professional self which appear to be closely linked, while Nias (1989) 

suggests that in order to sustain their teacher identity teachers will always seek to 

care for their substantial selves. During his 3 rd  year practicum Paul shows both the 

personal and professional aspects of his teacher identity. He discloses a personal 

anxiety about his novice status, stating his young students were willing to push my 

boundaries a little bit. He also acknowledges the personal challenges of drama 

teaching — I feel scared about it. I don't feel easy and I suppose that is what drives 
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me to continue to do it. However, at a professional level Paul made a commitment to 

undertake this lesson, prepared his students carefully, and managed to improvise 

when necessary. These personal and professional elements emerge from Paul's 

narrative as shaping his teacher identity. 

Knowledge — risk-taking — It was terrible but also good 

Watson (2006) believes that teachers have internal resources which will support a 

sense of agency and help them to actively construct their identities as professionals. 

Paul's agency emerged through his persistence and resilience in relation to his drama 

teaching — especially while still holding on-going personal insecurities about this 

evolving teaching approach. As a result of this personal and professional agency, 

which revealed how far he had moved on from his initial orientation to teaching, Paul 

again had the opportunity to accept risk-taking and possible failure as conduits 

towards further understanding drama pedagogy and his sense of self as teacher. 

Section 7: Marie 
Coming to campus 

As Marie was growing up she had imagined pursuing many careers, but it seemed 

others always believed that she would become a teacher, and she had the example of 

a family member who was a teacher before her. I always wanted to be heaps of 

different things when I was growing up. I wanted to be a vet, an optician and a 

librarian, but Mum always said to me, 'You will be a teacher — you will be a teacher.' 

I am very much like my aunty and she has been a teacher all her life. I didn't want to 

be a teacher but always I thought —`Yes, but ! could be.' Then by the time I got to 

Grade 12 and did work experience in a vet I decided want to be a teacher.' It was 

a bit hard to be a teacher because people then said — 'I told you so!' 

Marie's practicum experiences consolidated her personal and professional 

knowledge of drama as she learns from her teaching mishaps and reconstructs her 

skills and understandings of the pedagogy and her teacher identity in relation to Arts 

pedagogy. 
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3rd  year practicum 

Knowledge — making mistakes — a disaster 

Marie's 3rd  year practicum was in a large urban school with Grade 1/2. Marie understood that 
most of her students led difficult lives with 90% of them coming from low socio-economic 
backgrounds. The teaching program had been jam-packed and there were only two weeks left 
before the end of term. When it was announced that there was to be a puppet show 
performance on Thursday, Marie decided she would try puppets for her drama lesson the next 

day. 

Marie explained how she started the drama lesson. We looked at all the different 

kinds of puppets that could be made. I gave the students the option of making a paper 

plate, finger, and sock or paper bag puppet. Many of the boys made sock puppets 

and the girls were more likely to make masks or finger puppets. It was quite 

interesting and the students were really excited about the activity. They stayed 'on 

task' and were really good — surprisingly good. So the puppet-making obviously 

really interested them. 

Events changed during the next part of the lesson. The afternoon was a disaster. The 

students got into puppet fights, would not share the puppet theatres and ran around 

the room rolling under the tables. I was at my wit's end. These children were very 

(this was a new experience for me) 'gang minded' and had this fighting mentality. I 

don't know how to explain it, but they didn't understand at all how to resolve 

conflicts without fighting — not at all. 

Marie explained her colleague teacher's reaction. My colleague teacher was finishing 

off Mothers Day presents at the back of the room so she wasn't really paying much 

attention; she was doing her own thing. I was glad she wasn't paying much attention. 

She looked at me a couple of times when I had to break up a 'little fight' but she 

knew that I was 'having a go' at teaching drama because I wanted to 'have a go'. 

She knew that it really wasn't the ideal time to be doing drama because it was a 

Friday afternoon and the students were all tired and excited and they just needed to 

play. But ! was thinking, if 1 don't do drama now, then I won't get to do it and ! 
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wanted to do it. I wasn't prepared for the students' behaviour. It was just the wrong 

time, wrong place and the wrong lesson to do. 

With hindsight, would Marie have prepared the lesson differently? Yes, well I would 

have set up proper puppet theatres, not just boxes on overturned tables because I 

think they would have been more enthusiastic if they had had something with a 

curtain or something that didn't fall over (sometimes the boxes fell over). A few more 

puppet theatres would have helped, because we only had three. Students were saying 

— 'Get out it is my turn!' Yes, I definitely needed to be more organised. I probably 

should have given them a little scenario — given them a bit more guidance as to what 

they could do because they couldn't start off from zero. 

The practicalities of drama teaching surprised Marie. Drama is a lot more difficult 

than it looks when the students are so young. When I thought about how we did 

drama at uni, it was so easy. You had your pre-text and then you thought about all 

the things that you could do and then you just went and did it. There were no 

behaviour problems and all that kind of thing. But when you are in an early 

childhood class you have to think about all these things. I think my colleague teacher 

was quite keen for me to take drama, but the students needed a lot more group work. 

They couldn't work in groups at all. They needed a lot more of that kind of thing 

before they could be expected to work together. 

Marie's experience highlights specific challenges as she reflects on the many 

difficulties she encountered and provides further evidence for Hudson and Hudson's 

(2007) claim that negative experiences in teaching the Arts during the practicum may 

lead pre-service teachers to believe they are incapable of teaching specific aspects of 

the Arts, while positive experiences will instil confidence in their teaching practices. 

During the lesson Marie seemed unprepared for the practicalities such as the use of 

props and her students' social skills in group activities. A range of unexpected 

practicalities, suggests Jones & Enriquez (2009), may disorientate pre-service 

teachers — Marie experienced disorientation during her lesson. 
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Building a personal repertoire of practically informed approaches enhances pre-

service teachers' professional knowledge along with their personal understanding of 

their role as teachers. The likelihood of pedagogical mishaps increases the possibility 

for pre-service teachers to reconstruct their knowledge and build their personal 

theories in relation to professional matters, as suggested by McLean (1999). 

Despite the challenges with this drama lesson, the following year Marie described a 

more successful drama teaching experience. 

4th  year practicum 

Knowledge — taking risks — how far they would go 

Marie was apprehensive about teaching drama again after what she considered to be a 

failed attempt at a puppet lesson during her 3 rd year practicum. But because she really 

wanted to be able to use drama strategies, she decided that she needed to gain more 
experience. Because her Grade 1 was a particularly cooperative class Marie included 
drama in her planning. When she mentioned that she was going to take a drama lesson, 
her colleague teacher, Mrs Dole, responded by saying, 'Oh, I don't do drama, but I 
guess you can.' Marie planned to take the lesson when Mrs Dole was busy and 
therefore wouldn't be there to interrupt or be critical of Marie's work. She also planned a 
time when the class next door would be out of their room so the sliding doors could be 

opened up to make more space. 

Marie explained how she felt before the lesson. I was a bit apprehensive about taking 

a drama lesson after the disaster I had last time. I had the space to myself to make as 

much noise as I wanted and no one would know if it was a disaster. I wouldn't have 

to be nervous about having an `audience'. I didn't want the colleague teacher to 

watch the lesson, and for it not to be pelfect, and for her to say to me — 'No, that 

didn't work well'. I didn't think I could handle that. I just wanted to see what the 

students would do with drama — how far they would go. I was glad she [colleague 

teacher] wasn't there because she would have butted in and wrecked it all. Some of 

the boys did a little fighting scene in their role play and she would have been onto 

that straight away and would have said, 'No stop that. That is enough. We don't have 

that in our classroom.' 
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Marie planned the lesson carefully. Tuesday afternoon arrived. It was a golden 

opportunity. I pinned back the door separating the double classrooms and had the 

space to myself We established ground rules — hands up, no talking, only give 

positive comments and to be a good audience. 1 asked the students to sit in a circle 

and I handed each child a card with an action to mime —for example, eating an 

apple, waddling like a duck, cleaning your teeth. One by one they came to the centre 

and did their mime while the others tried to guess what it was. They were doing 

really well, sitting, focusing and not wriggling. I had offered that they may say 'pass' 

if they felt uncomfortable, but everyone had a go. 

The lesson began with a picture book as a pre-text. 1 introduced the story about Mr 

Gumpy and his car and then I went into role as the police chief who wanted to know 

how Mr Gumpy treated his neighbours. The students giggled and whispered to see 

me 'acting' but they soon settled down and listened. Using inner/outer circle, I sent 

out my 'investigators' to speak with Mr Gumpy's next door neighbour. With 

imaginary microphones in their hands the students did a great job of interviewing Mr 

Gumpy's next door neighbour. I was pleased with their imaginative responses. I 

continued to read the story up until the part where Mr Gumpy and his friends are 

driving along in their motor car and it looks like it is going to rain. I asked the 

students to role play what happens next. I divided them into groups which I had pre-

planned; I hoped there was one child in every group that would show some 

leadership. I sent them off to separate spaces to practise. They were all very excited. 

Still the lesson progressed well. It soon became apparent that some groups were 

doing a great job but we were running out of time so I only allowed 10 minutes 

practice before we presented the role plays to the class. Erica's group had done a 

great job. Kate's group was similar but they had a small tiff regarding when their 

role play was finished. However, from there the performances deteriorated rapidly. 

John is an extremely bright and imaginative child and it was clear that he was the 

director of this play. Unfortunately, he doesn't know when 'enough is enough' and 

the play went on and on and was a bit violent and the audience lost the story line. 

The students were all laughing at the performers. In the end I had to bring a stop to 

it. The next group was influenced by the laughter from the previous group but were a 
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little better. It seems that I didn't choose the groups as well as children I had 

expected would think through a story-line did not lead the others in that direction. 

We concluded the lesson by reading the rest of the story to find out what did happen 

to Mr Gumpy on the car trip. The students were still excited but more settled now. It 

is clear that the students needed some help distinguishing that they need a beginning, 

middle and end to their role plays and to consider their audience. On the whole I was 

pleased with the students first go at drama and I can see that it has a lot of potential 

for developing their confidence, speaking and thinking skills as well as cooperation. 

I wish I could have done more drama. 

Like Jayne, Johnny and Paul, Marie took risks in implementing drama, and her 

approach supports Oreck's (2006) claim that teachers who implement effective Arts 

experiences are prepared to push boundaries and engage in pedagogical approaches 

which involved risk-taking. Before and during her drama lesson Marie used her prior 

knowledge in relation to drama teaching to inform her decision-making processes. 

Marie showed a willingness to ignore possible boundaries created by earlier mishaps 

and take these risks with her teaching. Marie's lesson was personally and 

professionally rewarding and she could also acknowledge at a professional level the 

advantages of drama experiences for her students' learning. 

By moving to the boundaries — where pedagogical uncertainties may exist — pre-

service teachers open up opportunities to enjoy personal satisfaction in relation to 

their teaching as well as enhance their professional awareness of student learning in 

co-operative endeavours. 

Marie's liminal identity spaces 

Both Marie's narratives highlight the relationship between her beliefs, her practice 

and her teacher identity — a relationship acknowledged by Connelly and Clandinin 

(1999) as emerging from narratives of experience. After a tentative and unsettling 

initiation into drama teaching during her 3 rd  year practicum Marie moved over the 

threshold to successfully manage a complex and exciting drama experience for her 
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students during her 4 th  year practicum and her teacher identity was shaped by her 

practical knowledge of Arts teaching. 

Knowledge — making mistakes — a disaster 

O'Toole (1998) acknowledges the ambiguous nature of drama teaching and for 

Marie the ambiguities inherent in her experience were beneficial at a personal and 

professional level. Marie felt uneasy — I was at my wit's end. But this experience was 

also a rich professional learning opportunity and it became pivotal in helping Marie 

personally understand more about her skills as a teacher. 

Knowledge — taking risks — how far they would go 

Beijaard et al. (2004, p. 122) suggest that one characteristics of a teacher's 

professional identity is 'agency' where there exists an ongoing pursuit of 

professional improvement. During Marie's 4 th  year practicum her personal and 

professional agency came through as she carefully deliberated upon her 

preparation before taking another drama lesson. The outcomes for Marie were a 

deepening understanding of the possibilities inherent in drama experiences for 

her students as well as a cognitive shaping of her sense of self as teacher. 

Section 8: Justine 
Coming to campus 

Justine sensed from an early age that she had the appropriate skills to become a 

teacher. She was also m'otivated by the opportunity to travel once established in the 

profession. I think ever since I was in Grade 61 have enjoyed helping others who 

were struggling in an area that I felt confident in; they appreciated that help. I also 

had a few people say to me that I would be fantastic at 'this or that' and gave me the 

confidence to pursue a teaching career. You can go places as a teacher, and I am 

particularly interested in travelling. 

The experiences which shaped Justine's teacher identity involved issues related to 

contrasting contexts as well as the issue of knowledge in relation to drama teaching. 
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3 111  year practicum 

Context — take the run of the mill 

The parents at this school were quite affluent, holding down jobs as doctors, teachers and 
nurses for example. Justine sensed these parents encouraged their children to take their 
schoolwork pretty seriously — the students were cluey. Justine found most of the students 
preferred to sit at their desks and continue their tasks — this surprised Justine because she 
remembered when she was in primary school she couldn't wait to do something different. 

Justine described her relationship with her colleague teacher during her 3 rd  year 

practicum with this Grade 3 class this way: He took a back seat role throughout the 

whole practicum and was pretty much happy for me to `take the run of the mill.' He 

was happy to just watch and listen. In general, he was a very positive person and he 

was very positive about everything that! did. He picked up on a few things that I 

could have changed — such as how I formed groups. He said that it was just a 

learning experience. I think, in general, he was pretty pleased with the way that 

everything went. Because he was so positive, [any mistakes] didn't worry me so 

much. After the lesson he would just say — 'Well you have learned from this and 

this'; that kind of thing. So it never really bothered me and he didn't ever have to 

actually step in during a lesson; things were never so 'out of control' that he felt that 

he should intervene. 

Justine's colleague teacher provided her with a high level of emotional support, 

while at the same time, provided opportunities for Justine to operate independently 

and then critically reflect on her experiences. McNally and Martin (1998, p. 39) 

describe this as a laissez-faire' approach by the colleague teacher. Justine could 

interrogate her practice through a range of experiences — essential aspects of pre-

service teachers' professional development in schools and classrooms. 

During this practicum Justine conducted a drama lesson and found the experience 

quite challenging. 
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3rd  year practicum 

Knowledge — making mistakes — I found teaching drama very difficult 

Justine described her experience this way: I found teaching drama very difficult. 

They were a great class — considering that there were 30 students. But once we 

moved off into groups to create a role-play that was the time when 1 felt most 

frustrated. The students found this task difficult Sometimes 1 would have about six 

students talking at me all at once saying that they needed help. There was lots of 

noise and there were lots of comments such as — 'I don't know how to do this' and 

'What do we do here?' and 'We can't think of an idea.' There were arguments too, 

because the students would get up and perform and if they didn't do things correctly 

or another member of their group let them down because they had forgotten to say 

something, then the students would visibly get upset — very upset. Even after their 

role-play, when they were sitting down watching the others, they were still having a 

go at each other. Saying things like — 'You forgot to say that' and — '1 didn't mean 

to', back and forth. 

Reflecting on this experience, Justine explained: I think also that one of the mistakes 

I made the first time I taught drama was to make random groups because I ended up 

with a group with only one female in it. So it was really difficult to get all the 

students involved and doing something because there was such a diverse range of 

learning abilities across the class. Justine contemplated how things might improve. ! 

think that I would like to go back to the very basics [in drama strategies] and just 

practise a few role-plays because I just don't think there was any knowledge there. If 

I could have allowed the students to practise a bit more, maybe I would have 100 % 

participation and that kind of thing. But I was only there [on practicum] for seven 

weeks. If it was my own class, 1 would be able to gauge where they were at [with 

drama skills] and then practise and then go back and do it again, revisit and that 

kind of thing. It is weird, you practise these drama strategies at uni and things 

happen really quickly. But once you get into a Grade 3, where they may not be so 

sure about drama, and they are leaving their comfort zone, it takes a long time to 

explain what to do. I found that is why drama was one of the most difficult lessons to 

take. 
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While Justine enjoyed the overall support of her colleague teacher, it would appear 

that assistance with her drama lesson was not available. The problems Justine 

encountered during the drama lesson also appeared to stem from her students' lack of 

exposure to this approach to educational drama or co-operative learning experiences 

in general. This experience left Justine feeling frustrated as she sought to articulate 

possible solutions to this problem in the future. Green et al. (1998) found that for 

many pre-service teachers it is a matter of chance whether they encounter staff 

members with enough knowledge of the Arts and who consistently use that 

knowledge in their classrooms and thereby help pre-service teachers develop their 

own skills and practice. 

The application of knowledge gained at university in practical contexts in relation to 

specific approaches to pedagogy is acknowledged as an issue for pre-service teachers 

(Fleer & Robbins, 2003; Jones & Enriquez, 2009; Stoughton, 2007). Justine's 

experience indicates that high levels of frustration may occur when pre-service 

teachers are not supported in their quest to implement new teaching strategies while 

in their practicum classrooms, as we discovered was also the case for Sonia, Rianna 

and Ingrid. 

The following year Justine described a practicum which proved to be personally and 

professionally confronting. 

4th  year practicum 

Context — This is not for us — teaching 

Justine was undertaking her 4th year practicum with her good friend Jim at Targo Primary, a 

small middle class school in a leafy suburb not far from the city centre. 

Justine and Jim were left alone to manage their class after the first week of their 

practicum: their colleague teacher was not available. We barely saw her; she was out 

of the classroom in the first week Under normal circumstances, this arrangement 

may have provided Justine and Jim with the freedom to take responsibility for all the 

decision-making related to their teaching approaches and create a positive context for 

them to grow and develop. However, the lack of support and guidance on this 
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occasion proved to have disastrous consequences for both Justine and Jim as their 

work in the classroom was severely hampered by complex contextual issues. 

Justine explained her early concerns: Before we went on internship the colleague 

teacher had given us a class list and she had about four boys marked with 

'behaviour' next to them, so we were prepared for that. Three of the boys who had 

'behaviour' written next to them were what I would consider to be 'normal 

behaviour management problems'. They were continually calling out and distracting 

others; one of them always felt 'hard done by' and one who would say 'that it wasn't 

him that did it'. That was normal to me, but then this one particular boy, Jason — I 

had never come across a boy like him. He would tell me that he wouldn't be here in a 

little while because he was going to kill himself I found this really disturbing. 

Justine explains further the influence of Jason's behaviour. There were a few times 

when I went home in tears because he would hurt himself One day he headed 

towards the corner of a bookcase and we weren't sure about whether we were 

allowed to touch him; pull him away to stop him from hurting himself or other 

children. Jim and I were both saying, 'This is not for us — teaching'. 

Justine also felt isolated within the school community. I don't think the school had 

had interns for a while so I don't think they really knew that for seven weeks we were 

actually part of the teaching staff A lot of the staff didn't know our names and we 

didn't get support for the behaviour issues. It was really difficult. During the whole 

time I felt patronised by one staff member in particular. When I went up to her to 

explain what was happening with Jason — the disruption he was causing and how we 

couldn't keep going with what we'd planned her response was — `Ok, first thing calm 

down; count to ten and remember — don't take things personally. I just thought —7 

ant not taking it personally. He has just called me a bitch and thrown things at me.' 

Kosnick and Beck (2003) argue that high levels of autonomy are particularly 

important as pre-service teachers undertake their final practicum. It is expected that 

the final practicum will bridge the gap between being a student teacher and entering 

the profession. They go on to suggest that by allowing pre-service teachers more 
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opportunities for responsible decision-making there is greater relevance for their 

actions. Justine and Jim's experience contradicts these findings. High levels of 

autonomy proved to be personally and professionally debilitating. The 'micro-

political' climate as suggested by Kelchtermans and Ballet (2002, p. 105), in this 

particular instance, was too volatile for Justine and Jim to be left to their own 

devices. Even as they sought the help of others in the school, the lack of an 

appropriate level of support became apparent. 

Hosting pre-service teachers in schools and classrooms is a complex undertaking. 

When placements are made all factors need to be carefully considered in the pre-

service teacher's early progression from novice to experienced teacher, before high 

levels of autonomy are granted to pre-service teachers. Without such precautions, the 

emotional complications from pre-service teachers enduring sustained difficulties 

may be alarming and disrupt their learning journey. 

Justine's liminal identity spaces 

The liminal nature of Justine's experiences and her teacher identity reflect the 

experiences of other participants, as she acknowledges contrasting feelings of 

security, frustration and alienation as a result her practicum experiences — tenuous 

and dichotomous spaces. 

Context — the run of the mill 

During this practicum Justine enjoyed a supportive context and her colleague teacher 

seemed very positive about everything she did and any pedagogical mistakes were 

viewed as opportunities for her on-going learning. This mentoring approach 

described by McNally and Martin (1998) certainly sustains pre-service teachers as 

they adjust to new classroom situations. 

In supportive communities of practice pre-service teachers are able to capitalise on 

the practical learning of experienced classroom teachers that is available to them 

during the practicum placement. With this kind of independence and support there 

are heightened possibilities for them to shape their personal pedagogical identity 

(Van Manen, 1994). But as we have seen in the earlier examples, this kind of 
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collegial support and explicit guidance may sometimes be lacking, perhaps because 

the colleague teacher is not always clear about the expectations of their role. 

Knowledge — making mistakes — I found teaching drama very difficult 

Justine wanted to take a drama lesson with this somewhat conservative and ill-

experienced (in drama) group of students. However, the experience was not a 

pleasant one — she was frustrated and students were demanding her attention and 

there was lots of noise. As a result of this negative experience Justine begins to form 

her own opinions regarding the problems inherent in drama teaching — students' lack 

of experience with the Art form, and their lack of social skills. Soreide (2006, p. 529) 

found that teachers construct and negotiate a range of possible teacher identities 

which encapsulate their 'images, expectations of practice, opinions and values'. 

Justine formulates solutions to these problems as a means to orientate her practice 

towards more successful outcomes — which encapsulate her expectations of practice. 

Context — not for us — teaching 

Justine's 4 th  year practicum experience was fraught with emotional responses to her 

situation — moving her into a space where her efforts to manage one student proved 

really disturbing while at the same time she felt she was patronised by other staff 

members. Zembylas (2003 p. 229) argues that the complexity of teacher identity can 

be understood through the emotional aspects of their work — uncovering the 

transformational quality of teacher identity as the 'emotional salience or power of 

one's experiences changes'. This experience and her subsequent feelings of 

powerlessness had a deep effect on Justine's sense of herself as a teacher and she 

acknowledged that perhaps teaching was not for her. 

Pre-service teacher identity is vulnerable to contextual influences especially when 

greater autonomy is inappropriately granted. Such vulnerability can be marked by 

emotional responses that may have lasting consequences for the pre-service teachers. 
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Section 9: Helen 
Coming to campus 
Helen had made a decision to spend a year working and travelling before entering 

university. I took a year off and I intended to work for half of it and travel for half of 

it. I did start a Bachelor of Arts degree but that only lasted 3 weeks; I think I had 

burnt myself out in college. I worked in Hatters for 3 months and then Tarnote rang 

me and offered me more money, so I went there to work. Helen continued her work 

with Tarnote and saved enough money to buy a car, while still putting aside some of 

her earnings for a trip to Thailand later that year. Then an event occurred which 

would lead her to change those plans. My girlfriend was staying over and in the 

morning she needed to go and pick up her car from the garage. So, still in my 

pyjamas, I went to drop her off It was raining and I put on the brakes because the 

car in front of me was turning. I braked just a little too soon, and as you know in 

those conditions, you're supposed to pump the brakes but the brakes just locked up 

and I skidded into the back of the car, which was being taken for a test drive at the 

time. This accident ended up costing me just over $1,000 and so the funds for my 

Thailand trip were gone. I decided after the 'big car crash' that I'd just go to 

university the following year. I had wanted to do a Performing Arts Degree, but my 

dad, who is a lecturer in the Performing Arts, said no, do primary teaching with the 

hope of later ending up teaching in high school. 

Helen's experience in relation to her teacher identity occurred during her 3" 1  year 

practicum in a high school setting where she encountered some unique challenges in 

relation to drama teaching. 

3rd  year practicum 

Knowledge — making mistakes — everything going wrong 

After two previous school experiences in early childhood and primary classrooms, Helen 

finally received a placement in a middle school, teaching English and drama to Grade 7 and 8 

students. She was thrilled! 

When the siren went to end the lunch-break Helen realized that Miss West, her colleague 

teacher, was going to be late for the lesson; Miss West had been playing basketball and was 
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probably getting changed. Helen knew she'd have to go ahead with what she'd prepared and 

that she would be starting the lesson alone. 

Helen outlined her careful plans for the lesson. I was to take an introductory lesson 

on mime, the Grade 7's next unit of work. From my point of view, this lesson was a 

disaster. My excuse was lack of preparation accompanied with a lack of knowledge 

on teaching mime. I have knowledge of performing mime, but this is apparently afar 

cry from actually teaching mime. My lesson plan was rushed and basic. It involved a 

brainstorming session on what mime is and what characterises it (over pronounced 

movement, exaggerated facial expressions, no voice sounds etc.). We then moved into 

a stretch session and face warm-up (chewing, pulling faces etc.), which was followed 

by a series of small mime exercises. I paired the students and the partners then took 

it in turns miming a facial expression that the other partner guessed. The students 

then had to work with their partner to carry an imaginary lengthy object around the 

room. Then individually, the students were asked to pick up a heavy, neatly packed 

box, a box full of books which was falling apart and a badly packed box full of 

glasses. The students were to then find a new partner, and mime some short 

scenarios. I then chose certain pairs to demonstrate their scenario to the whole class. 

The rest of the lesson was spent developing their own mime situations in groups of 

four or five. 

Helen describes her personal response this way: I have no desire whatsoever to try 

this lesson again. What went wrong? I thought everything. I had a shaky start as I 

was left alone to settle the students and introduce the unit of work. Comments such 

as — 'we wouldn't be like this if Miss West was here' — sent me into an inward panic. 

The mime exercises were carried out as per my instructions; however the students 

soon became over-excited and therefore slow to respond to my further instructions. 

This over-excitement came to a point where I decided to call 'Freeze' to gain 

attention. This worked well —for a while. Throughout the remainder of the lesson I 

felt the students lost interest and were not gaining anything. This frustrated me, as I 

was not sure how to remedy it. Ideally, I wanted to do something outrageous but my 

confidence (and experience) levels did not allow for this to happen. 
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At the time, I felt as though I was looking at myself from across the room. I knew I 

was doing and saying the wrong things, yet there was nothing I could do to stop it. I 

just wanted the lesson to be over, and that had never happened to me before. When 

the lesson was over, I was ready to call teaching quits. However, after conferencing 

with my colleague teacher, Miss West, and with time to think about the lesson, I soon 

realised that the lesson probably wasn't as bad as I'd thought, and more than 

anything it was an invaluable learning experience for me (even if the students learnt 

nothing!). I was smacked in the face with the realisation that teaching drama is 

completely unlike teaching any other subject. Quiet reading doesn't seem to 'fit' into 

a drama lesson with much ease. However, I got through it, with an even greater 

determination to teach what I love, and teach it well. 

During this particular drama lesson Helen experienced both uncertainty and some 

level of personal distress. Helen discovered that her emotional responses to the 

unpredictable nature of student responses left her unsure about the lesson's overall 

success. This personal response clouded her professional ability as it appears the 

lesson was well structured and the colleague teacher seemed satisfied with the 

outcomes. O'Neill (1995) acknowledges that feelings of ambiguity and anxiety can 

be adjuncts to good drama teaching but Helen seemed surprised by these 

consequences. 

When pre-service teachers personally respond to unpredictable classroom 

experiences the possibility arises that they may also doubt their professional 

competency. When this occurs the colleague teacher should provide 

reassurance for the pre-service teacher. Pedagogical mishaps, as perceived by 

Helen and other participants in this study, can also result in pre-service teachers 

deepening their awareness of their personal strengths and weaknesses in 

classroom contexts — an awareness which helps to enhance their understanding 

of self as teacher. 

Helen's liminal identity space 

The liminal aspects of Helen's experience and her teacher identity relate to the 

way her professional and personal selves came into conflict. Despite having 
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carefully planned the lesson — demonstrating her level of professional 

competence, during the lesson Helen felt uneasy with how the lesson was 

progressing — her personal response to her teaching experience. 

Knowledge — making mistakes — everything going wrong 

Zembylas (2003) believes by linking teacher identity to teacher emotions 

researchers are able to uncover its transformational quality. As Helen grappled 

with a range of complex emotional responses to her own teaching — she 

admitted feelings of panic as she 'watched herself' interact with her students. 

Yet despite her perceived mistakes, her personal and professional beliefs about 

the importance of being able to teach drama in educational settings appeared 

unchanged — reflecting the power of professional commitments over emotional 

responses in relation to teacher identity. 

Section 10: Jessica 

Coming to campus 

For Jessica, teaching seemed written in her destiny. My mum is a teacher - so it is in 

the family. I have aunties who are also teachers, so I guess I grew up with it really. 

Jessica's identity was shaped by one experience during her 4 th  year practicum when 

relationship issues led to her responding to her experience at a personal level. 

4th  year practicum 

Relationship — something so little can blow up into this huge thing 

Narwood Primary was a big school and Jessica had a large class of twenty nine Grade 1/2 

students in a small open plan classroom. Two of these students were autistic and six had 

receptive language difficulties — this practicum was going to be a challenge. During the 4th 

week of her practicum Jessica decided to go ahead with her plans for a lesson about mini-

beasts. The students were set the task of sorting mini-beasts into categories — fly, slide, crawl, 

jump etc before moving into some drama activities related to mini-beasts. 
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Jessica described what happened this way: I knew I shouldn't have done anything 

[too challenging] that afternoon because after the students have physical education 

and then library, they are quite shockers — they are really bad. I shouldn't have 

done it [taken this particular lesson] then, but I did. I should explain that one of my 

little kids — Colin — he wasn't having a good day. 

The lesson progressed despite the poor timing. Anyway I split the class into groups — 

the students knew that routine fairly well because we have done lots of work in those 

groups. The students had to sort the mini-beasts. I didn't see what happened next, but 

Bill went to sit down and Colin pulled his chair out from underneath him. Bill was 

holding his head and screaming because he had hit his head really hard on the back 

of the desk I rushed over and said, 'What happened?' But Bill couldn't even speak — 

he was bawling his eyes out. 

Jessica explained her response: I had to send Bill down to the office because I 

thought he might have a head injury or something. Then I said, 'Colin that was a 

really silly thing to do.' Colin picked up a book and threw it onto the floor as hard as 

he could and gave me an almost, 'Jam going to hit you look'. Then I said, 'No, that 

isn't appropriate and so you can go over to the art area and we will discuss this in a 

minute.' So he walked over to the art area and climbed underneath a desk — he sat 

there and wasn't going to come out and talk. 

Jessica decided to continue with the lesson. In the end I just ignored him, although I 

asked him to come out quite a few times. We continued the activity and as the 

students were sharing their work my aide came into the room and seeing Cohn under 

the table she said, 'I will see what we can do about this!' The aide went and told my 

colleague teacher and she told me to send her a [discipline warning] card. So I sent a 

card down to the office. Senior staff came up and talked to Colin and he wrote me an 

apology — he was in such afoul mood with me. I felt awful but he wasn't going to 

come out [from under the table] and he wasn't going to speak to me. 

Jessica reflected on this experience. It was terrible. They [other staff members] were 

all happy with how I handled the situation and everything. It was just interesting 
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though how something so little can blow up into this huge thing. I was very stressed 

about this 'problem' in the classroom — we could have sorted it all out. This 

experience certainly taught me so many things about myself! 

Jessica's circumstances during this lesson were complicated by the context created 

by one disruptive student — differing from other participants such as Sonia and 

Rianna whose contextual difficulties revolved around the expectations of their 

colleague teacher. Jessica's emotional response to Colin's behaviour dominated her 

perception of the lesson's success and her management of the situation. Beijaard et 

al. (2004, p. 122) suggest that one characteristic of a teacher's professional identity is 

'person and context' — for Jessica this classroom context had negative personal 

outcomes. 

For pre-service teachers finding the right perspective in relation to emotionally-

charged experiences may be difficult. The personal and professional can collide to 

create high levels of uncertainty and insecurity in relation to their role as a teacher. 

Jessica's liminal identity space 

The liminal nature of Jessica's experience and her teacher identity can be understood 

through the concept of the internal meeting the external (Danielewicz, 2001). 

Jessica's experience highlights the way an external factor — the student/teacher 

relationship created with Colin — was met with an internal emotional response from 

Jessica. 

Relationship — something so little can blow up into this huge thing 

Stories, argues Estola (2003, p. 181), are a 'powerful tool for making the moral 

dimensions of pre-service teachers' identities visible'. Jessica experienced a moral 

dilemma with Colin as she tried desperately to manage the situation by reconciling 

her relationship with him — while at the same time continuing the lesson with the rest 

of the class. Despite other staff members acknowledging Jessica had managed the 

situation effectively, she was left feeling awful — because she perceived that Colin 

was still in such afoul mood with her. Does she wonder if Colin felt betrayed? 
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Pre-service teachers' identities are fragile — not only are they shaped by contextual 

issues related to the colleague teacher but also, in Jessica' s case, their relationships 

with their students. Jessica's experience highlights this fragility, especially as pre-

service will be required to make many impromptu decisions, as Jessica was required 

to do, throughout the course of their practicum. Ways to manage feelings such as 

guilt or failure need to be taken into account by those who support pre-service 

teachers during their school placements. 

Section 11: Summary of Chapter 4 
This section provides a summary of the key findings to emerge from the participants' 

3rd  and 4th  year practicum experiences. It begins with an overview of the issue of 

context before discussing the issue of relationships. The issue of knowledge is 

summarised before concluding with a discussion of the implications of the liminal 

identity spaces encountered by the participants during their undergraduate years. 

The issue of the classroom context for three participants was closely related to the 

levels of autonomy granted to them in relation to what they could teach. Their 

experiences required them to manage their constraints appropriately and to 

understand the consequences of less autonomy. Because of the curriculum focus of 

this research, the place of the Arts and the possibilities available for pre-service 

teachers to apply their knowledge of this curriculum area in classroom emerged as 

being problematic. Some of the participants experienced contexts within which they 

responded to their colleague teacher's compatible or incompatible views regarding 

approaches to Arts pedagogy, and drama in particular. When dissonance such as this 

existed, the pre-service teachers began to question their knowledge and beliefs about 

drama teaching. Without encouragement and support, pre-service teachers are 

unlikely to pursue more challenging approaches to pedagogy during their time in 

schools. 

Levels of autonomy are an important consideration during the practicum placement. 

However, one participant's experience contradicted the notion of high levels of 

autonomy. For Justine, greater autonomy without appropriate support placed her in a 
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challenging context and led to her experiencing high levels of anxiety and 

vulnerability. The issue of relationships was linked to levels of autonomy. 

The relationship issue was closely aligned to the level of freedom the pre-service 

teachers were given in relation to how to teach. The participants' experiences in 

relation to this issue highlight the idiosyncratic nature of pre-service 

teacher/colleague teacher relationships as reflected in the inconsistency across the 

participants' experiences regarding the issue of how to teach. This socially-based 

factor appears to be a crucial link to the pre-service teacher's level of personal and 

professional confidence during their practicum placement. Guidance through the 

issue of competing discourses in relation to how to teach needs to be in place during 

the practicum placement in order to avoid pre-service teachers being left feeling 

frustrated, disappointed and confused. Opportunities for experimentation and 

interrogation of their practice while in these practical settings can be empowering for 

pre-service teachers. Learning spaces need to be created within which pre-service 

teachers and their colleague teachers are able to share and to clarify their mutual 

expectations of each other's role so that the 'competing discourses' which are at play 

in some school contexts are less likely to arise. 

Because of the specific curriculum focus of this research, the issue of knowledge also 

emerged as significant in the shaping of the participants' teacher identity. Many of 

the pre-service teachers were made aware of the marginal place educational drama 

held in the curriculum of their early childhood and primary classrooms. Often their 

colleague teachers held little knowledge of the required teaching approaches and 

while sometimes they afforded the pre-service teachers tacit support, on other 

occasions they openly opposed drama experiences in their classroom. The pre-

service teachers' challenges were exacerbated by their students' limited range of 

skills and prior experience with drama and the participants found themselves trying 

to 'start from scratch', within the limited time frame of the practicum. The 

participants often described circumstances during which drama experiences were 

designated to inappropriate time slots; which made their teaching task more difficult. 

However, this group of pre-service teachers did acquire new knowledge of drama 

teaching when the opportunities arose. 
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When the pre-service teachers were provided opportunities to reflect on, consolidate, 

and reconceptualise their knowledge of teaching, specifically in relation to 

educational drama, then it became a knowledge that was informed through, and by, 

practice. With greater independence, the pre-service teachers experienced 

opportunities to make mistakes, take risks and acknowledge their students' learning. 

As a result of these experiences the participants enjoyed the spontaneous and 

unpredictable nature of this approach to teaching, and discovered in the process, that 

the experience heightened their understanding of themselves as teachers. 

The liminal identity spaces from within which the participants responded to their 

experiences varied in length of time: from moments within a lesson to the entire 

seven weeks of the practicum. In these spaces the participants found themselves 

betwixt and between dichotomous alternatives of autonomy or compliance, security 

or vulnerability, affirmation or alienation, confrontation or submission, theory and 

practice and predictable or unpredictable pedagogies. 

The unstable nature of pre-service teacher identity can be recognised through the 

contradictions inherent in the participants' experiences. Some of these may be 

magnified or diminished by the earlier experiences and prior socialisation which the 

pre-service teachers brought with them into the profession and their motivations for 

entering teaching. The personal and professional selves of pre-service teachers 

remain vulnerable to levels of freedom afforded them during the practicum and the 

skills they bring to bear in handling that freedom. High levels of autonomy, with 

appropriate support, during this time create personally and professionally satisfying 

places for pre-service teachers. By contrast, reduced freedom can at times lead to acts 

of compliance and become a place of uncertainty and disappointment. These places 

are awash with emotional responses. 

Feelings of guilt, failure, surprise and delight across the participants' experiences 

confirm the close links between emotions and teacher identity. The social aspect of 

teaching itself, coupled with the relationship between the colleague teacher and pre-

service teacher, means the practicum can become an emotionally charged time. How 

these emotions are managed by the pre-service teacher and those around them 
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becomes a crucial aspect of teacher identity — and can also be linked to the issue of 

knowledge. 

The very core of pre-service teachers' beliefs, values and knowledge becomes 

exposed during the practicum placement and therefore also becomes a powerful 

influence on their teacher identity. When challenged in their attempts to teach drama, 

the participants begin to question their own beliefs and knowledge. However, when 

given the opportunity, the significance of their knowledge transformation as a result 

of them experiencing the ambiguities and unpredictable nature of drama teaching and 

the possibilities inherent for student learning, has a powerful influence on their 

understanding of self as teacher. 

The chapter which follows continues to document the professional journey of this 

group of pre-service teachers as they moved from the campus and into the profession 

as qualified teachers. This next part of their journey progresses beyond the confines 

of a practicum placement and presents their experiences during the first year in the 

profession and beyond. 
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Chapter 5: Research findings: The participants' 
experiences as beginning teachers 

Teachers are called upon to mediate constantly between their personal 

understanding, values and commitments and the external requirements of teaching 

elaborated by policymakers, administrators, parents and members of the public, all 

of whom stake claims on the contested social practice of teaching. 

(Elbaz-Luwisch, 2002, p. 405) 

This chapter presents the experiences of the participants in transition — as they moved 

from the campus and into the profession as fully qualified teachers. In this chapter 

the participants shared a range of experiences which were significant to them 

throughout the first year in the profession. These experiences highlight the spaces 

within which the participants responded to issues related to their context, 

relationships and knowledge along with their future aspirations. 

As the participants shared their experiences during their first year in the profession, 

the issue of employment shaped the context of their professional circumstances and 

this issue emerged as creating uncertainty and inconsistencies for many of the 

participants. Once in schools, relationships with both students and staff required the 

participants to respond to their understanding of their role as teachers and to re-

examine their core beliefs and values. The participants' knowledge in relation to 

drama teaching became re-shaped to meet the existing circumstances and their 

students' skills and abilities. 

This chapter is structured in 10 main sections as each participant's experiences are 

presented individually in a chronologically arranged format under headings which 

indicate the issue which shaped the participant's teacher identity in each experience — 

context, relationships, and knowledge and future aspirations. All text appearing in 

italics has been drawn from the original data of interview transcripts and journals. 

My discussion and comments appear throughout the narratives to guide the reader. A 

summary of the experiences is provided at the end of the chapter. 
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Section 1: Sonia 
During her practicum experiences Sonia was unsettled by her inability to pursue her 

personal and professional interests in providing Arts experiences for her students. 

The somewhat inflexible approach adopted by Sonia's colleague teachers left her 

frequently seeking to reconstruct her understanding of herself as a teacher. Sonia was 

looking forward to the opportunity of greater independence following graduation. 

However, greater autonomy was not possible because of the demands of her 

neighbouring teacher along with her uncertain place in the wider school community. 

Sonia eventually found using drama approaches with her students provided her with 

some self-affirmation. 

Sonia was awarded a scholarship by the Department of Education in Tasmania — 

providing her with a secure position following a 1-year probationary period. Sonia's 

appointment was in a large primary school in an urban area with a Grade 3 class. 

Relationships — constraints in my classroom 

Sonia described her situation with her neighbouring teacher Mrs Ives this way: I still 

feel that I have constraints in my classroom. I'm in a double, open plan unit and so it 

is difficult — really, really difficult. I haven't done a lot of things because I have a 

teacher next door, Mrs Ives, who comes into my room and tells my class to be quiet. I 

think that has probably been my biggest stress this year — having to deal with that. I 

can't fully embrace what I do in the classroom. The noise level is just a talking level 

but because the room is open plan, the sound travels. And vice versa; her classroom 

noise comes through to my room as well but I wouldn't, in a million years, tell her to 

be quiet. I would like to, but I wouldn't. I think you have to respect everybody's 

different teaching styles. 

Sonia explains how she sought to pro-actively solve the problem. It got to a point 

when I thought — 'I will talk to Mrs Ives and just explain to her how I feel and we can 

negotiate something.' Before I did that I spoke to the senior staff and explained how I 

was feeling and that I was finding it difficult and it affected what I teach and how I 

teach. Senior staff told me that this situation was 'not on' at all, and they were quite 
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happy for me to talk to Mrs Ives. I thought I would wait for the next opportunity to 

come along (which did happen) but I still didn't talk to her. I don't like to cause 

waves; she is there next to me all year. I am still wondering should I seize the 

opportunity to talk to her or do I just let it go? I really don't think she realises what 

she is saying; she is unaware that what she says undermines people's confidence. 

Sonia's experience reflects her struggle to sustain her relationship with Mrs Ives 

despite the cost — an inability to undertake the two most important aspects of her 

work: what to teach and how to teach. While senior staff remained unprepared to 

help Sonia solve her problem, the difficult situation with Mrs Ives continued for the 

rest of the year. Rippon and Martin (2006) argue that acceptance by established 

teachers within the school is important to novice teachers and they often are prepared 

to compromise their own values and practice in order to gain the acceptance of their 

colleagues. Sonia's freedom to decide what to teach and how to teach — elements of 

her teacher identity — seem especially significant in light of the constraints she had 

experienced during her practicum placements as described in Chapter 4. 

Novice teachers need to be provided with opportunities for personal and professional 

freedom in their classroom in the early stages of their career. Any factors which may 

hinder this autonomy are unlikely to be resolved by the novice teacher as they strive 

to maintain stable relationships with their more established colleagues — at any cost. 

Sonia's relationship with Mrs Ives shaped her classroom experience. However 

Sonia's relationships with the wider school community also influenced her 

perceptions of her skills as a teacher during her first year in the profession. 

Relationships — sitting on the fence 

This is how Sonia described her place in her new school community: I still feel that 

I am probably sitting on the fence and just observing. I think that there are a lot of 

jealousies out there — when you come out teaching. I guess it's because new 

graduates have got so many theories and a lot of the teachers don't do that sort of 

theoretical work. So they have a practice but they don't relate it to theory. We are 

coming out with a lot of theories and can identify with them, but not the experience. 
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So we are not really looked on as having anything that is terrific because we have a 

theory but we don't have the practice - that is what I am finding in the school now. 

Sonia expressed her feelings of restraint. I get frustrated because I think that I could 

do this or that but just feel I don't have that power. I still feel that the borders are 

there. It is hard because sometimes they will say - 'Yes, of course you can do that.' 

Other times they will say that I can't. So you really still don't know the 'yes you can' 

and `no, you can't' type situations. You are still finding your way through the proper-

channels or the way that it has to be done. I feel that I have got to tell them what I 

am doing because I would hate to be doing the wrong thing. I can't really go 'all 

out', being creative in the classroom. It is almost like I am still holding back because 

I am new and I don't want to be too outlandish to start with. I think that still comes 

with being 'first year out'. 

By the end of the year Sonia felt more positive about her place in the school - 

particularly when the principal praised her contribution this way: He said, 'Well let 

me tell you what I think is the highlight of your year. I think you, as a person, work 

with other people and you have the best Grade 3/4 planning team. I have just been 

amazed with what you have done.' At university we worked together- that is how we 

work and I don't know anything different. I guess because so many teachers have 

worked by themselves and done things their own way and are not willing to share 

their ideas, resources and whatever, the principal noticed that. He said that it was 

very evident that I was so willing to give and share and work with people. He saw 

that as a highlight. 

Sonia also went on to reflect on the changing relationship with staff as the year 

progressed. Now I have senior members of staff coming to me and asking advice and 

asking me to help them, whereas before I didn't get that. So I find that really good, to 

think that in a year I have actually established these relationships. Everything that I 

have shown the rest of the school community and the feedback from people saying 

how good everything has been is constant; it has built up. So I think they have 

turned around and thought - `Ok, she is someone we can rely on or we can ask 
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questions because she has the knowledge to be able to do that.' So that feels really 

good. 

Sonia's story reflects the powerful need and desire of beginning teachers to feel 

accepted and belong in their school community. Sonia placed many of her 

pedagogical aspirations in abeyance as she sought to strengthen her relationships 

with those around her. Bullough (1997, p. 84) argues that emerging teachers 'need 

and want' to prove themselves as they navigate the sub-cultures of their first school 

appointment; they want to socialise into the profession. As the year progressed, 

Sonia responded positively to the affirmation and acknowledgment of others. 

Through the consolidation of her relationships, Sonia began to reconstruct her belief 

in herself as a competent teacher. 

The passage of time appears to be highly influential in providing novice teachers 

with the opportunity to establish closer relationships in their new school 

communities. However it is also apparent that while this time passes, insecurities and 

uncertainties may inhibit the novice teachers' progress towards fully utilising their 

existing skills and abilities. 

During this busy year Sonia found two opportunities to apply her knowledge of 

drama teaching and provide her students with the opportunity to create performances. 

Not only were these experiences rewarding for her students, they enabled Sonia to 

showcase her skills to the wider school community. 

Knowledge — a good opportunity to show the sorts of things that I do 

Sonia explained the way her decision to use these drama approaches was closely 

linked to her desire to establish her identity within the school community. I guess 

coming into a school, no matter if you are new or you are a teacher who has been 

teaching for a long time, you are still unknown. People don't know your background 

or what you can do. So I felt that the assembly item was a good opportunity to show 

the sorts of things that I do in the classroom. Everybody hates doing assemblies, but I 

loved it, just that performance factor. 
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Sonia explained the process she used to develop the drama performance. I said to the 

children, 'We are going to be doing this assembly item and so we need to discuss our 

ideas, but it is not going to be boring. We don't have boring things in this class.' I 

think that opened the floodgates a bit and the students got a little bit excited. But that 

is okay because that just sparks the ideas which feed on everyone else's ideas. I 

semi-planned the assembly item before we started — I had a structure that we could 

run with, but basically it was their ideas. It worked really well because the students 

enjoyed it. The performance was based on our integrated unit about our early history 

which was called 'Why aren't we Dutch?' 

Sonia was excited by the outcomes of this work. I think I did two full rehearsals; the 

students all knew when they needed to perform. Not one of the students mucked up 

and they spoke really well. They did an excellent job; I was really pleased. I guided 

them through the process but they collected the information. They worked together; 

they formed it. They didn't realise that they had done it all themselves — but they did. 

The principal came up and said that the assembly item was brilliant. The AST3 came 

up and said that it was fantastic. I had one other staff member (who tends to be a bit 

jealous) said, 'Well that is going to make it really hard for me!' You know you get 

that feeling and you know it was really good. It was just a 'snap shot' of our unit but 

it all connected together. I guess that is probably one of the things that I like to do — 

create the framework, mould it and shape it so the performance eventually comes 

together. 

Inspired by the success of this assembly item, Sonia went on to create an end of year 

performance with her students. We had a traditional end of year concert and you can 

do anything you like. I thought this would be good, so 1 organised an item for my 

children. I didn't do Christmas carols or any of the usual sorts of stuff I thought I 

would see what the kids could do and we would work around that. I had some 

children who could do gymnastics, some who could sing, some who could dance and 

I had some who couldn't do anything. So I put an item together using John Denver's 

song — 'Grandma's Feather Bed'. It suited my children. 
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So basically we had 4 weeks to put the performance together. I would practise once 

or twice a week. I gave the students the words of the song to take home to learn. The 

outcome was really good — they actually took ownership of the song and we built the 

performance together. I think that process comes back to me and how I work. I build 

it as I go. I have a picture of how I want to do the performance but it could go in 

different directions. One of the boys said to me, 'Oh, when we first started, I thought 

it was going to be boring — but it was awesome!' 

As Sonia continued to struggle with the constraints placed on her by Mrs Ives in her 

classroom management (as described earlier), she applied her knowledge of 

educational drama creatively and confidently. Sonia established an environment of 

negotiation and trust with her students as she crafted their performances in an 

improvised way while responding to their interests and abilities. The interactions and 

relationships between teachers and students in educational drama provide a unique 

learning experience where teachers encourage their students to take ownership of 

their learning while at the same time developing a range of skills related to the Art 

form (Andersen, 2004; Schonmann, 2000). 

Sonia's response to these experiences emphasises the importance of beginning 

teachers being able to assess and manage contextual and relational factors while 

continuing to use their knowledge in ways which will enhance their teaching 

persona. Independently overcoming real or perceived constraints can be empowering 

for beginning teachers. 

My final contact with Sonia saw her looking back and looking forwards. 

The future — a damn good try at being the best teacher that I can be 

Sonia reflected on her year as she looked towards her future. I have just been sitting 

and waiting and growing as a first year teacher and just taking in everything that I 

possibly can. I still feel I have just been playing everything fairly safe. I like to be a 

bit of a risk-taker and go out and do something a bit different, but because I am that 

'new person', there is just that fine balance. I have just been developing my ideas 

and maintaining a very cohesive classroom which, as I said, has been great — but it 
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is not enough for me. I really don't know which way! will take it or which direction I 

will go. I will know as I continue my journey. If you don't feel good about what you 

are doing, you can't grow and develop; you remain static. You have got to maintain 

an enthusiasm and motivation and excitement that you can carry through and 

develop. 

three years later ... 

Since starting teaching there have been so many changes that have had a huge effect 

on my teaching praxis. For example, the changing of the curriculum, assessment and 

approaches to professional learning are just a few of the factors that continue to 

impact on the learning and teaching environment. However, I still believe the 

theoretical and curriculum knowledge attained while undertaking my degree 

continues to provide 'the glue' to the good teaching practices that I am able to 

impart to my students and share with my colleagues. 

In the time that I have been teaching at Stappen Primary I have been part of a team 

of teachers who have experienced a number of significant National and State 

achievements. I have been fortunate to work with a new principal, who I call 'a 

mover and a shaker' and prepared to give individuals an opportunity to use skills 

and take on leadership roles. I'm not 'the new kid on the block' any more. I am now 

regarded as an 'experienced' teacher, 'a good operator', 'a teacher who provides an 

excellent classroom program'. 

I know that in teaching we are never going to teach in a perfect world, but I have 

found with constant reflection and a commitment to the profession, I will have a 

damn good try at being the best teacher that I can be. 

As Sonia tentatively finishes her first year of teaching — playing everything fairly 

safe — she seems also be requiring the motivation of excitement to sustain both 

herself and her teaching. Motivation and some levels of excitement are important 

elements in sustaining beginning teachers in their work — as are the affirmations from 

peers. 
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Sonia's lhninal identity spaces 

The liminal nature of Sonia's experiences and her teacher identity are reflected in the 

contradictions she encountered as she entered the profession. Her relationship with 

Mrs Ives and the shifting nature of her relationship with other members of staff 

contrasted markedly with her confidence and animation in relation to her providing 

drama experiences for her students. 

Relationships — constraints in my classroom and — sitting on the fence 

Pierce (2007, p. 37) found that the transition into the profession can best be described 

as a liminal phase' or an 'alienating passage' which may impede beginning 

teachers' enthusiasm to thrive or even remain in the profession. For Sonia, there were 

moments of alienation as she navigated her way through relationship issues seeking 

both freedom and recognition from others. Without autonomy and affirmation Sonia 

seemed more likely to merely survive rather than thrive in this environment. 

Knowledge- a good opportunity to show the sorts of things that I do 

Connelly and Clandinin (1999, p.4) suggest that 'stories to live by' includes, among 

others, 'secret teacher stories'. Sonia's story demonstrates her personal and 

professional confidence as she worked with her students to create drama 

performances. This 'in classroom' confidence contrasts markedly with the challenges 

she faced in the wider school community. It is possible to discern her 'secret story' 

about how she sustained a positive sense of herself as a competent teacher through 

her work with her students in her classroom. 

The future — a damn good try at being the best teacher that I can be 

Beijaard et al. (2004, p. 122) acknowledge teacher identity as an 'ongoing process' 

related to both 'person and context'. Although Sonia continued on in the same school 

since graduation, she appeared to thrive in the shifting changing contexts as they 

occur within and outside the school — changing curriculum and assessment practices, 

professional learning and working towards national recognition. Her teacher identity 

is still being shaped by her desire to be the best teacher that she can be. 
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Section 2: Rianna 
Rianna found the practicum placements during her studies to be quite constraining as 

the context created by her colleague teacher required her to comply with the existing 

program. This inflexibility did not provide Rianna with the opportunity to explore a 

range of approaches to pedagogy in this practical setting. It was with considerable 

uncertainty that Rianna approached her first year in the profession where the issue of 

finding work and managing temporary positions dominated her experiences. Rianna 

eventually found herself leaving the teaching profession and returning to the work 

she did before studying to become a teacher — dressmaking. 

Context — relief teaching and seeking full-time employment — very hard to deal 

with 

Rianna began applying for teaching positions when she finished her Honours project. 

I have been trying to get short term contracts but it is a case of 'who you know' and 

you have got to be 'in the right place at the right time for those positions. It has 

been very hard. I have applied down south, in the north-west area and everything. I 

don't know what J am 'not' doing, or whether ! haven't got the experience or that ! 

don't mention the 'right people' in my resume. I have got no idea. 

Rianna then explained her relief teaching work. I have done a fair bit of relief 

teaching since Easter but before that I was just dressmaking. Relief teaching has 

been interesting. It was a fear of mine to be called in the morning and not know what 

to do and where to go and how to get there on time. I think I have nearly overcome 

that fear. I have had the last two weeks at Port Donavan — on the same Grade 3/4 

class and that has been really good. I have learned a lot about behaviour 

management, so that's a positive I guess. 

Difficulties related to relief teaching were a concern for Rianna. I haven't had an 

early childhood class yet; it has always been with older kids. I miss the innocence of 

the little ones; in the sense that they want to be there [at school] and they like what 

you do. The older ones aren't afraid to say — 'That's crap. Why do we have to do 

that?' The kids are defiant and disrespectful and very hard to deal with. It is just that 

they are trying to get a rise out of you. Not reacting — that is the hardest thing — 
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because you know what they are trying to do. You can't take it home or take anything 

negative on board. [You just have to say] 'It is 3:00. Ok, let it go'. 

Six months later Rianna was still relief teaching. I have been pretty much flat out and 

I haven't done any dressmaking at all. I have got about three schools that! go to all 

the time; one in the city and two at Maple Town. More recently I have been at 

Norbeach Primary School. I had 3 weeks picking up the library teacher's program. I 

had a 40-minute library lesson with every class in the school. It is good when I go 

back to schools where I know the kids. I enjoy that more because I have a 

relationship with them and also I know their behaviour management systems and can 

work within that. They know if! have been around before; they know that I will 

remember and know what! will take. If it is a class that! haven't had, it is still that 

whole testing time — you are a relief teacher! 

During this time Rianna also continued looking for positions as a full-time teacher. ! 

got one interview and that was a contract position. I found out they only had three 

people to choose from, including me, but they went with someone who had more 

experience in a classroom. I went to see Mr Finch, at the Education Department's 

Elm Office once. He basically said that there wasn't much he could do. I know a lot 

of people keep ringing him and ringing him and I suppose that is one way to go, but! 

don't like being a pest. I am too reserved. I need to go out there and be a bit more 

aggressive, but that is not me. I felt that I would be in line for a position but then they 

would appoint someone who hadn't been at the school. I don't know how it works. 

Principals talk — I know that. 

The very process of finding regular employment appears to be, in Rianna's case, 

highly unpredictable and requiring high levels of personal lobbying in order to be 

achieved. These kind of pressures left Rianna wishing at a personal level that she was 

more aggressive and more in touch with the 'right people'. Tromans, Daws, Limerick 

and Brannock (2001, p. 25) found that 'temporary engagements for beginning 

teachers represents an example of trends towards the increasing casualisation of the 

teaching profession'. They go on to suggest that beginning teachers want to become 
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permanent employees — mainly for reasons of job security, relationships and 

development of their teaching skills. 

The idiosyncratic nature of beginning teacher employment can be viewed as having a 

powerful impact upon the personal and professional aspirations of beginning 

teachers. This impact is reflected in Rianna's experience during her first year of 

teaching — her uncertainty, her frustration. 

Rianna's experiences as a relief teacher were isolating and personally distressing. 

The personal distress stemmed from a range of expectations that were required of her 

— being asked to teach grade levels she was not familiar with, being required to 

manage belligerent students as well as deal with early morning phone calls 

requesting her services with very little time for preparation. Lunay (2006) revealed 

feelings of isolation and inequity amongst relief teachers. It was only when Rianna 

had longer periods of time in the same school that she began to feel more secure, 

more competent. 

While relief teachers remain an essential element in the smooth running of schools as 

suggested by Lunay (2006), the nurturing and support of relief teachers needs to be 

viewed as essential in relation to beginning teacher identity. Rianna's experiences 

expose the need for systemic nurturing and support. 

The future — maybe I will pick strawberries 

In my last interview with Rianna she described her on-going search for a secure 

teaching position. I'm figuring that getting to know principals and senior staff would 

get me into a contract — but at this stage that hasn't really happened. I am still 

aiming for a full-time permanent position. I have been applying for everything pretty 

much. I don't know what I am going to do over the summer. Maybe I will pick 

strawberries. Rather than go back to dressmaking — I will pick strawberries. 

three years later ... 

I met Rianna for coffee and she looked well and happy. She described a range of 

temporary and casual teaching jobs she maintained after moving to another part of 
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the state. Eventually it was a mixture of frustration and disillusionment which led her 

to move away from teaching, and establish her own clothing business. 

As a consequence of the irregularity and insecurity of her teaching work, Rianna 

makes a decision to return to her previous profession of dress-making — sending her 

full circle. Pietsch and Williamson (2007, p. 3) found that casual employment of 

beginning teachers impeded the development of knowledge and understanding in 

three critical areas: 'the profession, themselves as teachers and the means to develop 

professional classroom competence'. Rianna's experience reflects these concerns, 

particularly in relation her sustaining a sense that she was a competent teacher who 

could continue in the profession. 

Rianna's liminal identity spaces 

Turner, (1969, p. 94) describes one phase of liminality as existing on the 'margin' or 

limen'. For Rianna, her experiences following graduation placed her on the margins 

of the profession and as a consequence, her sense of herself as teacher was also 

marginalised. This feeling of marginality also existed during Rianna's undergraduate 

experiences. 

Context — relief teaching — very hard to deal with 

Rianna's teacher identity was buffeted by on-going feelings of isolation. As Rianna 

failed to find permanent employment as a teacher and struggled with the precarious 

work of relief teaching, her sense of self as teacher is slowly eroded by the alienating 

contexts. Rianna's struggle with professional isolation confirms the concept of 

'identity, knowing, and social membership' being closely aligned (Wenger, 1991, p. 

53). 

The future — maybe I will pick strawberries 

As a consequence of the events immediately following graduation and her 

experiences in the subsequent years, Rianna seeks to shape a new identity by 

returning to her previous profession. She decides not to work for an unappreciative 

boss (as she did before coming to university) but be her own boss — conducting her 

own business — her way. 
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Section 3: Johnny 
Johnny's practicum placements became opportunities for experimentation and risk-

taking, particularly in relation to drama teaching. With greater autonomy, Johnny 

was able to re-shape his knowledge of drama teaching — managing the learners and 

providing student-centred learning. These experiences provided Johnny with greater 

confidence and as a result the personal and professional challenges he faced during 

his first year in the profession were easier to manage. 

Context — a pretty big load 

Johnny undertook a dual role in his first teaching appointment. He obtained work at 

this school as soon as he'd finished his university studies. I was employed as a 

literacy and numeracy support aide and did all the school's relief work It worked 

out quite well and they [senior staff] said they wanted me back the following year. 

Johnny explained the complexity of his teaching workload. This year I share a 

Grade 3 class. My co-teacher has the class on Monday, Tuesday and Wednesday and 

I teach them Thursday and Friday. It is a pretty big load because I am head of 

primary Physical Education as well as teaching in the classroom. On Monday, 

Tuesday and Wednesday I teach Physical Education (PE) full-time. Tuesday I go to 

the Bass campus [25 kms away] to teach Physical Education. Physical Education for 

primary (especially), is a 'hard basket' for schools to fill and because I could do the 

job, they were quite happy. 

This complicated workload had its difficulties. It is difficult being two days a week 

on class. I find that you don't get enough done with all the things that you have got to 

slot in. For a while I was frustrated. I didn't seem to be getting anywhere. The unit ! 

was doing was stagnating and ! was feeling pretty ordinary about that. The thing I 

struggle with most being two days on class is that I wanted to do some different 

things, but I just don't get the time. The class works well but i f! was there five days a 

week, I could do more group work — we would have had that sorted out by now. Until 

Easter I had only taught on class for10 days because of things we had — swimming 

carnivals and days off and something else. So to put that in the perspective of a 
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normal classroom that is the equivalent to the first two weeks; just getting to know 

the students. I struggled with that. So I thought about this situation and thought that 

maybe I was trying too hard. 

Johnny's professional interaction with his co-teacher was rewarding. My co-teacher 

is actually the head of campus's wife. I plan my own program; I work on separate 

content from what she works on. We made Monday afternoon a time to sit down and 

just discuss anything after-school. We sit and talk about the problems, how we will 

work with different students — our tactics. It is good to discuss students and ideas 

with her and the way she views situations differently; it challenges the way I view 

them. 

I enjoy the Physical Education. I enjoy getting outside for 3 days a week and running 

around with the kids. But I find it difficult to take the Physical Education lessons 

because you are only with the kids for an hour a week — but in a classroom, you have 

got them all day. I have had to do a lot of work preparing to teach Physical 

Education. During the second week of school there was a school swimming carnival 

and at the moment I am doing cross country. You learn a lot. 

The toughest bit, I suppose, is not the teaching side of it, it is the organisational side 

of it. Jam trying to organise two things. I am finding it hard. I think I would prefer 

my own classroom. 

Johnny's appointment reflects the complexity of some appointments which are given 

to novice teachers. As Johnny moves between teaching roles within and across 

schools, he is left feeling frustrated and trying too hard. Johnson and Birkland 

(2003) suggest that many graduates are quick to accept their first job offer and once 

employed, they are rarely offered a protected status with regard to workload 

allocation or graduated expectations. Because of his ongoing connection with the 

school, Johnny appeared to enjoy a high level of recognition, acceptance and trust in 

this context. He enjoyed the collegiality provided by his co-teacher in the Grade 3 

class. Despite his challenges, Johnny indicated high levels of personal resolve and 

incentive to overcome the challenges of his new position. 
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When beginning teachers are employed through random processes it is essential that 

support networks are put in place to ensure that they can successfully manage their 

teaching position. Successful management of complex appointments is closely linked 

to novice teacher retaining a secure sense of themselves as teachers during the first 

year in the profession. 

In our final interview, and in subsequent contact, Jimmy outlined his future plans. 

The future — I'm happy! 
Johnny explained his teaching position for the following year. I am actually taking a 

full-time PE role. I am happy with this position. I talked to the head of campus 

earlier on in the year and said ! wouldn't take the full-time PE role, but as the year 

has gone on, I have felt more confident. The head of campus is well aware that I 

want to get into a classroom as soon as I can and if it doesn't happen, I will probably 

try to find a job somewhere else. I will have time for preparation and ! will be the 

sports coordinator and coordinate after school sport. I will teach from Kinder to 

Grade 6 on both campuses and I have also got a Grade 10 class for PE. So J am 

looking forward to that as well. 

three years later ... 

I ended up teaching PE on both campuses. This was still a big task with 300 kids and 

all the carnivals and extra things to organise. Then last year the Grade 1 teacher left 

and I moved in. I had a great class of 18 kids. A few were 'high maintenance' but it 

was all great and we had a good year. It was good to get to know the kids more 

personally than when I was teaching PE. We had some great fun, big talks and lots 

of laughs. This year I am teaching Grade 1 again. I like being with these students 

and most parents and others think it is good to have a male in Early Childhood. My 

class this year is a bit different and seems to be a long way behind my Grade Is last 

December! But me, I'm happy! 

Johnny was afforded the opportunity to shape his teacher identity in multiple ways — 

through leadership opportunities as well as developing his expertise in a specialised 

curriculum area. Smith (2007) found teacher identity develops in new social contexts 
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and is subject to multiple pathways. Not surprisingly, however, when the chance 

came for Johnny to return to the security of teaching a single class, he took up the 

offer and appreciated the opportunity to know his students more personally and 

enjoy big talks and lots of laughs with them. 

Beginning teachers have the potential to thrive in supportive contexts — when their 

personal and professional resilience is nurtured by others then multiple pathways can 

be viewed as a positive outcome. 

Johnny's liminal identity spaces 

Johnny's first year of teaching and beyond involved him managing different roles 

and expectations within and across schools. The liminal nature of his experience lies 

in the concept of him shaping his identity as a teacher as he moved 'betwixt and 

between' various roles (Turner, 1969, p. 94). 

Context — a pretty big load 

Johnny used all his personal and professional resources in order to sustain his teacher 

identity during his first appointment. He managed the contextual issues through a 

personal resilience and determination to succeed — managing feelings of frustration 

and uncertainty to gain positive outcomes in his work and an exciting transformation 

of his roles as a teacher. Watson (2006) believes that teachers have internal resources 

which include their professional knowledge and personal experience as well as an 

understanding of the micro and macro politics of the school and the socio-cultural 

contexts in which they work — Johnny's experiences show these aspects of agency in 

his approach to his first teaching appointment. 

Future — I'm happy! 

Johnny's delight at returning to work in a single classroom indicates that close 

student/teacher relationships lie at the 'core' of Johnny's teaching identity (Sachs, 

2005, p. 15). Creating stronger bonds with his students through on-going, day-to-day 

contact in the classroom was significant for Johnny, both personally and 

professionally. 
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Section 4: Ingrid 
The three practicum placements Ingrid undertook in her final years of study were 

filled with ambiguity as she moved from compliance to autonomy and then back to 

compliance. Ingrid often seemed disillusioned by her experiences. Following 

graduation and after unsuccessful attempts to find a teaching position, Ingrid finally 

accepted employment in an unfamiliar context. During the year Ingrid experienced 

uncertainty and isolation before she began to shape her knowledge as a teacher in 

these new settings. 

Context — go with what students want to do 
When Ingrid moved to a nearby city she expected that finding work as a teacher 

would prove more difficult. I had to move to Haversham and I knew that teaching 

jobs were scarce there. I did apply for about five. I got four interviews but! didn't get 

those positions. I applied for a position in a good private school — I didn't actually 

get that position, I got another one to do with child care and after-school care [in the 

same school]. I work in the Early Years Centre with children from 0 to 4 years 

during the day and then after-school I work with the Prep to the Grade 6 children 

doing after-school care. I thought it would be good experience. I thought that might 

get me 'in the door' and then I would get to know people and possibly later do some 

relief work and get a job there. But that didn't work out. 

Finally, somewhat reluctantly, Ingrid accepts a position. At first I felt uncomfortable 

because (not that there is anything wrong with child care) I wanted to put all the 

things that I had learnt into practice and I haven't really been able to do that, so I 

did feel disappointed. If! was brave enough I could have just gone around to the 

schools and asked for relief work but Jam a bit nervous about doing that. I was 

offered this job and! thought, 'Well there are not very many teaching jobs' and I just 

hoped I would eventually get into teaching somehow. 

Ingrid's position proved difficult because of circumstances out of her control. 

Freedom School had decided to build a big Early Years Centre and the After-School 

Care was supposed to be held in there as well. But a ruling came in where you are 
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not allowed to have young children in with the older children. So they put what they 

called the 'Older After-school Care' up in the hall. This is the hall that the teachers 

and the school use for everything - Physical Education, meetings and sessions with 

visiting people. A lot of the teachers were not aware that I was going to be there 

[running 'Older After-school Care']. The teachers were upset, which is 

understandable. There was a lack of communication and all this dissension, which 

wasn't very pleasant. Staff members would look at me and say, 'What are you doing 

here?' and this type of thing. It just affected everybody. So my job got off to a bad 

start. I suppose they associated me with the move to the hall — but it wasn't really my 

fault. 

Ingrid discovered this was labour-intensive work. We had to set up the hall for After-

school Care every afternoon and then put everything away. We had big tables that 

had to be moved onto the stage every night. I was newly employed and I like to give 

my 'all'. I spent quite a bit of my money on things because I didn't really have a 

budget. I was told that the school didn't want to spend too much money, but how can 

you entertain the children and have something different for them to do each 

afternoon without spending some money? So that is why I was trying to use all these 

recycled resources and things. 

Ingrid compared her work in the After-school Care Program to teaching. Behaviour 

management is the same anywhere, especially when you are dealing with older boys 

(it always seems to be the boys in about Grade 4, 5 and 6). I suppose it made me 

realise how hard teaching actually is because so much of it can be behaviour 

management. It made me realise the importance of student numbers too; you are 

only allowed a maximum of 15 in After-School Care. We always had about 30 

students, so there would always be two people on duty — that was good. Because it 

isn't a classroom I have been able to concentrate on the children's creativity more. I 

enjoy finding different things for the children to do. I go off to 'op' shops — always 

looking for things that we can make. Maybe in teaching I wouldn't have been able to 

concentrate on that as much. And, of course, relationships — you can build 

relationships more — the philosophy is to just go with what students want to do and 

that is what I did. That was enjoyable. 
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During the year Ingrid left her position at the private school to take up a position as 

the director of a Child Care Centre. At Dovecote Child Care Centre there is a 

maximum of 13 children and I am in charge. I have a woman working with me. I 

think she is a lot like me — she just loves children and she just loves being there so it 

is working really well and we are having such a good time. It is just so relaxed — it is 

so much better now because lam my own person. Having that ownership of my 

space and being able to do what we want to do is such a good feeling. It is like my 

own classroom because I can do whatever I want, put up different displays and go in 

whichever direction I like. In that way, it is like a classroom. 

When finding work inside the profession proved too difficult, Ingrid sought the 

relative security of work in Child-Care Centres and After-School-Care programs in 

the hope she may eventually find employment as a teacher. Conway and Clark 

(2003) suggest that beginning teachers' experiences appear to lead to constant 

change and adaptation across time and place. 

Ingrid felt marginalised in the school community which initially employed her as she 

dealt with disgruntled staff and tried to mange the day-to-day logistics of operating 

the centre. Ingrid clung onto the positive aspects of her work until finally seeking 

other employment — a complex beginning to her career. Del Gaudio-Clayton and 

Schoonmaker (2007, p. 263) argue that socialisation into the profession is a 

'complex, interactive and layered process' — certainly aspects of Ingrid's transition 

phase. 

Ingrid responds to her unfamiliar settings by applying her existing skills and 

knowledge. She adjusts to this change by seeking to isolate the positive outcomes — I 

am my own person and have ownership of my space, being able to concentrate on the 

children's creativity more. All these aspects were significant in sustaining Ingrid 

during this time. 

Ingrid's experiences demonstrate the importance of beginning teachers maintaining 

high levels of adaptability and flexibility in preparation for the transition stage in 

their career. While current employment patterns remain uncertain, beginning 
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teachers' existing expertise may need to be re-shaped in different forms of 

employment. 

The future — a bit too much like babysitting 

Ingrid reflected on her new role in child-care before describing her plans for the year 

ahead. Well I can't say I have missed teaching because I haven't done yet — but I 

would like to teach. When there are positions going (not that there are many) I do 

apply for them but! don't get anywhere. I get a bit despondent but then I think that! 

do like the child care job. But in the meantime, I am still trying for teaching 

positions. 

three years later ... 

Ingrid left Dovecote Childcare centre after 1 year because: it became a bit too much 

like babysitting and I found I liked interacting with the Kinder and pre-Kinder aged 

children more. A position came up as a room supervisor at Freedom Early Years 

Centre for the pre-Kinder room (this was the school where Ingrid first found work 

after graduation). They are employing me as a teacher, but the pay and conditions 

are not the same of course. The room is fabulous, new and modern, with floor to 

ceiling windows and access to a small outside area. 

I thought I would see how this job went, because of my previous bad experience at 

this school. It has taken me nearly three years to build up a network within the 

school but I now feel a valued and worthwhile contributor to the beginnings of 

education for the children in my charge. I love this age group, but it is tiring with 

long hours, and I give too much time and effort. I have considered a change again; 

but when I think about the freedom I have to allow children to be themselves and 

explore their interests then I don't want to leave. 

Kelchtermans and Ballet (2002) suggest that, without secure positions, beginning 

teachers do not have a chance to practise their skills and develop their professional 

identity. However, Ingrid's experiences reflect her on-going ability and desire to re-

adjust her existing skills in new settings. She clearly acknowledges her personal and 

professional aspirations as being linked to autonomy for herself and the children with 
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whom she works. Despite some lingering aspirations about finding work as a teacher, 

Ingrid continues to build her expertise in child-care as she takes up an appointment 

as supervisor of the Early Years Centre at the school where she initially found work 

after graduation. Ingrid acknowledges the slow process of building relationships 

within the same school community which had left her feeling ostracised three years 

earlier. Finally she feels valued and worthwhile and while the hours are long and 

tiring, the greater freedom afforded her and her students has its rewards. 

Ingrid's identity spaces 

Looking across this four-year time period, Ingrid's teacher identity moved into the 

margins as she was unable to find work as a teacher. As time passes, however, there 

is a process of 'aggregation' as she begins to readjust her sense of self as teacher in a 

different context (Turner, 1996, p. 94). 

Context — go with what students want to do and The future — a bit too much like 

babysitting 

Through Ingrid's narratives it is possible to understand her teacher identity as 

remaining malleable as she re-shapes her teacher identity in new contexts while 

seeking affirmation from aspects of her work which will sustain her in her new role. 

Cooper and Olson, (1996, p. 80) acknowledge teacher identity as a 'process rather 

than a static structure unrelated to life experiences' — Ingrid's process of adaptation 

was shaped by her experiences. 

Section 5: Jayne 
Compared to other participants, Jayne's practicum experiences were relatively stable 

and during her time in classrooms she was given the opportunity to enhance her 

knowledge and expertise in drama teaching to a point where she was offered a 

teaching position at the school where she completed her 4 th  year practicum for the 

remainder of the school year as she completed her studies. The following year, 

however, her prospects were clouded with uncertainty and left Jayne questioning her 

professional ability and her chances of finding employment. Finding work as a 

teacher unsettled Jayne, particularly as the process involved complex processes 
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which she found personally confronting. When Jayne eventually finds a job — in an 

unlikely setting — she is surprised by how much she enjoys the experience. 

Context — I was just on edge all the time 

Jayne found work immediately following her 4 th  year practicum — in the same school. 

A teacher left and the position became available and they asked me to step in straight 

from my practicum. I stayed until the end of the year teaching 1 day a week. On 

Thursday I would spend the first block relief teaching around the school — so I could 

be teaching from Prep to Grade 6. Then I would spend the middle and afternoon 

block teaching drama with Grade 3/4 or 5/6 classes. I did that for 12 weeks and then 

for the last 6 weeks, the music teacher and I decided to put on an end of year 

celebration. This meant just the two of us working with all the Grade 6 classes — it 

was an interesting time. 

The following year Jayne was left wondering why her position did not continue. The 

school didn't ask me to come back the following year, which I was absolutely 

devastated about. I thought that 1 day a week was better than nothing — and I love 

teaching drama. I got a bit upset for a while but then another staff member told me 

that it was up to me to approach the school and that they might have presumed! 

wasn't interested. She might have been saying that just to soothe me because I am 

also very aware that towards the end of term I definitely wasn't teaching to the best 

of my ability. Things started happening with my brother and I just wasn't focused. 

Well ! was focused, but I found — I was just on edge all the time — I probably wasn't 

teaching as well as I should. I don't want to paint the wrong picture either; it wasn't 

disastrous — but it was below my expectations of myself as a teacher. I like to live up 

to and reach the standard that ! hope to achieve. So perhaps my family problem was 

more transparent than I thought and perhaps the school needed someone better able 

to cope. I don't know; I have never asked why. I am left wondering if the school was 

dissatisfied with my teaching. It would be good to know, it would help with my 

confidence, because for a while I doubted whether I could go back into a classroom 

— what if I muck it up? But things are looking up. It can only get better. 
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The idea of actively seeking employment as a teacher proved stressful for Jayne. I 

would see different people that I knew were teachers and the constant question was - 

'Have you got work yet?' And they would tell me that! had to go and ask for it that it 

wouldn't 'find me', I would have to 'find it'. I don't know if it is my upbringing or 

what, but I have always been the sort of person who thinks it is impolite to confront 

people about these things - you wait until you are approached. It is a different world 

to what I am used to, that behaviour would be classed as being really pushy. 

A few months later Jayne found work as an Arts tutor in the teacher education course 

which she had recently completed. My dream has always been teaching in the Arts. I 

started off doing the generalist teacher course because that is where I thought I 

wanted to go, but it only took me a couple of months for me to realise that I really 

liked the Arts. And! guess I have always had a passion for the Arts, but never really 

saw myself as clever enough to do that; you need to be an expert. But my degree 

course taught me that you don't need to be an expert. You need to be knowledgeable 

and you can research and find out all you can and then pass that knowledge on. 

Teaching the Arts in teacher education is more about the pedagogy - well it is both. 

It is how to do it as well as how to teach it. 

Leading up to my very first day [as a tutor] - I was absolutely terrified. I thought - 

'What have I done? I am teaching music to these people who are going to pull 

everything I say and do apart and they are adults!' There would be no 'pulling the 

wool over their eyes' and there would be no room for error. I was so anxious about 

it. I walked into the classroom, heart pounding. Everyone walked in and sat down 

and! was just 'away' - it was lovely. The students were so responsive. I just had a 

really good time and I was absolutely amazed at how much I loved it. 

Jayne's early employment was encouraging and built her personal and professional 

confidence as she demonstrated her skills in the school across a range of tasks in 

those few months. After this positive beginning the cessation of this work at the end 

of the year had a deep impact on Jayne at a personal level. Bullough (1997) argues 

for the significance of the socialisation process for beginning teachers and Jayne's 
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experience highlights the difficulties which arise if this socialisation process is 

interrupted. 

During Jayne's initial employment in the school personal family difficulties 

hampered her perceptions of her professional ability. As a consequence of Jayne's 

perceptions when she was not asked to continue working at the school the following 

year she, perhaps incorrectly, assumed it was due to her inadequate performance the 

previous year. Nias (1996) suggests one reason why teachers have a deeply 

emotional relationship with their work is because they will bring emotions with them 

into the work-place — Jayne remained uncertain about the impact of her personal 

emotions on her professional work. 

This kind of vulnerability, as expressed by Jayne, highlights the fragile nature of 

novice teachers' confidence in the professional arena and the way clear 

communication — in Jayne's case from the school which had employed her — could 

have alleviated such concerns. Uncertainty in any form may prove to be the catalyst 

for moving beginning teachers into insecure identity spaces. 

Like Johnny and Ingrid, Jayne's high levels of adaptability when she undertakes 

work as a tutor, can be viewed as important attributes in relation to expanding 

employment opportunities for beginning teachers. Jayne's experiences further 

highlight the notion of the arbitrary nature of beginning teacher employment in the 

context of this study. Like her fellow participants Ingrid and Rianna, Jayne expresses 

an inability to proactively pursue her employment prospects. Such a confronting 

process should not be expected by the employment authorities, as these expectations 

can lead beginning teachers to feel both vulnerable and worthless. 

The future —feel 'at home' 

In our last interview Jayne was not sure where the future would take her, but she 

seemed positive either way. She enjoyed her work so much as a tutor at university 

that she doubted she would miss classroom teaching, saying: if tutoring is where my 

career takes me, I wouldn't (at this point anyway) have the feeling — 'Oh, I wish I had 
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stayed in a primary classroom'. I enjoy tutoring so much. Not that! wouldn't like to 

be in a primary classroom — I would still be happy if that is where things take me. 

three years later ... 

Soon after completing my 8-week contract as a tutor I commenced work as the 

Orientation Support Officer at the University. This position involved developing 

strategies and programs to assist new students to achieve a smooth transition into 

university and their chosen course. I continued in this position, through its various 

changes, until May 2008. I also taught in various units of the Bachelor of Education 

program. Since Semester 2, 2007 I have also worked in (online) teaching. This year! 

have developed and taught units called 'An introduction to the Arts in Education' 

(online) and Visual Arts in Education. It has been lovely to return to an Arts focus (at 

least in part), as this is where I really feel 'at home' — and I hope to have similar 

opportunities in 2009. 

Jayne's experiences following her first year of teaching show how positive 

experiences enhance beginning teachers' self-esteem and enable them to create 

alternative career paths where their future perspectives can involve new ways of 

experiencing the world of teaching. Kelchtermans (1993, p. 448) claims that issues 

which shape the professional self included 'self-image, self-esteem, job motivation, 

task perception and future perspectives' — all elements within Jayne's experiences. 

The uncertainties in relation to employment opportunities for beginning teachers will 

require them to enter the profession with high levels of adaptability and creativity if 

they are to successfully continue in the profession. The unpredictability will also 

require them to manage their emotional responses to their situations. 

Jayne's liminal spaces 

Feiman-Nemser and Norman (2002, p. 1049) suggest that there is little continuity for 

beginning teachers during their transition into the profession — there is no 

'connective tissue holding things together'. Jayne's experience reflects this lack of 

cohesion as she moved backwards and forwards between feelings of confidence and 

uncertainty. 
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Context — I was just on edge all the time 

Watson (2009, p. 481) argues that the 'tensions and ambiguities' in teacher narratives 

reflect the 'bigger narratives' of schools and classrooms. In Jayne's narratives it is 

possible to understand her tensions and ambiguities during her first year as she tries 

to deal with her personal issues along with the much bigger systemic issues related to 

beginning teachers employment. These personal and professional uncertainties shape 

Jayne's sense of self as teacher before more affirming experiences could alter her 

perceptions. 

The future —feel 'at home' 

Day, Kington, Stobart and Sammons (2006), argue that teacher identity is linked to 

'life, career and situational factors' (p. 601). As Jayne looks towards the future her 

career is being shaped by new situations where she can apply her skills and 

knowledge in transformational ways. 

Section 6: Paul 
During his time in schools in his undergraduate years, Paul overcame his personal 

challenge in relation to teaching drama to successfully manage a number of drama 

lessons. These experiences during the practicum provided Paul with a deeper 

understanding of his role as a teacher. However, the following year his confidence 

was briefly undermined as he sought to overcome a unique classroom challenge. 

Context — a very steep learning curve 

Initially Paul applied unsuccessfully for numerous jobs. I applied for six different 

positions — all in the private sector. I had an interview for a high school position and 

a Grade 3/4 class — that was before Christmas. The others — I didn't get to interview. 

A few weeks into the year, Paul was offered and accepted a position in a city school 

teaching a Grade 5/6 class. This appointment placed Paul in another challenging 

context as his specialisation while at university had been in early childhood 

education. For me it is a very steep learning curve — being educated in early 

childhood and then working with 5/6s. I kind of knew that I would end up working 

with Grade 5/6s eventually and so I chose the early childhood specialisation because 
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I knew that would be the hardest place for me to teach and I wanted to be able to do 

it. I thought it would be easier for me later, because I could adapt to the older kids. 

Some of the curriculum — like maths — has been really challenging. 

Beyond these challenges Paul also faced problems related to the teacher he had 

replaced at short notice. I came in to replace a teacher who has been here for 9 years 

or longer. He had a really good reputation and the parents fought to get their kids 

into his class — he was that sort of teacher. I really felt pressure from a lot of 

different angles. The students were saying, 'Mr Howard didn't do it that way.' Then 

there were parents who were saying, 'Mr Howard does this and does that,' —just 

letting me know what the children were used to. 

Paul's sense of isolation did not come only from the students and their parents. I was 

talking over some of my ideas with the librarian and! happened to mention that the 

class was highly competitive and that this gets in the way of cooperative learning. 

She became quite defensive and told me all about Mr Howard and how he was able 

to 'pull it off' and advised me against getting rid of competitive behaviours. I must 

admit, I was a little bit put out because it was a colleague saying to me that I should 

be like Mr Howard. I am also a competitive person; the difference is — I am more 

inclined to compete with myself than Jam to compete with other people. I almost put 

myself into a holding pattern because I just sensed that the children wanted a 'Mr 

Howard' and a lot of people wanted a 'Mr Howard'. I needed them to slowly come to 

understand that I had different expectations. My comment to the children was — I am 

not Mr Howard'; we have a different way of looking at the world and his way is 

right for him, and my way is right for me. If! even went near trying to be 'Mr 

Howard', then I would fail as a teacher. 

Changing the students' mind-set also proved unsettling. It is a very sporty class. One 

of the students was criticising what we were doing and saying — 'Why do we have to 

do this crap? I would just rather learn about sport.' I explained to her that if we did 

sport all the time then it would ruin sport for the rest of her life. If you do something 

over and over again and it is all that you do, as much as you love it, you will get sick 

of it. I didn't want that to happen to her. I wanted her to continue with her sport and 
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really enjoy it — that [explanation] changed it for her, it changed the attitude of 

everyone in the class actually. They started to think in terms of broadening their 

experience rather than keeping their experiences just in sport. I said to them that 

they needed to also think about their education and what they may be able to do after 

sport. A lot of the students resonated with that as well. I have talked to them about 

competitive spirit and how they can use that competitive spirit to channel their 

energies into other areas. I think I succeeded in that regard. Some of the boys are 

still hopeless — they don't want to do anything else except go outside and play soccer 

and house ball. 

Paul also needed to focus on behaviour management issues. Behaviour was 

something — they were really rude. They would talk over the top of each other and 

apparently that was the way that Mr Howard worked and I can't work that way — I 

just can't. I persevered because I had a personal view that most of the students in the 

room weren't interested or engaging with the traditional curriculum of maths and 

literacy; they were more interested in social activities. They wanted to talk, they 

wanted to engage with each other and they wanted to play. They wanted social 

experiences rather than learning — processing information. I decided that the only 

way that I could really get them engaged in anything was to do it in a social way. 

Cooperative learning was the only way I could see that this could be done. These 

kids are competitive, not cooperative, and so I am structuring my thinking and 

planning around doing cooperative learning. Instead of doing individual projects, 

they are doing their learning in groups. The students still talk over each other but 

generally when they talk over each other, they are on task. So this approach was 

fairly successful and the other teachers — the senior staff come into the room and 

notice what was going on and comment that they are quite happy with the way things 

were going. 

Paul's context was particularly difficult as he worked with an unfamiliar grade level 

and operated in the shadow of Mr Howard. Smagorinsky, et al. (2004, p. 10) found 

that there are diverse contextual and relational issues which make identity formation 

quite challenging for beginning teachers. Paul's experiences related to contextual and 

relationship issues left him feeling personally and professionally vulnerable — not 
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only because of reactions from the students, parents and other staff members, but 

also because he was required to interrogated his own beliefs and images of the role of 

a teacher — a response that is common amongst beginning teachers (Bullough, 1989; 

Kelchtermans & Ballet, 2002). 

Without a supportive infrastructure within schools, novice teachers will always 

remain vulnerable to the expectations of others, as highlighted so clearly by Paul's 

experience. His tenacity and persistence foreground the kind of challenges that need 

to be overcome by beginning teachers as they adjust to their new contexts and form 

closer relationships. 

Knowledge — a lot more empowered to be able to teach it 

Paul adapted his knowledge to match his particular circumstances; fitting drama into 

the busy classroom schedule by concentrating on skills development, before working 

on a performance with his students. The focus for me was obviously literacy and 

numeracy, because that is what the school focuses on. The way that time was 

structured in the school didn't really allow for drama to occur. I decided that we 

weren't going to do process drama from the perspective of learning experiences; we 

were just going to learn how to do the drama strategies. I like teacher in role 

because it gets them involved. Tableaux are the kids' favourites. We did monologues 

and they were really good. I believe to do drama, the strategies needed to be done 

effectively. So my intention was to teach them drama strategies so that they were 

empowered; that was my intention. The way that I rationalised it is that they are 

learning drama — learning the strategies. The students really do love drama and I 

feel a lot more empowered to be able to teach it. 

Paul then went on to describe working with his students to prepare an end of year 

performance. The leavers' presentation night was coming up and the school had 

arranged for a professional theatre company to come in to create a drama with the 

students. Anyway, there was an illness and the workshops fell through and nobody 

else on the staff really wanted to do it. It was getting closer and closer to the leavers' 

presentation. I didn't know what to do as I had never done performance work before. 

The other staff members were handballing it off to this person and passing it off to 
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that person. They wanted the performance to be about medieval times — that was all 

they had planned. I was getting more and more frustrated, so I said that I would 

write something. So there I was, writing [students' annual] reports (these reports 

were like essays) and writing a script [at the same time]. I found the poem 'Court 

Jester' on the net and built a script around The vessel with the pestle' — a play on 

words. It is hilarious — I think it is hilarious — probably because I wrote it! No staff 

members wanted anything to do with that idea as well. I said! would take the 

students involved for the whole day and we would get the performance done. The 

students all know their parts now — they have learnt it really quickly. We have got 

one rehearsal tomorrow morning and we are performing it in full dress tomorrow 

afternoon. 

Paul managed internal and external pressures to focus on literacy and numeracy in 

his classroom. His experience reflects the concerns regarding competing school and 

systemic agendas in relation to providing Arts experiences for students (Anderson, 

2002). Despite these constraints, Paul continued to acknowledge the importance of 

Arts experiences for his students and his overall confidence in providing such 

opportunities. 

Paul's decision to teach drama skills rather than adopt a process drama approach 

reflects a process of him filtering his knowledge and applying it to this particular 

context with the purpose of enabling his students to feel empowered. Olson and 

Craig (2001) suggest that teachers 'filter' all experiences through their personal 

practical knowledge and that the knowledge held and used by teachers, lies within 

the individual. 

Beginning teachers will need to devise ways to incorporate Arts experiences for their 

students while an environment continues to exist where the Arts are not viewed as 

core in schools and classrooms. This may require them to modify their knowledge in 

order to suit these more constrained contexts while still providing Arts experiences 

for their students. 
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Kelchtermans and Ballet (2002, p. 105) found, because of contextual and social 

issues, beginning teachers often feel obliged to conform to existing norms. Paul's 

response to his fellow staff members' lethargy in relation to the leaver's dinner 

concert appears to contradict this tendency to conform. As Paul made preparations 

for the performance, without the support of his colleagues, he displayed high levels 

of initiative and determination. 

Novice teachers will benefit both personally and professionally when they can move 

away from a tendency to conform within existing school contexts and find ways to 

confidently use and share their skills and knowledge in the school community. It is 

important that beginning teachers have the opportunity to be excited and inspired by 

their work rather than merely survive their first years in the profession. 

The future — it is tough 

Paul expressed his dismay over the situation which left his employment 

unpredictable. The school wants me to stay but it is going to be a bit difficult. Mr 

Howard has decided to continue with the department and that is the problem. That 

leaves the position open and I go to the bottom of the list because J am on fixed term 

employment and I need six consecutive terms [of fixed term appointments] to move 

up to the 'next rung in the ladder'. The senior staff can really want me there, but if 

there is somebody else who has been teaching for a little bit longer, they will get the 

position before me. It doesn't matter who they are, or what they are like, senior staff 

have to take them. That's way that the system works. 

It is tough — it's just an alternative way of getting people to go to remote areas. 

Because if you go to a remote area, you are more likely to get your six consecutive 

terms straight away, aren't you? Personally my attitude is — if the department is 

going to play that game, then I am not going to wait around. I am going to move into 

a different area of education because the system is not working for me and that is 

unfortunate. I have just got to wait and see. 
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three years later ... 

Paul continued teaching at the school where he replaced 'Mr Howard' for another 

three years. He then moved with his family, back to his home state. In an email Paul 

explained: It is an interesting experience trying to get registration as a teacher up 

here. It feels like a mix of city elitism and kilometres of rouge tape! 

Ewing and Smith (2003) found the first year of teaching is neither organized nor well 

managed by the institutions which employ beginning teachers. Paul's experience 

would suggest that the uncertainty and poor management currently linked to the first 

year of teaching may, in reality, exist long after the first year in the profession. These 

on-going uncertainties have important implications for novice teachers' identity 

development by highlighting the need for stable and supportive environments for 

those new to the profession. 

Paul's liminal identity spaces 

Paul's first year in the profession and beyond is awash with ambiguities and feelings 

of isolation as he strives to re-shape his teacher identity. His passage across the 

threshold was besieged with obstacles he needed to overcome. 

Context — a very steep learning curve 

Sachs (2005, p. 15) argues that teacher professional identity is at the 'core' of their 

teaching. Paul's experience of replacing Mr Howard shows him reaching into his 

core beliefs about his role as a teacher as he devises ways to build closer 

relationships with his students and others in the school community while maintaining 

the essence of himself as teacher. His personal and the professional agency in this 

process show the 'core' of how Paul wants to act and to be in this classroom. 

Knowledge — a lot more empowered to be able to teach it 

Hodgen and Askew (2007) found links between the personal and professional in 

relation to teacher identity and that nurturing confidence in a specific subject area has 

connections to teachers' emotional attachment to the subject area. Paul's experience 

casts an interesting contradiction to these findings. Paul's experience during his 

practicum years involved him taking risks and making mistakes with his drama 
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teaching, despite his personal fear of this approach to pedagogy. Paul displayed 

perseverance with his drama teaching. One year on and Paul is still prepared to use 

and adapt his knowledge in changing circumstances which include devising and 

directing an end of year performance for the students. Personal and professional 

decisions about specific curriculum areas can be developed from both challenging 

and affirming experiences. 

The future — it is tough 

As with many of the participants, the idiosyncratic processes involved in beginning 

teachers' employment left Paul feeling disillusioned and disappointed with the game 

that was not working for him — a difficult and distressing space, especially 

considering Paul's initial reason for becoming a teacher was to seek the security of 

on-going employment to support his young family. 

Section 7: Marie 
During her practicum placements Marie used the failure of one drama lesson to 

inform her preparation and implementation of a more successful lesson the following 

year. Marie's experiences demonstrated the way teacher identity and knowledge are 

linked through the cognitive and affective shaping of knowledge as a result of 

experience. After Marie finished her University study she was offered a position at 

her internship school for the 3 rd  school term. At the beginning of the following year 

Marie was extremely lucky to obtain a position with a Prep/1 class at a school that 

she didn't even know existed. I just saw the ad in the paper and thought — I could do 

that. 

Relationships — real problems 

Marie's relationship concern with her new Prep/1 class was an interesting one — the 

issue centred on her students, but was also linked to their previous teacher, Mrs 

Atkin. Marie acknowledged high levels of frustration as she attempted to lead her 

students towards greater independence. 
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At the start of the year! had real problems. On the very first day when the children 

came in after assembly I said, 'Sit on the mat' and they just stood there. Again I said, 

'Sit on the mat'. But they all just stood there and stared at me. I wondered what the 

problem was — what had I done? So again I said, 'Just sit down.' And they said, 'But 

we can't find our name tags.' Last year the Kinder teacher, Mrs Atkin, had put names 

on 'their spots' on the mat and they sat on 'their spot' on the mat and they didn't 

waiver from it for the entire year. So it has taken me all term to get the students to 

make good choices —just to sit on the mat anywhere. 

I am learning a lot of things — Mrs Atkin was just so structured. Everything was 

controlled. When she told them to draw a picture, she said, 'Right, the drawing has to 

have you in it and the tree has got to be taller than you and you have got to have 

brown hair and blue eyes and there has to be a flower and a butterfly.' I have been 

saying, 'Draw your picture — anything you like, but just draw me one.' Sometimes! 

feel bad for criticising her teaching because I suppose she was entitled to her style. 

But she just controlled every single thing. The students had lines on their drink 

bottles and they had to drink to this line at recess and to this line at lunch. They had 

to eat everything in their lunch box. On their first day — they lined up at recess time 

and said, 'What should I eat'? I wouldn't tell them what they should eat. They are old 

enough to decide that for themselves. 

Even now, when I do something that I haven't done before, they say, Mrs Atkin does 

it like this.' We went to play in the Kinder one Friday afternoon and! saw the 

students pushing Bill away and I said, 'Why are you doing that?' They replied, 'Mrs 

Atkin said that only three of us are allowed to play here.' I said, '!am not Mrs Atkin 

and Bill can play there if he wants to!' It was just very deeply ingrained — the rules. 

For Marie, the already established rules and routines, usually just complied with 

during a practicum placement, now became her responsibility. Marie found the lack 

of personal decision-making afforded her students in the previous year did not match 

her aspirations for more independent students. She acknowledges working doggedly 

towards creating a new type of relationship with her students throughout the year. 

Loughran, Brown and Doeke (2001, p. 19) argue that in the first year of teaching, 
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novice teachers begin to understand that the centre of control is more complex for a 

full-time teacher when compared to their practicum experiences — Marie appeared to 

manage these complexities in an assertive manner. 

With higher levels of autonomy upon entering the profession, beginning teachers are 

able to more independently apply their own management style with their class — a 

style which more closely aligns with their own philosophical beliefs in relation to 

management issues. 

The future — a permanent job 
Marie explained that her probationary period at her school was onlyfor 12 months. If 

you get through 12 months and they still like you, then you can stay on. I have got a 

permanent job there next year. 

three years later ... 

I have been teaching full-time at the same school for all this time. I feel like I teach a 

little bit better every year and still have a lot to learn, especially teaching children 

with emotional issues which really affects their learning and others with specific 

learning difficulties. 

Our school is following the New South Wales curriculum and there is so much to 

cover in a year that subjects that the parents perceive as less important, such as 

drama, do take a back seat; but I have done a very small amount. 

Maintaining the security of a familiar context, Marie continues to develop 

professionally as new challenges emerge in her classroom. Beginning teachers will 

always engage in an on-going reconstruction of their knowledge and their role as 

teachers as the unfamiliar and the unexpected require them to respond professionally 

to the needs of their students and others. 

Marie's liminal identity spaces 

With the security of a full time job in the same context, Marie's transition into the 

profession was a relatively positive and secure process compared to the experiences 
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of some of the other participants in this study. The process of 'aggregation' appeared 

to come more readily in the security of this context (Turner, 1969, p. 94). 

Relationships — real problems 

Marie was initially too unsettled and frustrated by her efforts to create a classroom 

persona which encouraged greater autonomy for her students. Dollase (1992) found 

areas of concern for beginning teachers included their classroom persona. However, 

as Marie applied her professional knowledge and expertise, she was able to 

acknowledge the students' growing independence as a reflection of her teaching 

skills. 

The future — a permanent job 

Marie's teacher identity continued to be shaped by new challenges which emerged 

within this familiar and secure teaching context. The significance of on-going 

employment and security for beginning teachers can not be underestimated as it 

allows for a deepening of their existing skills and knowledge while enabling them to 

consolidate their sense of themselves as teachers. 

Section 8: Justine 
Justine's practicum experiences were awash with contrasting feelings of security, 

frustration and alienation. Justine's took her negative 4 th  year practicum experience 

with her into her first year as a qualified teacher. As the year progressed Justine 

continued to feel alienated from the profession she had prepared to enter. Her work 

as a relief teacher offered little respite from these feelings of isolation. 

Context — relief teaching —just jumping around schools all the time 

Justine did not gain full-time employment after graduation and so felt she was left no 

alternative but to undertake relief teaching. I couldn't find a full-time job. At the end 

of last year after graduation I taught at Rivervale, West Beach, Flowery Glen and 

Tremond - so just jumping around schools all the time. It all came down to not being 

left with any choice — there is a fair bit of work but it is just relief teaching. I had the 

opportunity to do relief teaching, or I could sit at home and do nothing. 
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Justine explained how she personally responded to relief teaching: I didn't enjoy 

relief teaching in the beginning because you are not getting any satisfaction from 

seeing kids progress. I wasn't getting to know any of the staff and they can't be 

bothered getting to know you if you are only there for a day or 2 — so it just becomes 

shallow conversations about the weather. I can understand that, but there is no self 

esteem or confidence or satisfaction. I hated not knowing what I was doing every 

day. 

Justine then described one specific challenge: I have taught from Kinder to Grade 6 

and I don't know how it came about, but I do a lot of Physical Education teaching, 

Lately I have done a few days on Grade 5 and a few days on Grade 6. Doing relief 

with older grades is much harder sometimes; I don't like relief teaching in Grade 5 

and 6 because they are cheeky. 

As the year progressed Justine was offered more consistent relief work. Just lately I 

have been working big blocks of time at Tremond Primary [at her former internship 

school]. I have done 7 days on a Prep class and I have got 2 weeks on a Grade 2/3 

and a week on Flying Start and then 5 weeks on Grade 1/2 after the holidays. I am 

starting to get to know a lot of the kids and the staff It feels much better. I catch up 

with the teacher the next day and say, 'I did such and such in your class and I had 

trouble with this person but this person was fantastic' — giving them some feedback 

on the class. The other good thing about being almost a full-time relief member of 

staff was the fact that I could follow up behaviour which meant it was easier taking 

some of the more difficult classes. The kids would then know that I wasn't going to let 

them get away with certain things because I would be there the next day. I could 

follow through. Now I have got a lot of the teachers saying to the relief coordinator 

that they want me on their class when they go away; wanting to make sure it 

happens. I think that is part of why I feel so much happier, to have that positive 

feedback from other teachers. They are actually asking i f I can take their class 

because they know me and they trust me. That for me has just been a huge step, just 

feeling accepted and knowing that perhaps I am not doing such a bad job. Last year 

on my prac I just thought that I must be the worst teacher; Hacked so much 

confidence and self esteem. 
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Finally Justine reflects further on the transition phase. I think the hardest transition 

for me was going from being an unqualified teacher to a qualified teacher. Not that I 

noticed the expectations going up much higher, but I did feel a higher level of 

responsibility. If! did have a problem I would feel guilty about it or bad about it. I 

didn't want to go up and say, 'Can you take this child out of my class because I can't 

handle him?' I felt incompetent if I needed to seek help. If people gave me more 

respect as a qualified teacher, then that burden did increase because I felt if I did 

have a problem or if! couldn't handle something then it reflected badly on me. 

Justine's experience as a relief teacher proved to be both isolating and professionally 

challenging in the early stages of the year. An inability to develop relationships with 

students and staff was further complicated by her concerns related to managing 

difficult students. Lassmann (2001) suggests that relief teachers are often viewed as 

second class teachers, with a low status, who operate in isolation with little positive 

feedback. It is a bewildering and challenging situation for beginning teachers. 

Justine felt more secure as a relief teacher when she found opportunities to undertake 

relief teaching in the same school for prolonged periods of time. Schempp, Sparkes 

and Templin (1999) describe beginning teachers needing to formulate ways to gain 

acceptance and so with greater stability Justine received wider acknowledgement and 

recognition for her work from staff members and she also developed more stable 

student/teacher relationships. These overtures by school staff members towards 

acknowledging Justine's work were more poignant because the recognition occurred 

in the very school where Justine had experienced her difficult 4 th  year practicum. 

Growing casualisation within the teaching profession can lead beginning teachers to 

experience stressful isolation. This marginalisation may lead novice teachers to 

question their personal commitment to remaining in the profession. 

The future — back to University 

In my final interview with Justine she explained her decision to take a significant 

detour in her professional career. I went back to University in second semester. It is a 

correspondence course — a Masters in International and Community Development. It 
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is a course that Red Cross recommends. I am just in the middle of doing my last 

assignment for the semester, but because the course is by correspondence it has been 

hard to be self-motivated but I have really enjoyed it. Teaching and community work 

are something that I hope to be able to use simultaneously — that is my intention. I 

think it will give me a bit more variety. Maybe it won't be primary school children 

that I teach, it might be adult women — I don't know. I just felt that with the two 

degrees together it might give me a bit more scope. 

three years later.... 

Justine is the only participant I could not contact again after three years. I wonder if 

she is now working out of Australia, in Asia perhaps, where she is using her skills as 

a teacher and community worker, in new and exciting ways. 

Returning to Justine's original motivation for becoming a teacher, she had nominated 

opportunities for travel as a key incentive. Four year later, after a difficult final 

practicum and a year jumping around schools, Justine decides to return to study — 

undertaking a course that will provide her with new skills which she can use in the 

global community — alongside her teaching skills. 

Patterns of positive socialisation and the opportunity to engage in 'communities of 

practice', as described by Wenger (1991), would appear vital in retaining young 

beginning teachers in the profession. When beginning teachers are left on the 

margins of the teaching community, the possibility of them leaving the profession 

escalates as evidenced by the experiences of both Rianna and Justine. 

Justine's liminal identity spaces 

The liminal nature of Justine's first year in the profession is reflected in her personal 

and professional marginalisation — both as an aftermath of her 4 th  year practicum 

placement and then her subsequent year as a relief teacher. 

Context — relief teaching —just jumping around schools all the time 

Kelchtermans (1993, p. 448) suggests that issues which shape the professional self 

include 'self-image, self-esteem, job motivation, task perception and future 
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perspectives'. Justine specifically acknowledges twice the issue of self-esteem — I 

lacked so much confidence and self esteem and but there is no self esteem or 

confidence or satisfaction. Moving backwards and forwards between her previous 

and present experiences, Justine appears trapped in a negative sense of herself as a 

teacher as a result of her experiences. Her perceptions of her work as a relief teacher 

are not positive and opportunities for prospective teaching positions in the future are 

uncertain. 

The future — back to University 

To overcome her feelings of marginalisation in the teaching profession Justine seeks 

a new career path and makes plans to shape her teacher identity in new endeavours. 

Her commitment to return to further study so soon after graduation confirms Justine 

desire to seek greater personal and professional fulfilment in other pursuits. 

Section 9: Helen 
During her undergraduate years, Helen had pro-actively sought practicum 

placements in high school settings where she set herself a professional challenge by 

working in areas for which she was not being trained. Helen described one lesson 

which she perceived as a disaster as her emotional responses to the teaching 

experience clouded her insight into her professional ability. Like Sonia, Helen was 

awarded a scholarship by the Department of Education in Tasmania. This scholarship 

ensured that Helen would hold a secure position following a 1-year probationary 

period. Helen's appointment was in a Senior Secondary College in a regional city. 

Helen's experiences during this year were full of contradictions — while Helen 

developed strong relationships with her students, she felt less comfortable in the 

existing school community and it wasn't until the end of the year that she began to 

feel accepted. Underlying these experiences was a personal desire to return home. 

Relationships — I am their teacher first 

Helen could not adjust to the existing school cultural norms in relation to 

teacher/student relationships. I have discovered at Pan College that you are assessed 
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as a teacher by what the kids say about you. There was no asking to see my planning 

or my notes and no coming in to watch me in the classroom. It was all word of mouth 

about what the kids say about me. I have done a lot of deliberating about this and it 

is fascinating. The teachers are so concerned about getting the kids to like them that 

it takes precedence over other things and the kids know that too; the students will 

'tell on' other teachers all the time. I have this philosophy — I am their teacher first; I 

am not their friend first. I have been taught that. Not liking you as a teacher — that is 

a different matter. Liking and respecting you as a teacher would be fine, but liking 

and respecting you as a person — more so than as a teacher, is the way it goes. I was 

told the other day, 'You are doing fine — all the kids really like you.' 

Later this concern for Helen emerged again. We had a PD session and we were 

paired off with staff members. I got paired with the principal — it was awful and 

nerve-wracking. We had to say what the highlight of our teaching career has been 

thus far. The other staff members have had 30 odd years teaching and all that came 

back was comments like — The kids said I was the best teacher in the world' and 

how important it is that the students liked them. I told the principal that my whole 

year, thus far, has been one big highlight — the learning I am going through. Every 

single day presents a myriad of challenges for me and I am thoroughly enjoying that. 

I am learning with the students and I come home every day and feel satisfied 

regardless of whether I have had a horrible day or not. I still feel satisfied that I have 

done something —just the amount of decisions you have to make in one day. 

Helen also tried desperately to be acknowledged as a legitimate staff member. 

Another discussion that day was about the values that teachers have to promote now 

in schools. We had to get out the butcher's paper and say what these values meant — 

deconstruct the values and what implications they have in the classroom and what 

you would do with them as a teacher. I kept offering suggestions which I am sure 

were quite correct, as we had been doing that stuff at uni and I was quite confident 

that I knew about. All the other teachers were swilling wine and completely ignored 

everything I said; I would have to be over 30 before they took any notice of me. It is 

almost as f I am one of the students — one of the students who is ignored! They leave 

me by myself completely, no help with resources. It is a 'fend for yourself' 
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atmosphere. I have got around that but lam not part of the staff group — but that's all 

right. 

By the end of the year Helen acknowledged that the staff began to approach her 

differently. It seemed as though as soon as I got my transfer, everything was good. 

That is funny. You make a decision to move somewhere and then all of a sudden, 

things seem good about the place that you're to move from. lam not sure whether my 

confidence in myself grew enough for me to open up a lot more and initiate more 

professional conversations between other teachers. Whether that was the case or 

whether they just recognised that perhaps I had some worthwhile things to say, I 

don't know, but things got a lot stronger, relationship and trust-wise towards the end 

of the year. They were overly nice and saying how refreshing it had been to have 

someone so young on the staff I obviously needed to prove myself to them. 

For Helen, the school norm with an emphasis on students 'liking' you conflicted with 

her personal and professional philosophy that she is their teacher first and she sought 

students' respect for this role above the role of being the students' friend. When her 

fellow staff members make a judgement regarding Helen's progress by 

acknowledging that her students really like her, then Helen feels devalued at a 

professional level because of her differing views concerning student/teacher 

relationships and the existing cultural norms. Kelchtermans and Ballet (2002) 

acknowledge that both cultural and social issues influence beginning teachers who 

feel obliged to conform to existing norms — Helen struggled against such conformity. 

The staff professional session highlights Helen's sense of isolation. Firstly, she 

strives to match her highlights for the year — learning through the daily challenges — 

with the general staff ethos of 'being liked' by the students. Secondly, her input 

regarding values education was ignored by the other staff member, leaving her 

feeling excluded and de-valued. Rippon and Martin (2006, p. 310) found 'being 

treated differently from other teachers and being excluded from future-oriented 

teamwork' to be distressing for novice teachers — Helen felt this kind of isolation. 

Like Sonia, Helen began to feel valued and accepted as the year progressed. More 
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trusting relationships left her feeling more worthwhile and she became included more 

intimately in professional conversations. 

For beginning teachers, the social and cultural norms within the existing school 

culture may have a deep impact upon their personal and professional persona. This 

isolation may also significantly influence the novice teachers' professional beliefs 

and values and they will require high levels of personal agency to resist the existing 

norms and avoid adopting a compliant position within the existing school culture. 

Knowledge — drama was my tool for creating trust 

In Chapter 4 Helen pursued opportunities to develop her skills in secondary teaching 

during her practicum placements, even though she was being trained in early 

childhood/primary teaching. For Helen to receive a scholarship appointment to a 

senior secondary college was a testament to her outstanding skills as an educator. 

Helen acknowledged her enjoyment of drama teaching during her undergraduate 

years. However, she was not teaching drama classes at this school. Helen explained 

how she used her knowledge and interest in drama to support her students' learning. 

First she describes using drama to challenge her students. With my 4C class I have 

had many more opportunities and the freedom to dramatise poems and have open 

discussions. I consider these experiences as drama, in the sense that it brings the 

students out of their comfort zones. The students will freely do role plays based on 

the text we are studying, and I encourage that. We have been doing a unit on 

advertising and the students have been creating their own television advertisements. 

It is wonderful. I guess I don't 'direct' them the way I would if it was a drama class, 

but I do talk a lot about vocal techniques and how to present yourself and all that 

sort of thing. 

Helen goes on to describe using drama as a socialisation tool. I was having problems 

with one of my classes because the students weren't talking at all. They were really 

quiet and silent, they didn't know each other and they weren't interacting as a group. 

It was at the point where I would ask a question and they would be too afraid to talk 

in front of each other and answer the question. The students were missing out on 
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valuable learning through not talking. I didn't know what I was going to do — I had 

to try something completely different. So at the start of every lesson we did drama 

warm up games to get the students up out of their seats and talking to each other. I 

avoided the games where you have to respond individually and used lots of games 

where everybody is doing the same thing. This allowed the students to see each other 

in different ways. It actually allowed them to talk to each other —full stop. Now that I 

have the benefit of reflection I feel that approach worked really well. I found that 

drama was my tool for creating trust and it was probably more trust of each other. I 

don't think at the age of 17 it was so much me that they were afraid of as each other. 

With their hormones the way they are and the pressure to be popular and not 

wanting to be ridiculed — I think it was definitely trust for each other. 

Finally Helen explains her role as teacher as performer. I dramatise everything all 

the time when I am teaching. Just reading short stories and writing on the board — 

you have got to make it interesting and keep the students' attention. I do whacky 

things all the time. That is me trusting them. We have a quiz every Friday and if they 

don't know the song title — then I will sing it quite freely. I do that more (to an extent) 

with the quiet classes — to model. So I trust them enough to do that, sing in front of 

them, and there is no way that I'd do that in a social situation! 

I fully believe that teaching is a performing art because I am stepping onto a stage in 

my classroom and I feel I have to bel0 times the person that I am normally — 

enthusiasm, capturing and maintaining interest and just motivating the students. It is 

exhausting. I am exhausted every single day. I thought I would get used to it; I 

thought it was just the full-time work thing', but I am just so exhausted. I have been 

able to see (from a teacher's perspective now) how much I transform when I am in 

front of the class. I will go to school thinking — 'How on earth am I going to teach? I 

just feel awful; I just want to go back to bed because 1 am tired and run down. But as 

soon as I step into the classroom the kids create energy within themselves and you 

just dredge up energy from somewhere. It is a transformation — it is like being on 

stage. There is a lot more of 'me' than I thought in teaching. I also use humour and 

that is my main tool for avoiding conflict and building relationships and trust within 

the classroom, always making my students feel safe and comfortable. 
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Helen demonstrated the way a teacher's personal interests and values can shape their 

classroom practice and in turn, their teacher identity. Within her classroom Helen 

applied her knowledge of educational drama in order to nurture trusting relationships 

between her students. Helen also maintained a personal commitment to the concept 

of teacher as a performer — a commitment which was underpinned by her desire to 

motivate and inspire her students. Feiman-Nemser (2001, p. 1048) argues for the idea 

of beginning teachers transforming their knowledge into a repertoire of a 'flexible 

evolving set of commitments, understandings and skills' by developing core aspects 

of their teaching — Helen undertakes these commitments throughout her first year. 

For some beginning teachers, like Helen and Sonia, who face challenges within their 

existing school culture, the classroom may become the site of security and the 

transformation of knowledge. When provided with the 'safe haven' of the classroom, 

it is possible for beginning teachers to apply their existing skills and knowledge to 

create meaningful and worthwhile experiences for their students in ways which they 

find personally and professionally rewarding. 

The future — my loneliness and my isolation 

During our final interview Helen explained her personal difficulties living in a small 

rural city during her first year in the profession and explained why she needed to 

request a re-location in the following year. I formally applied for a transfer to 

Harford or anywhere in the vicinity of Hatford — the bottom line is that I am not 

staying here for another year. I had to apply for a compassionate transfer. I got a 

doctor's certificate proving that I was unhappy. I ticked the box which said that I am 

prepared to forego teaching if they won't get me a job at Harford. 

The system of placing beginning teachers in rural areas frustrated Helen. They say 

you have to 'do your time' in remote schools, but I have never been as unhappy in 

my life, outside of work, as I have been this year. I can't put myself through that 

again; I think it is silly. I just want to be with my family — all of those things. I don't 

want to be shipped off to wherever they want to put me —1 don't want to do that. For 

some teachers 'doing time' is a really good thing and it fits in really well with their 

lifestyle, but it doesn't fit in with mine. 
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Helen also expressed some level of guilt and uncertainty about her dissatisfaction. I 

felt really privileged to get this position and I love teaching the kids. It has taken me 

a long time to work out if it was teaching that I hate, or whether it is the 

circumstances; my loneliness and my isolation. It is not the teaching. 1 have worked 

that dilemma out and that's really good. 

three years later ... 

I moved to Roney College in Hatford, where I broadened my subject range to include 

the pre-tertiary based AAP (Australia, Asia and the Pacific), English and Tourism. I 

also taught special needs students in a 'Literacy for Life' based curriculum. 

During my second year at Roney, 1 was awarded a Harper Fellowship. This saw me 

travel to New York City where I continued my honours research: 'Teaching as a 

Performing Art'. 1 was fortunate enough to study at City University New York and 

PACE as well as observing at numerous public schools across all five boroughs of 

New York. As well, 1 participated in Rosie's Broadway Kids, an initiative designed 

by Rosie O'Donnell to engage under-privileged children with Broadway experiences. 

During my time at Roney College I also received an Australian College of Educators 

'Innovative New Teacher' award. 

Currently, I am teaching at Kepling Secondary College in Melton, Victoria, where 

my subject base remains English. However, my year levels range from 8 to 12. 

Throughout this year, I have been Student Leadership Coordinator, and have also 

been given the role of Middle School Coordinator, enabling me to further develop my 

leadership skills. Teaching in the Victorian Education system has been an invaluable 

experience, as I have been able to compare and contrast curriculum and standards 

and draw my own conclusions regarding the implementation of a National 

Curriculum. 

Helen experienced professional highs and lows during her first year in the profession. 

Her underlying personal difficulties reflect how resilient she must have been during 

that year in order to sustain her professional persona amidst her personal uncertainty. 

Day et al. (2006), Korthagen (2004) and Nias (1989) all acknowledge the duality of 
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teacher identity — comprising a personal and professional self. Helen's outstanding 

progress in subsequent years also testifies to her on-going resilience and 

determination. 

Helen's liminal identity spaces 

Pierce (2007) suggests that factors causing the alienation of beginning teachers 

include their initial dedication being undermined by a lack of collegiality amongst 

existing staff members, tensions with the existing school culture and the lack of 

opportunity to feel part of a community. Similar factors certainly played a significant 

role in liminal nature of Helen's experiences during her first year in the profession. 

Helen moved between feeling confident in her classroom to feeling alienated in the 

staff room, while at the same time, she struggled with a personal loneliness of being 

physically isolated from her family and friends. 

Relationships — I am their teacher first 

Worthy (2005) found that scaffolding by school administration was critical in the 

socialisation of new teachers. Helen's experiences in relation to the public 

acknowledgement of existing school norms regarding teacher/student relationships 

demonstrates the reality that beginning teachers may be required to confront their 

core beliefs. This experience will require novice teachers to remain steadfast if they 

are to safeguard the core of their teaching ideals. 

Knowledge — drama was my tool for creating trust 
Nias (1996, p. 297) believes that teachers recognise self-investment while seeking to 

create a synergy between the rational and emotional realities of their work as their 

personal and professional identity merge into one. Sonia's work in the classroom 

demonstrates this synergy both in her use of drama strategies to develop her students' 

social skills and her personal commitment to a self-investment in her teaching by 

bringing to it what she regards as a performance. 

The future — my loneliness and my isolation 

Watson (2006) describes teachers' internal resources as a sense of agency which 

helps them to actively construct their identities as professionals. Throughout her first 
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year and beyond Helen uses both her internal and professional resources to shape a 

teacher identity that is prepared to embrace change and challenge in equal measure. 

Section 10: Jessica 
During one practicum placement, Jessica was required to manage a difficult 

classroom situation created by one disruptive student. This experience personally 

unsettled Jessica and, like Helen, her personal reaction overshadowed her 

professional handling of the situation. The following year Jessica was again to face a 

challenging context as she accepts a position which involved teaching in two schools 

100kms apart. 

Context — it has been hard 

Jessica's first appointment was to two schools situated 100 kilometres apart. I'm at St 

Georges Monday, Wednesday and Friday teaching Preps and then Tuesday and 

Thursday are my Kinder days at Bella Martins [one hundred kilometres away]. The 

driving exhausts me. I have never felt so tired. It has been hard; let me tell you, 

especially at St Georges. Both classes are so different. It is amazing. The Kinders at 

Bella Martin are at a higher level than my Preps at St Georges which kind of threw 

me in the first week or so — I couldn't believe it — I was shocked. I had Preps who 

couldn't write their name at St Georges and I had Kinder children at Bella Martin, 

writing their first name and their last name and their phone numbers for me. 

The behaviour [difference] between the two groups is huge. The Kinders are just 

gorgeous; they will do anything you say but the Preps will test and test and test. 

There are 10 boys and four girls in the Prep class and they are fairly loud kids — you 

have got to be 'on' them '24-7'. There are some really gorgeous kids and I felt sorry 

for them but I am constantly yelling at them. You can't turn your back. They are 

really challenging. But if you go into their background and their family lives, you 

can understand. I hate being '24-7' but you do have to be, and that is quite a 

challenge in itself 
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Planning across two schools is hard. At Bella Martins we plan together — the other 

two Kinder teachers and me and that has been really good. We have a planning day 

and we have mapped out what we were doing for next term. This is completely 

different to what I am doing at St Georges — I actually miss out on all the planning 

time. Joyce and Gretel plan together on Tuesday afternoon, so I miss out on all that. 

I didn't have a choice in what topics we were doing for the term, I just got handed all 

this stuff that they had planned and so had to follow along with it. I hate it. They 

have tried to fix the problem and I have asked numerous times for this arrangement 

to be changed. 

Like Johnny, Jessica was keen to accept the first position she was offered even 

though she could predict the challenges connected to having her teaching week 

divided between two schools 100kms apart. Not only was the travelling a challenge — 

these schools differed in many respects from size, level of support and the abilities of 

the student cohort. Featherstone (1993, p. 110) argues that for beginning teachers, 

'learning to manage the learning of others is partly a matter of learning to manage the 

self'. Jessica's circumstances made the task of managing herself while undertaking 

these dual roles across two schools very difficult and proved to be both physically 

and mentally exhausting. 

Jessica's experience highlights again the unpredictable nature of first year 

appointments for beginning teachers. Adjustments such as those experienced by 

Jessica will require beginning teachers to be highly resilient and flexible as they learn 

to manage the challenges of their new context while sustaining a secure sense of 

themselves as teachers. 

The future — a much stronger person 

Jessica's dual teaching position came to an end when she gained a position at Bella 

Martins. As she explained: point four of the position is permanent and point four is 

still contract work. Hopefully I will pick up relief every now and then — it doesn't 

worry me if it is not every week. I am very happy. 
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three years later ... 

After leaving Bella Martins in 2007, I was excited to gain a position at Glen Barden 

School teaching Grade 1/2 full-time. It is close to home and a bit more of a 

challenge; new people, new school, new grade level. The following year my role 

changed to Assistant Principal Religious Education with one day a week to 

undertake these duties. I always knew I wanted the challenge of a leadership position 

(or something different) eventually. I just didn't realise it would happen so soon! This 

year has been the hardest personally and professionally; it has opened my eyes to so 

many different aspects of teaching and leadership. Personally, it has made me a 

much stronger person. It has been an interesting year and I am definitely looking 

forward to 2009! 

After a hectic and challenging beginning to her career Jessica seemed happier to 

accept a part time position the following year because it would mean she could 

confine her work to one location. Jessica continued to expand her teaching skills as 

she shifted schools and accepted leadership roles. 

Jessica's relative secure position in terms of on-going employment again confirms 

the importance of some form of stability for beginning teachers if they are to 

continue to shape their teacher identity in 'communities of practice' (Wenger, 1998, 

p. 53). Like Marie, Jessica's on-going employment security allowed her greater 

opportunities to consolidate her understanding of herself as a teacher. 

Jessica's liminal identity spaces 

The liminal nature of Jessica's experiences and teacher identity can be found in the 

ambiguous nature of her first appointment. Her tenuous balancing of commitments 

across two schools required Jessica to apply her personal resilience to her 

professional tasks in order to successfully navigate the threshold into the profession. 

Context — it has been hard 

For Jessica, meeting the needs of very different students and establishing her place in 

two school cultures while commuting long distances, provided multiple challenges to 
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her sense of self as teacher. However, as Jessica describes her experience, there is 

also a sense that amidst the difficulties she continued to establish her own place on 

the educational landscape. 

The future — a much stronger person 

When I made contact with Jessica three years later it's almost as if she's forgotten 

the very difficult beginning to her career when she says: This year has been the 

hardest personally and professionally; it has opened my eyes to so many different 

aspects of teaching and leadership. Jessica's comment reflects the concept put 

forward by Danielewicz (2001) that identity remains in a constant state of 

'construction and reconstruction, reformation or erosion, addition or expansion' as a 

result of internal and external factors that are shaped by experience (p.10). As 

Jessica moves to a new school and takes on the new challenge of a leadership role, 

her identity is reconstructed and her recollections of previous difficult experiences 

seem to diminish. 

Summary of Chapter 5 
This section provides a summary of the key findings to emerge from the participants' 

experiences during their first year in the profession and beyond. It begins with an 

overview of the issue of context before discussing the complexity of relationships 

within existing school cultures. Following this, the issue of knowledge is summarised 

before outlining the key findings related to the participants' future aspirations. The 

summary concludes with a discussion of the implications of the liminal identity 

spaces encountered by the participants during their first year in the profession. 

After graduation, finding teaching positions and managing those teaching positions 

had a significant influence upon the participants' teacher identity. The contextual 

circumstances created by this quest to find job security dominated the participants' 

responses to their experiences during the early part of the year. Three participants, 

Sonia, Helen and Marie, quickly found full time employment which allowed them to 

feel relatively secure in this aspect of their transition into the profession. By contrast, 

Johnny, Paul and Jessica gained full-time positions, but found unique challenges in 
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relation to the complexity of those teaching positions. The experiences of these 

participants highlighted the random and poorly managed systemic processes used in 

the employment of beginning teachers. Hasty decisions were made not only by 

school administration, but also the novice teachers, desperate to attain full-time 

employment. The consequence of these hastily made decisions meant the participants 

involved were required to sustain high levels of resilience and perseverance in order 

to sustain a satisfying teaching environment for themselves. 

Two participants' failure to find full-time employment led them into the challenging 

and alienating world of relief teaching. This form of casual employment resulted in 

Justine and Rianna desperately trying to establish a sense of security with both 

students and staff as they moved randomly around schools. It was only when their 

relief teaching work reoccurred in one school setting that these two beginning 

teachers were able to feel more accepted as professionally competent. Jayne and 

Ingrid reluctantly opted for work in allied professions, decisions that were prompted 

by the confronting process related to finding employment in the context of this study, 

a process shaped by hegemonic overtones and a certain measure of good luck. Both 

these participants displayed high levels of flexibility and adaptation in order to 

reconstruct their identity as teachers in new contexts. 

Once in a school community, the issue of relationships involving both staff and 

students dominated some of the participants' experiences as the year progressed. The 

desire for acceptance and certain levels of independence became powerful influences 

upon the novice teachers' motivations and aspirations. The experiences of Sonia, 

Paul, Helen and Marie were all unique, but at the same time, demonstrated that the 

transition into the profession for beginning teachers is orchestrated by the slow 

passage of time as beginning teachers are left relatively unsupported in their quest to 

socialise into the profession. Again, high levels of personal agency were required in 

order for the participants to successfully navigate the fluctuating patterns of 

relationships in school and classroom environments. For these participants, the 

classroom rather than the staff room provided more opportunities for them to gain a 

secure sense of themselves as teachers. 
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In contrast to the participants' experiences during the undergraduate years, the issue 

of knowledge became less predominate in the participants' sharing of their 

experiences. When consideration is given to the challenging circumstances they 

encountered during the transition phase, this change in focus is not surprising. Before 

I discuss the narratives presented in this chapter I would like to acknowledge that all 

the participants shared their drama teaching approaches during their first year, but 

some did not include a deeply personal response to these experiences. Jessica made 

choices about using drama with her Prep and Kinder classes in ways which were 

appropriate for her circumstances. Drama-wise it has been a bit scary because you 

never know what can happen. I haven't done so much — not really. I can give you an 

example of what we did. We started with a book focus on the Gingerbread Man, we 

acted it out and that was lots of fun. Then the next week we did the Aussie version [of 

the Gingerbread Man] — The Damper Man. We looked at the different versions and 

we made puppets. With my Kindergarten students I have done lots and lots of work 

with puppets. 

Ingrid also described the way she used socio-dramatic play approaches in the after-

school care and child care centre. For one of our excursions we went to McDonalds 

and when we came back I thought — 'Let's organise our own restaurant'. We had a 

wonderful time; we set up tables and menus and the students became the customers. I 

was also able to get some cardboard boxes, they were like big bricks — they became 

most popular. The children used to build cubbies and role play all the time. The 

cubbies became all sorts of things — tunnels, castles. The boys loved the cubbies too. 

I also have a lot of 'dress ups' and the children just play and dress up. 

Marie and Johnny described the way they used drama as a pedagogical tool across a 

range of curriculum areas. They acknowledged Arts experiences as being valuable 

learning opportunities for their students, and this valuing remained important to them 

as teachers. Marie's class did a big unit for five weeks on friendship and! have been 

trying to do lots of drama with that topic because friendship issues are getting to be 

a huge problem. I began with scenarios — this has happened and how do you fix it? 

Hopefully, if we keep on doing role plays, the issue of friendships will transfer. I 

think part of the problem is because the students are so young. I would say that my 
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biggest success with drama was when we were having swimming lessons. We did 

activities about pool safety — 'Kids Alive, Do the Five'; Fence the pool, shut the gate, 

float and wave, reach to rescue and swim together. At the end of the activities I 

thought — 'Well how can I know that they have understood the rules?' So I gave them 

a drama scenario — they were at the pool and they had to show me how to be safe. It 

was really good because they showed through their little performance that they 

understood the rules. 

Johnny found time while taking his Grade 3 class 2 days a week to use some drama 

approaches. He outlined taking and using specific process drama strategies to 

develop his students' literacy skills. I promised the kids a couple of times to take 

drama. I read a story called Trer Rabbit's Tug of War'. The little rabbit challenges 

a hippo and a rhino to a tug of war. Then I split the class up into groups and students 

had to role play what might happen next. We also tried this approach with 'Old 

Mother Hubbard who lived in a shoe'. It is interesting with the kids, who say, 'Oh, no 

I don't want to do drama, can't we do something else?' but they find that the drama is 

actually a lot different to what they expect and they really enjoy it. 

Earlier in this chapter, Justine and Rianna described the difficulties related to relief 

teaching, but despite these challenges, they both took the opportunity to teach drama 

during their relief teaching assignments. The following narrative accounts describe 

their approaches to drama. Rianna experienced teaching drama across a range of 

settings. One teacher had planned a culminating performance for a unit on Indonesia 

to be a puppet play. So I followed her program. That was interesting — we made sock 

puppets. More recently I have been at Saward Primary School. I had 3 weeks taking 

the library teacher's program. She had been taking medieval studies and with the 

older grades she planned to do some simulation games. So I took that idea and made 

up a few simulation games related to the middle ages. This was a valuable learning 

experience and the students remembered it. 

Justine described the challenge of using drama approaches while relief teaching with 

students with whom she had not developed an ongoing relationship. I find it really 

hard to just go into a classroom for a day and do drama, not having any idea 
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whether the students have done it before — it has often ended in chaos for me. I think 

I just need to simplify what I do and use really basic warm ups or drama games. 

With the Preps I haven't done any formal drama structures as such, because they are 

just so young. We have just been exploring with role play. 

Helen, Sonia and Paul did explore at a deeper level the importance of their drama 

teaching experiences in relation to their sense of self as teacher. For Sonia and Paul, 

some of their drama work directly related to them demonstrating to other outside the 

classroom the extent of their skills and expertise but they also used drama as a means 

to provide creatively-oriented, student-centred learning experiences in their 

classroom which could culminate in a performance to others. For Helen, her use of 

drama was linked to her understanding of drama's ability to nurture trusting 

relationships amongst her adolescent students. Her experience highlights the 

importance of beginning teachers being able to apply their existing knowledge in 

new contexts which they also find personally and professionally rewarding. 

The issue of future aspirations which emerged from my final question to all the 

participants, along with my contact three years later, provided important insights into 

the ambiguous and unpredictable nature of beginning teacher employment and the 

subsequent impact on teacher identity. During the four years following graduation, 

two of the participants had left the profession to pursue other careers. The departure 

of Justine and Rianna from the profession confirms the importance of stability and 

security in providing an incentive for novice teachers to remain in the profession. For 

Jayne and Ingrid, their work in allied professions continued as they developed new 

skills and re-shaped their knowledge in order to thrive in their new environments — 

showing a degree of malleability in their teacher identities. For the remainder of the 

participants, the relative security of familiar contexts or the challenge of new 

contexts found them undergoing a continuous process adaptation across time and 

place. 

The liminal identity spaces experienced by the participants highlight the insecurity 

and lack of cohesion that exists for beginning teachers during their transition into the 

profession. Consistent and valued participation in the profession appears vital in 
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enabling novice teachers to retain a secure sense of themselves as teachers. The 

marginalisation and isolation experienced as a result of unstable employment or 

relationship issues within existing school cultures also made this transition period a 

challenge. Some contradictions also emerged where participants felt confident in the 

classroom while feeing insecure in the wider school community. 

The participants responded to these tenuous and unpredictable spaces by using all 

their personal and professional resources to order to sustain a self investment in their 

teaching. They demonstrated high levels of flexibility and resilience, while also 

seeking to maintain and sustain their core beliefs and values in relation to a teacher's 

role. This was particularly relevant in their approaches to drama teaching where they 

encouraged student-centred learning experiences which allowed for creativity and 

imagination. 

Through an exploration and analysis of the participants' liminal identity spaces 

during the first year in the profession, this chapter has uncovered the ambiguities and 

transformational nature of the transition phase for beginning teachers. The chapter to 

follow summarises the findings of this research and draws conclusions. 

Recommendations for action and further research are also presented. 
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Chapter 6: Summary of findings and conclusions 

Isf, on the other hand, we view the personal self as a narrative construction that exists in 

dialogue with all the varied experiences of our lives, then the relationship between 

personal and professional is much closer — our teaching experiences are part of our 

personal identity. 

(Moss, 2003, p. 336) 

The participants' practicum experiences and their experiences during their first year in 

the profession have been presented and discussed in Chapters 4 and 5. The narrative 

accounts of the participants' personal response to their school and classroom experiences 

provided the opportunity to understand the way the participants' experiences also shaped 

their understanding of self as teacher — their teacher identity. This final chapter presents 

a summary of these findings by returning to the initial aims, questions and themes which 

guided this research. Following this discussion, recommendations and opportunities for 

further research are presented. 

The chapter begins by revisiting the research questions and aims in Section 1. In Section 

2, the background to the study and the underpinning themes are revisited. In Section 3, a 

response to the research questions provides a summary of the research findings before 

recommendations for further action are outlined in Section 4. In Section 5, the 

possibilities for further research are discussed. A summary concludes the chapter and the 

thesis. 

Section 1: Research aims and questions 
This study aimed to understand the way school and classroom experiences shape 

the teacher identities of a group of pre-service/beginning teachers as they moved 

from the campus and into the classroom. The study was guided by the following 

overarching research question: 
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• How do the school and classroom experiences of beginning teachers shape their 

teacher identity? 

In light of the curriculum focus and the longitudinal nature of this study, two further 

questions helped to clarify the research purpose: 

• How do the experiences of teaching drama in early childhood and primary 

classrooms shape the identity of pre-service and beginning teachers? 

• How do school and classroom experiences shape the identity of newly graduated 

teachers during the first year of their teaching career? 

The participants' perceptions of their teaching experiences were gathered through 

journals and interviews spanning a three-year period. This research process culminated 

in narrative accounts of teaching experiences which illustrate the complexities and 

dilemmas the participants encountered in the process of being and becoming teachers 

while coming to understand themselves in that role. Their narratives highlight the way 

the participants moved into spaces filled with a range of dichotomous alternatives, as 

they responded both personally and professionally to situations which shaped their sense 

of themselves as teachers. The process of documenting these spaces provided the 

opportunity to acknowledge the way teacher identity exists in a constant state of flux and 

transformation. Before addressing responses to the research aims and questions, the 

following section discusses the research findings in relation to the research background 

and themes. 

Section 2: Research background and themes revisited 
Returning to the background and initial themes from which this research emerged, it is 

possible to not only acknowledge its links to existing research, but also discuss the way 

this study has built on existing knowledge concerning teacher identity, experience and 

knowledge. In this section the setting and themes for this research are revisited along 

with a reflection on its focus on educational drama, as a means to highlight the 

significance of the research findings. I begin with the background for the study. 
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This study was set within the parameters of further understanding the process of being 

and becoming a teacher during the pre-service years and into the first year of teaching. 

Previous research has established that pre-service teachers' experiences, during their 

practicum, remain complex and dynamic (Beattie, 1997; Britzman, 1991; Brouwer & 

Korthagen, 2005; Bullough, 1997; Carter, 1990; Cochran-Smith & Lytle, 2001; Kagan, 

1992; McLean, 1999; Wideen et al., 1998). The findings of this research showed that the 

practicum experiences for pre-service teachers remain complex and unpredictable and 

lead to a process of ongoing change and transformation of their teacher identity. This 

study also provided confirmation that beyond the campus, the experiences of beginning 

teachers remain complex and diverse (Bullough, 1989; Elder et al., 2003; Flores & Day, 

2006; Kelchtermans & Ballet, 2002; Loughran et al., 2001; Wideen, et al., 1998). The 

extended nature of this study meant the transition stage into the profession could be 

documented and at the same time show teacher identity as continuing to be fragmented 

and existing in a state of flux Three themes guided this research process; teacher 

identity, experience and knowledge. 

In this research, the term teacher identity was acknowledged as synonymous with the 

concept of a sense of self as a teacher. This definition allowed for an understanding that 

the intellectual, personal and emotional aspects of self are all noteworthy components of 

a teacher identity (Alsup, 2006). Using a multi-faceted view of teacher identity, this 

research provides deeper insights into the complex notion of teacher identity as the 

participants' experiences in schools and classrooms were influenced by the qualities 

which comprised their substantial self as teachers. 

The participants' perceptions of their experiences were viewed as an important conduit 

towards understanding their teacher identity. The participants' experiences were 

documented across time and circumstance as they progressed through their teacher 

education course and into the profession. These experiences had a focus on a specific 

approach to pedagogy — drama teaching. 
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Throughout this study, knowledge in relation to using drama in early childhood and 

primary classrooms was highlighted as a distinct approach to pedagogy (Foreman, 1998; 

McCaslin, 2006; O'Neill, 1995; Simons, 2003). How the participants used their 

knowledge of educational drama in these practical contexts also provided new insights 

into the relationship between teacher identity and knowledge. Narrative approaches were 

best suited to explore and document the links between the three themes of teacher 

identity, experience and knowledge. 

Researchers have acknowledged the significant contribution of narrative approaches in 

understanding teachers' experiences (Carter, 1993; Connelly & Clandinin, 1998; 

McLean, 1999; Witherall & Noddings, 1991), teacher identity (Beijaard, Meijer & 

Verloop, 2004; Elbaz-Luwisch , 2005; Van Manen, 1994) and teacher knowledge in 

relation to drama teaching (Anderson, 2002; Moss, 2003; Wales, 2009). This research 

has provided a unique lens to explore teachers' narratives through seeking to understand 

the way the participants' experiences drew them into spaces within which they 

responded to their understanding of self as teacher — a liminal identity space — 

highlighting the link between teacher identity, experience and knowledge. A major 

contribution to the existing research by this study comes from the identification of the 

participants' liminal identity spaces. 

At different stages along the journey towards becoming a teacher and developing a 

teacher identity, there exist periods of liminality which are characterised as transitions 

during which personal vulnerability and/or resilience may be experienced and expressed. 

The experiential 'baggage' which individuals carry with them into the liminal space, their 

capacity and willingness to learn from their teaching experiences, and the contextual and 

relationship components of what happens to them during the period of liminality, all 

help to decide whether they will remain vulnerable and emotionally exposed — and so 

uncertain of their identity as a teacher — or will develop resilience and carry it with them 

across the 'threshold' into the next learning context. But this is not a one-way process — 

the pre-service and beginning teacher may move in and out of these liminal spaces and 
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react differently at each stage of their journey. In this sense, the liminal spaces are in 

continual flux and the beginning teacher who remains resilient learns to navigate his/her 

way successfully through to a more confident assumption of their teacher identity and a 

more assured competence in managing a wide pedagogic repertoire adapted to diverse 

student needs and learning styles. In order to learn to navigate their liminal identity 

spaces successfully, pre-service/beginning teachers need a great deal of support 

considering the complexity of the contexts and relationships they will encounter during 

this time. 

By revisiting and discussing the background and themes which guided this study, I have 

acknowledged links to existing research before outlining the contribution this study 

makes to the issue of teacher identity and narrative inquiry approaches through the 

development of the analytical lens titled — liminal identity spaces. I will now present a 

response to the research questions as a means of summarising the research findings. 

Section 3: Summary of the research findings and conclusions 
In this section I respond to the research questions by summarising the findings presented 

in Chapters 4 and 5, highlighting the significance of these findings, and drawing 

conclusions. This section is presented in four parts. I begin by discussing my response to 

the initial research questions through a discussion of the concept of liminal identity 

spaces. The contextual and relationship issues during the pre-service years will then be 

discussed. Following this, the issue of knowledge during the pre-service years and first 

year of teaching is presented, before the contextual and relationship issues during the 

first year are summarised. Finally a framework, developed from these findings, 

concludes this section. 

A response to the initial research question — liminal identity spaces 
The initial research question was: 

• How do the school and classroom experiences of beginning teachers shape their 

teacher identity'? 
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In the process of answering this research question the participants' narratives became the 

initial conduit for documenting their experiences and then by using a grounded theory 

approach it was revealed that underlying the participants' rich accounts of their 

experiences was their emerging understanding of self as teacher — their teacher identity. 

To make clear the links between experience and teacher identity I developed the concept 

of liminal identity spaces. 

The idea of a liminal identity space came from the concept of existing between 'two 

worlds' — in this study, those worlds were seen as 'becoming' and 'being' a teacher. 

While the study did not seek to quantify or qualify whether a participant existed within 

one world or another, the concept of liminality highlighted the issue that teacher identity 

remains in a constant state of flux and transformation across time and circumstance. The 

liminal identity spaces described throughout Chapters 4 and 5 refer to spaces within 

which the participants responded to their experiences. By analysing the participants' 

personal and/or professional responses, I was able to document the ways in which the 

participants' teacher identities had been challenged or re-constructed as a result of their 

experiences. 

Having found a way to link experience and identity, it was possible to look within the 

spaces in order to document the participants' emotional and/or intellectual responses to 

their sense of themselves as teachers. In support of the concept of liminality, their 

responses were dominated by a range of conflicting emotions as they moved 'betwixt 

and between' their understandings of themselves as teachers (Turner, 1969, p. 94). Their 

responses included a range of feelings: from autonomy to compliance, security to 

vulnerability, confrontation to submission, loneliness to belonging, satisfaction to 

disappointment. The length of time the participants occupied these spaces varied from 

fleeting moments within a lesson to extended periods of time lasting weeks or months. 

Across time and place, the narratives highlighted the unpredictable nature of those 

spaces. Some participants described responding differently within one school setting — 

secure in their classroom, vulnerable beyond it. Other participants described responding 
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differently, and therefore occupying different spaces, within a short period of time as 

their circumstances changed. The strategies the participants adopted in response to their 

experiences provided further answers to the initial research question, while also 

remaining a significant outcome of this study. 

As well as documenting the participants' responses within their identity spaces, this 

research also documented the strategies the participants applied to help them 

appropriately manage their experiences. In the pre-service years, the participants showed 

the ability to adjust and adapt to differing expectations regarding what and how to teach. 

They also capitalised on opportunities for greater autonomy, with appropriate support, 

by engaging in risky approaches to pedagogy where they were able to assess the level of 

comfort or discomfort they could sustain in their teaching. During their first year as 

teachers, the participants described high levels of adaptability, flexibility, resilience and 

optimism as they adjusted to a range of new contexts and relationships. They managed 

their feelings of insecurity and loneliness through processes of reflection and thoughtful 

decision-making. They adopted and adapted their knowledge creatively, using 

innovative approaches to educational drama, as they continued to shape an 

experientially-endowed knowledge. Their teaching became more closely aligned with 

their philosophies of teaching which revolved around student-centred learning, trust and 

creativity. This range of strategies the participants implemented in order to manage their 

experiences, were important processes in sustaining a positive sense of themselves as 

teachers. By documenting these strategies, this research has provided new insights into 

traits which may support the construction of a positive teacher identity. 

In summary, it was through the analysis of the participants' liminal identity spaces that 

the relationship between teacher identity, experience and knowledge became clearer, 

while at the same time, providing the answers to my initial research question. From this 

study, three issues emerged as significant in leading the participants to move into litninal 

identity spaces. These issues — context, relationships and knowledge — will now be 
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discussed as part of the summary of findings and conclusions along with my ongoing 

response to the research questions. 

Contexts and relationships in the pre-service years 

While the participants were in their undergraduate years, the issue of relationships and 

context proved significant during their practicum placements. The issue of context 

involved the pre-service teacher responding to their colleague teachers' conflicting 

expectations regarding what they could teach. These less autonomous relationships 

required the pre-service teachers to consider how they would manage these often 

incompatible views regarding pedagogical content matter. Because of the specific 

curriculum focus in this research, the place of the Arts and the possibilities available for 

pre-service teachers to apply their knowledge of this curriculum area during their 

practicum was often restricted by their classroom context. The participants were often 

required to adopt a compliant approach regarding what they would teach in order to 

maintain harmony with their colleague teacher during the practicum. 

The relationship issue was closely linked to the level of autonomy the participants 

enjoyed regarding their teaching approaches in the practicum classroom. Inconsistencies 

in relation to approaches to pedagogy highlighted the competing discourses which exist 

between universities and schools. This discord may have significant influence upon the 

pre-service teachers' understanding of classroom practice and their identity as teachers. 

When the colleague teachers' expectations and requirements conflicted with those of the 

pre-service teachers, then the pre-service teacher responded by questioning or 

reconceptualising their existing beliefs while readjusting their understanding of a 

teacher's role. Conversely, when the colleague teachers' expectations were not so rigid, 

then the pre-service teachers took the opportunity to explore their own teaching 

approaches — such opportunities proved empowering, particularly in relation to their 

knowledge of drama teaching. 
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Knowledge in the pre-service year and the first year of teaching 

Across all three years of this study, the issue of the participants' responses to their 

knowledge remained an important means to further understand teacher identity. By 

documenting the participants' responses, it was possible to highlight the links between 

identity and knowledge — a significant outcome of this research. This section provides a 

direct response to the research question: 

• How do the experiences of teaching drama in early childhood and primary 

classrooms shape the identity of pre-service and beginning teachers? 

By documenting the way the participants used their knowledge of educational drama in 

these practical contexts, it also became possible to acknowledge the way these teaching 

experiences helped deepen the participants' understandings of themselves as teachers. 

While the participants were in their undergraduate years, the practicum was a time when 

they could apply their knowledge gained at university in practical settings. When 

provided with the opportunity to teach drama, their experiences helped them to develop 

a clearer understanding of themselves as teachers, because using drama as a pedagogical 

tool involved a change in their function as a teacher. The participants demonstrated this 

as they made mistakes, took risks and responded with surprise to their students' learning. 

When the participants were given the support to make their own choices regarding their 

approaches to teaching, the likelihood of them making mistakes was increased. The 

participants described these pedagogical errors as significant moments when they could 

interrogate their practice and learn more about themselves as teachers in the complex 

reality of the classroom context. Within these independent learning places, the 

participants also described taking risks with their teaching. Risk-taking required them to 

enter a different relationship with their students during the drama lesson. The 

participants described their emotional responses to these experiences and developed an 

understanding of the ways in which these experiences drew them closer to knowing 

themselves and their work as teachers. As the participants described changes in their 
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relationships with their students as a result of these drama experiences, they also 

acknowledged the unique opportunities this approach to teaching provided for their 

students' learning. They described the ways in which drama experiences allowed for 

authentic learning and acknowledged an emotional shift in their understanding as a 

result. After graduation, different patterns emerged concerning the issue of using 

knowledge in relation to educational drama. 

The narratives of experience during the participants' first year in the profession involved 

their experiences across the year, rather than being confined to the seven-week time span 

of the practicum. As a result of this broader time frame, the issue of knowledge and 

approaches to drama became situated within the more complex milieu of the 

participants' first year of teaching. With greater autonomy in their own classrooms, the 

participants described making a range of choices regarding the ways in which they 

would use drama in their programs. They demonstrated high levels of adaptability and 

creativity in implementing this area of the curriculum. They made choices about how 

they would integrate drama across curriculum areas or use it as a means of developing 

specific skills. Some participants described using drama as a means for students to create 

a performance to be shared with others. The choices the participants made highlighted 

the way in which their personal philosophies and interests guided their work as they 

catered for the specific skills and interests of their students. Their experiences showed 

the way drama teaching shaped their role as teachers, and in turn, their identity. The 

focus on a specific approach to pedagogy in this study enabled a documentation of the 

links between identity and knowledge. The outcomes also provided a response to the 

research questions related to the first year of teaching. 

Contexts and relationships in the first year of teaching 

This section provides a response to the final research question: 

• How do school and classroom experiences shape the identity of newly graduated 

teachers during the first year of their teaching career? 
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After graduation, the contextual issue for the participants moved away from issues 

within a specific practicum experience to the much larger issue of finding work. This 

issue emerged as the participants moved into spaces within which they responded to 

factors related to job security and stability. Documentation of this change in the 

contextual issue after graduation was only possible because of the extended nature of 

this study. 

The fragility and liminality of beginning teacher identity was highlighted by the 

arbitrary and intermittent nature of the participants' employment opportunities during 

their first year in the profession. Uncertainty and unique challenges related to their type 

of employment influenced the participants' sense of self as teachers which could only be 

sustained by high levels of adaptability and flexibility in order to manage these 

contextual issues. 

Throughout the participants' first year as teachers, the issue of relationships expanded 

beyond the confines of the practicum classroom experience and required the participants 

to respond to more complex relationship issues, both inside and outside their classrooms. 

The participants' narrative accounts described situations where external relationship 

factors impacted upon their work in the classroom, their relationships with their 

students, and their teacher identities. Relationships in the wider school community 

required the participants to respond to their personal beliefs about teaching and their 

roles as teachers. Often the classroom became a more secure site where they felt more 

confident, could form closer relationships with their students, and move closer to a 

secure sense of themselves as teachers. 

The extended nature of this research provided the opportunity to document the 

broadening nature of the relationship issues as the participants moved away from the 

campus and into their first year as teachers. Through the process of highlighting the 

widening scope of relationship issues for this group of beginning teachers, this study has 

acknowledged the often transient nature of beginning teachers' work and, as a result, 
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their teacher identity. This research recognises that the issues of relationships and 

teacher identity are complex and challenging as shifting circumstances require beginning 

teachers to manage their experiences in order to sustain their teacher identity. 

Beyond the boundaries of this study, the participants' future aspirations and subsequent 

experiences capture again the important influence of contexts, relationships and 

knowledge in the shaping of a teacher identity. Some participants enjoyed on-going 

security in their work situation, but were seen to be managing new challenges as the 

years progressed. Other participants were still struggling with the uncertainty of their 

employment and some made the decision to leave the profession to pursue other careers. 

Furthermore participants re-adjusted their skills and knowledge in order to shape their 

identity in new roles. The range of experiences which await beginning teachers beyond 

the campus signals the need for them to sustain high levels of resilience and versatility in 

the years ahead. 

This section has provided a summary of the research findings by responding to each 

research question and outlining the way school and classroom experiences shape the 

teacher identity pre-service/beginning teachers as they move from the campus and into 

the profession. Liminal identity spaces provides a framework to understand teacher 

identity as existing in a constant ebb and flow, always existing as a process of becoming 

as a result of school and classroom experiences. In this study, the issues emerging from 

the participants' experiences were context, relationships and knowledge. In similar 

studies, it may be found that other issues dominate pre-service/beginning teachers' 

experiences, but the concept of liminality suggests that teacher identity remains in a 

continuous and delicate process of reconstruction across time and circumstance as a 

range of emotional and/or intellectual responses lead beginning teachers to re-shape their 

sense of self as teacher. Having responded to the research questions, summarised the 

findings and drawn conclusions, I will now present my recommendations for action. 
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Section 4: Recommendations for action 
My recommendations are informed by the outcomes of this research, a study which, in 

turn, was informed by my personal connection to the training of pre-service teachers and 

my particular interest in educational drama as a pedagogical tool in early childhood and 

primary classrooms. 

The outcomes of this study provide the opportunity for pre-service teachers to 

understand the liminal nature of their teacher identity. Beginning teachers should reflect 

on their practicum experiences in schools and classrooms by taking into consideration 

issues related to context, relationships and knowledge, as a means to reach a deeper 

understanding of their identity and their practice. Consideration of these issues could 

ensure that school and classroom experiences will remain significant learning 

opportunities for beginning teachers and the positive transformation of their teacher 

identities, regardless of the practicum circumstances. 

The preparation of pre-service teachers should include a means by which they may 

develop an awareness of the versatility, creativity and adaptability they will be required 

to sustain in order to preserve a secure sense of self as a teacher. This could be achieved 

by providing opportunities for pre-service to explore identity as a construct which 

remains in a constant state of flux and transformation during practicum placements and 

will require them to develop a range of coping strategies in order to sustain a secure 

teacher identity. 

Approaches to pedagogy, in terms of what to teach and how to teach, should remain a 

flexible element in the school and classroom component of teacher education. Teaching 

within the Arts, and drama in particular, requires teachers to engage in pedagogical risk-

taking where the likelihood of making mistakes intensifies. This risky pedagogy should 

be viewed as an essential element in the shaping of teacher identity as it is from within 

the pedagogical boundaries of ambiguity and uncertainty that beginning teachers are 

able to confront and critique their understanding of themselves as teachers. The issue of 
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adequate preparation to teach the Arts did not specifically emerge from the participants' 

narratives, but adequate preparation in specific pedagogical approaches could also be 

viewed as an important influence pre-service teachers' identities and therefore needs 

consideration in teacher education course design. 

In teacher education, narrative approaches could be used not only to strengthen an 

understanding of experience, but as a means of understanding pedagogy as it occurs in 

the complex and unpredictable world of the classroom. Narrative knowledge, where 

particular approaches to pedagogy are documented in narrative form, could provide a 

structure to further understand the practice of teaching. These narratives of teaching can 

also become an accessible means of communicating the art of teaching to others. 

Having outlined my recommendations for action, my suggestions for further research 

will now be presented. 

Section 5: Recommendations for further research 
This study provides a number of possibilities for further research. 

A study which involved a larger cohort of pre-service teachers, across a range of teacher 

preparation sites, would provide greater insights into the issue of identity development in 

the process of being and becoming a teacher. A larger study would provide more details 

regarding the contextual, relationship and knowledge issues which influence pre-service 

teachers' experiences across a range of settings. A study of this nature would allow for 

broader comparative processes to occur. 

Because this study highlights the transformational nature of teacher identity, research 

conducted with more experienced teachers would provide further insights into the 

ongoing and dynamic nature of teacher identity. A focus on the experiences of teachers 

who are well established in the profession would provide the opportunity to explore 

more deeply the on-going challenges within schools and classrooms which continue to 

248 



Chapter 6 

shape teacher identity. These new understandings could contribute towards greater 

stability for those in the teaching profession. 

As this research focussed on a particular approach to pedagogy — educational drama — as 

a means to understanding teacher identity, then research using similar approaches, but 

focussed on other areas of curriculum, would broaden the understanding of the links 

between knowledge, pedagogy and teacher identity. Research which extends the 

understanding of identity and practice into other curriculum areas would provide greater 

insight into the choices teachers make about how and what they teach. 

Section 6: Summary of Chapter 6 
This chapter has drawn the study to a close by returning to the initial research questions, 

background and themes before presenting a summary of the findings and conclusions. 

Recommendations for further action and future research have also been suggested. My 

final task is to return to where this study began; my initial research problem where I 

speculated about what the practicum experiences of pre-service teachers teaching 

educational drama were really like. I wondered if the pre-service teachers felt enriched 

by their experiences of teaching drama, or if they faced internal and external obstacles. I 

wondered how their experiences shaped their sense of themselves as teachers. I also 

wondered whether, once pre-service teachers moved into the profession, they 

experienced greater freedom to shape their senses of themselves as teachers — or whether 

internal and external factors still remained. 

Perhaps I had hoped to solve this problem as all these questions crystallised into a single 

answer. But that is, of course, not the case. As Richardson (2000, p. 134) explains, 

crystallisation offers 'a deepened, complex, thoroughly partial, understanding of the 

topic. Paradoxically, we know more and doubt what we know. Ingeniously, we know 

there is always more to know'. So this research offers only partial answers to the 

complex problems related to the process of becoming and being a teacher. 
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However, I am deeply grateful that I have had the opportunity to spend time with 10 

wonderful pre-service/beginning teachers as they helped me seek answers to my 

problem. By generously sharing their experiences with me, they not only provided 

partial solutions to my problem, but they also gave me the opportunity to reflect more 

deeply on my own experiences as a teacher and the way, just like them, my sense of self 

as teacher will always remain in a constant state of flux and transformation. 
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Appendix 2 - A copy of participant communication 

From the campus to the classroom — narratives of teaching educational drama 
Your role in the research: 
The reflective practice encouraged in this research enables the researcher and participants to work 

collaboratively. Schon (1991) encourages the researcher to 'treat the practitioner as a researcher in his own 

right, a potential collaborator in the process of reflection on practice' (p.11). Using a process of reflection 

enables the act of teaching to be seen as a form of continuous inquiry. As the researcher and participants 

seek to reach an understanding of their experiences of teaching educational drama, then the opportunity 

arises for both the researcher and participants to reach new levels of professional knowledge together. 

Your journal writing will act as a 'springboard' for both of us to leap into conversation - through 

interview, about your experiences of teaching drama. My task after the interviews will be to combine your 

journal writing and the interview data into a unique story about your experiences. You will be given the 

chance to read the story and respond to it in some way and this will also be documented. 

Journal Writing 
Rationale 
This journal writing exercise provides and opportunity for you and I as educators to reflect, discuss and 

analyse the link between the theory of the campus and the practice in the classroom. 

Method: 
Your task is to describe a drama lesson you take during your School Experience 3 through the process of 

journal writing. 

Guidelines for journal writing: 
Title - Metaphor encouraged 
Body of the text 

I. Set the scene — where are you? Who are you teaching? How's it going generally? 

2. Outline the lesson you have prepared — topic, pre-text, strategies etc 

3. Describe in general terms the progress of the lesson 

4. Focus on a 'critical incident' (positive or negative) — this section describes in detail exactly what 

happened as well as your personal perceptions of the experience. 

5. Reflect on the experience — does it raise questions and concerns or does it provide answers, what 

are the implications for your future teaching? 

Reference List: 
Hogan, C. (1998) The uses of professional journaling of teaching in Down, B. Hogan, C. & Swan, P. 

Reclaiming professional knowledge: new ways of thinking about teachers' learning Australia: Centre for 

Curriculum And Professional Development School of Education, Murdoch University 

Schon, D. (Ed), The reflective turn: case studies in and on educational practice New York: Teachers 

College Press. 
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Appendix 3 - Sample Helen's 3" 1  year Journal 

The Disaster That Had To Happen. 

Grade Seven — Introduction to Mime. 

Once the melodrama unit was completed, I was to take an introductory lesson on the grade seven's next 
unit of work, mime. From my point of view, this lesson was a disaster. My excuse is lack of preparation 
accompanied with a lack of knowledge on teaching mime. I have knowledge on doing mime, but this is 
apparently a far cry for teaching mime. I could spend a lot of time here furthering my excuses as to why I 
was unprepared etc., but the simple fact of the matter was I was unprepared and I still had a double lesson 
to teach. 
My lesson plan was rushed and basic, and I have no desire whatsoever to try it again. It involved a 
brainstorming session on what mime is and what characterises it (over pronounced movement, 
exaggerated facial expressions, no voice sounds etc). We then moved into a stretch session and face 
warm-up (chewing, pulling faces etc), which was followed by a series of small mime exercises. I paired 
the students by getting them to line up silently in order of height and their partner was the person on their 
right. The partners then took it in turns miming a facial expression that the other guessed, then an 
everyday activity. The students then had to work with their partner to carry an imaginary lengthy object 
around the room. Then individually, the students were asked to pick up a) a heavy, neatly packed box, b) 
a box full of books which was falling apart and c) a badly packed box full of glasses. 

The students were to then find a new partner, and mime the following short scenarios: 

A) Two landscape gardeners filling their wheelbarrows with bricks and wheeling it along a windy path. 
B) Two kite flyers on a very windy day. Their strings get tangled and they must then be untangled. 
C) Two siblings sneaking out for a midnight feast — they get caught! 

I then chose certain pairs to demonstrate their scenario to the whole class. The rest of the lesson was spent 
developing their own mime situations in groups of four or five. What went wrong? I thought everything. 
I had a shaky start as I was left alone to settle the students and introduce the unit of work. Comments such 
as "We wouldn't be like this if Miss West were here" sent me into an inward panic, and I wrote the main 
offenders names on the board. The mime exercises were carried out as per instructions, however the 
students soon became over excited and therefore slow to respond to my further instructions. This came to 
a point where I decided to call 'Freeze' to gain attention. This worked well - for a while. Throughout the 
remainder of the lesson I felt the students lost interest and were not gaining anything. This frustrated me, 
as I was not sure how to remedy it. Ideally, I wanted to do something outrageous almost, anything to grab 
attention and hold it. My confidence (and experience) levels did not allow for this to happen. 

A critical incident, one thing that remains in my mind from this lesson, was a simple comment made by a 
student. During the stretches, one student said: "What are we doing this for? It isn't P.E.". I knew why 
we were stretching, and that drama is very much about body movement, and that warming up your body is 
a critical component, but my mind went blank when the student asked, and I fumbled around for a silly 
answer. In fact my answer was so silly (possibly non-existent as I can't remember what it was), that 
instead of satisfying the student, it prompted more students to chorus the same question. I proceeded to 
stop the stretching very prematurely and move directly onto the next activity. 

At the time, I felt as though I was looking at myself from across the room. I knew I was doing and saying 
the wrong things, yet there was nothing I could do to stop it. I just wanted the lesson to be over, and that 
had never happened to me before. When the lesson was over, I was ready to call it quits. However, after 
conferencing with my supervising teacher, and with time to think about the lesson, I soon realised that the 
lesson probably wasn't as bad as I'd thought, and more than anything it was an invaluable learning 
experience for me (even if the students learnt nothing!). 
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The entire double lesson was indeed a rich experience for me. I was smacked in the face with the 
realisation that teaching drama is completely unlike teaching any other subject. Quiet reading doesn't 
seem to fit into a drama lesson with much ease. However, I got through it, and with an even greater 
determination to teach what I love, and teach it well. 
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Appendix 4- Paul's interview schedule 27/6/03 

Beginning of a journey together where we explore what the experiences of teaching drama in early 
childhood and primary class rooms is really like. 

What I aim to do in the interviews is talk to you about the experience in a way that fills in the details 
beyond your journal and gives me enough information to document your experience in a narrative form. 

Because of this approach I'm interested in both pedagogical and personal issues related to the experience; 
how it was to teach the lesson and how it impacted on you at a personal level. 

While the interview is only semi-structured I will keep a focus on the lesson as much as possible. 

Background 
How you reached this moment in your life, over half way through your Bachelor of Education degree 

The School 
Describe the school where you did your internship, where, how were you feeling about it so far, what had 
you taught so far? 

The Class 
They were reluctant to take risks at the beginning of the drama. This incidentally seemed to be a feature of 
the whole class for all the challenging lessons. 
Can you elaborate on this statement, which is the final comment in your journal? 

Previous experience in teaching a drama lesson 
Where, what? 
As a teacher what were you conscious of needing to do when teaching drama? 

Details of the Lesson 
Linked to science and maths lessons 
Twenty minutes of PE you spoke to the students before re- entering the room 
Explain about how you let the children know you were going into role 
The laughter 
What caused it? 
How did you feel? 
What was your colleague teacher's reaction? 
At what point did you know you hadn't 'lost' the and how did you achieve it? 

General comments 
Failure 
Twice you indicated that the lesson was almost doomed to failure (Lead balloon 
Did not understand rumour- at this point I realised that my drama could have ended) 
Does this experience deter you from teaching drama again, why? Why not? 
Improvisation 
The whole process because it builds upon itself, depends upon the choices made in the previous moment 
I had to think on my feet 
I had to direct the flow of the process towards the focus but also allow for creative input. 
Talk to me about these statements 
Risk Taking 
Perhaps the most important part of the drama was to support children taking risks with their creativity 
Talk to me about these statements 
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Appendix 5 - Jayne's interview transcript 11/11/2003 

Julie: 	Now the first thing I want to do Jayne is — because I want to write this as your narrative, 
what I want to find out is a little bit about how you came to be here — at the end of your third 
year here. So can you give me some background into how you came to be at uni? 

J: 	To do the teaching in general. 

Julie: 	Yes. 

J: 	Well all my life I wanted to be a teacher — since I was a child and the reason I didn't go from 
high school to matric, etc. etc. to do that was a careers advisor in grade 10 told me that 
teachers are walking the streets in Australia and New Zealand and you will never get work. 
It is a really bad thing to do — don't do it. That upset me so much that I actually dropped out 
at that point and didn't continue matric or anything. I went out and got a job and always had 
this background, niggling thing that what I really wanted to do was be a teacher and I was 
never satisfied with the work I was doing. 

Julie: 	So what kind of work were you doing? 

J: 	I started off doing mostly clerical jobs. I went though two different places of work — one 
was for a record company and one was for a tractor company before I actually ended up 
getting a job — that was 17 years ago now and I am still there - School Immunisation 
Program so I have been doing that for years and when I go out to the schools and I am 
working with the children, that is when I am happiest in my job and so finally, after I had 
my own children I thought that I needed to something about this and that is when I ended up 
an uni. 

Julie: 	So what is the name of the program again? 

J: 	School Immunisation Program so it is with Limpton City Council. So every year we go 
around and organise the children to have their shots. 

Julie: 	So apart from your own children, you had this link where you would go out to schools and 
every time you went out there — you actually wanted to be there. 

J: 	That is right. That is what I really wanted to be doing and when I really sat down and 
thought about what it was I liked about my job and what I missed the most when I actually 
had leave to go to the mainland for a couple of years, was that contact with the children — 
that is what I was missing. 

Julie: 	At what point in your life did you decide — right, now I can go back to uni? Did you have to 
wait until your children had grown up a bit? 
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J: 	Yes, I needed to know that they were at school and they were occupied every day and that I 
would have that timeframe and also since having the children, the job that I was doing was — 
half of the job was the school immunisation and half of is was clerical work. When I left to 
have the children, they asked me to come back just to do the school immunisation because 
the job had become so huge and so that became — it actually became a very casual position 
that I only went in when I was able to go in and that sort of thing so that gave me the 
flexibility to do uni as well. 

Julie: 	So you still do that? 

J: 	Yes. 

Julie: 	Excellent. So where have you — on your school experiences — where were you prior to this 
third year one. 

J: 	OK, first year was at Perth Primary School in a prep class. Second year was at Limpton 
Preparatory School with a composite 4/5/6. 

Julie: 	Did you get a chance — you did get a chance to take drama. 

R: 	In second year I had two opportunities to do drama. 

Julie: 	Do you want to talk a bit about that? 

J: 	Yes. Definitely. I had a ball. I used very much the sorts of things that we did in drama here 
at urn — the process drama and we have been studying a book — it was actually a shared 
reading that the teacher was doing as part of the language lesson. Each morning she would 
read so many pages of a novel called A Stranger Came to the Mine. It is a very old book by 
Mavis Thorpe-Clarke. It is a wonderful book because it had this gorgeous of language it 
was very much about Australian settlers, opal miners in outback South Australia. All the 
different problems that they faced was the underlying story, I guess but over the top of that 
was the strange light that appeared over the mine that had everyone intrigued and it had all 
sorts of interest things in this book that you could take out — Limpton Prep use a lot of 
secratic seminar work and that sort of thing and there is a lot of dialogue taken and used for 
that purpose and a lot of art work was created from it and also I was able to use the drama to 
extend that as well. That was nice. 

Julie: 	What grade did you say it was? 

J: 	It was a composite 4/5/6. 

Julie: 	I thought you said prep and I was going ... 

R: 	No, first year was prep. 
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Julie: 	So this is a 4/5/6 at Limpton Preparatory School and so can you remember what drama you 
actually did. 

J: 	I actually have it here. What I did — I actually got hold of three mincing blades off a very 
old mincing machine so they looked like little spaceships I guess and I just put them down I 
front of them and I actually did the inner/outer circle where I was the chief investigative 
journalist and I had asked my journalists to go out and find out what those strange objects 
were that were dug in the mine and made out of the metal that was unrecognisable on earth 
and I put all these sorts of things in and sent them off to investigate and report back. That is 
how it all started. They had a ball. They absolutely loved it. They really engaged in it. They 
worked so well together. It was the first time I had done drama in a school and it was such a 
positive thing that I think it really motivated me to keep on going because they had a 
wonderful time. 

Julie: 	So did they come up with some interesting stories? 

J: 	They did. Of course most of them related to aliens and things like that because it was so in 
context with what — and we had only just finished a couple of paragraphs of this book — a 
couple of chapters of this book in shared reading as well so all of that was fresh in their 
mind and they sort of linked it into the story. Some of them came up with ideas that they 
were tools for opal mining. Others came up with this strange light that they hadn't yet come 
to find what it was. It had been left behind — they were bits off a space craft and all sorts of 
things. They came back with — I am just trying to think what else we did from there. 

Then I had them break into groups. The first group were archaeologists; the second group 
were historians and the third group were descendants of a lost culture because some of them 
had actually come to that line that they were parts of ancient ruins from cultures of years 
gone by that had been buried under the sands of the desert. They came back with their little 
role plays and I have got photos of that too actually. We actually took photos and did copies 
of them so each child could then put those photos into their language books and re-write 
their own story around that photo. So again, they were looking at a different way of 
approaching what they had learned through the drama. 

Julie: 	And they were making tableaus here? 

J: 	Yes, they were doing tableaus at the end — that is how we concluded that one, I think. I am 
just refreshing my memory. So this is the tableau of what might have appeared in the daily 
newspaper as a result of all of this and then they wrote their newspaper article to match the 
photos. The teacher I had was wonderful and very enthusiastic about drama and using it 
with language which was interesting considering this year I did the drama and literacy one. 
I was already having a bit of a sneak preview of how it could be used and she was really 
keen to include that so it actually ended up going for most of that week — with the story 
reading and the drama — it continued for that week and their written work and things. I was 
very lucky. 
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Julie: 	Well you were inspired weren't you? 

J: 	Yes, that was great. I really enjoyed that one. 

Julie: 	Excellent. OK, so this year you went to ...? 

R: 	I was at East Limpton and I was in a grade 1/2 class that had virtually no drama. I actually 
asked past teachers because most of the teachers were still there that had taught these 
children in prep and grade 1 and so on and most of them hadn't done anything. They had 
role played their class rules and that was about it. 

Julie: 	But you came with a sense of confidence in yourself because of your positive experience? 

J: 	Yes, I did because I had actually done a second with this group as well that went — probably 
not as well as the first but I learned a lot from that about grouping children and that sort of 
thing so that was — and I was really keen to do something and again I had a teacher who was 
very positive about drama but used the cliché line — oh, it is something that I would love to 
do but I never have time to do. I am a little bit inclined to think that .... 

Julie: 	Did this teacher use drama? 

J: 	Yes, at the Prep School, they actually have one term where they have a drama lesson each 
week and then the second term they will change it to craft and the third term they will 
change it to speaking and debating which I guess links to drama anyway. But this was in 
the second term when they don't normally do it but she said that she does sometimes use 
drama in her language lessons anyway. So these kids had quite a experience so it made it 
very easy to get them going and working on it. This one is a different kettle of fish. 

Julie: 	And she was supportive. 

J: 	Yes, she was — definitely very supportive and she really enjoyed the lesson herself actually 
and sat back for most of it which was kind of nice because it is nice to be able to go yourself 
and see what it would be like in the real world. There was a section towards the end where 
they got a bit too excited and she needed to step in and help me out a bit because they just 

Julie: 	You can't have them too excited — no. 

J: 	So what I did with this one — because they didn't have a lot of experience, I decided to do a 
very much a teacher in role in fact the whole thing was very much a teacher in role and they 
just came into a role as a whole group each time and I adapted a book out of ???? and Jo 
Bolton's book which is called The Baker's Shop. Now the reason I chose this one was that I 
had been doing a five week unit on the five senses and I wanted a drama that could basically 
bring that all together and this Baker Shop one — I think that the original one was that the 
baker fell over and broke his leg or something like that and couldn't bake any more so 
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people had to come and help him. Whereas I said that he fell and knocked his head and he 
couldn't hear or see any more and so how could they help him by helping him cook. Most 
of the children loved it. 

It had a big narrative part where I read out — described the baker's shop and the village and 
what the whole set up was. I had a big mural that I had drawn up which was up on the wall 
which was the baker's shop window that the children would walk past each day on the way 
to school and see all the lovely cakes and then I had this one that went onto the floor that 
had the empty baker's shop window and that is what happened. They walked past and 
discovered that the shop was empty. Why could this be? Then they went into to speak to the 
baker to find out and then decided as a group how they could help him. So to help him, they 
were going to mix his cakes, etc. etc. They drew on there what they thought was missing. 
So that was just like an introductory activity. The worst part about that was — it was taking 
so long because they wanted to be so detailed with their drawings that not everybody got to 
do that. To begin with a few of them were a bit — you know — I didn't get to draw my cake or 
my loaf or whatever and they were a bit narky about that. But I did give them a smaller 
version later on that could take home and draw on to keep them happy. 

So after that they went in and they had to walk in a chain into the room while I disappeared 
and then knock on the baker shop door and the baker would come out. So I came out 
wearing my cardboard baker's hat and went into role as the baker. I would say — I can't see 
and you guys have to help me. And they would work out ways to guide the baker around 
the bakery and ix the cake and it was all sort of pushed that direction. It was the intention 
that they would probably come to the conclusion so we all stood in a big circle and started 
mixing. Everybody loved it and they got so involved except for one little girl who thought 
that drama was a bit too silly and she was far too grown up for that. She wouldn't have a part 
of it until — this bit got her in which I interesting. She is a very good reader. She is grade 2 
and very good with her reading — quite advanced and an invitation arrived from the palace to 
bake a cake for the king's party. So she was quite happy to then get up and then read out the 
invitation to the class. So that was as about as involved and she ever got other than just 
following the group around and watching them. 

What happened from there — 

Julie: 	What a lovely drama. 

J: 	It was a lovely drama actually — there is an invitation — it is the king's birthday — please 
make a special cake for him and bring it along to the palace at 4.00 for a surprise party. It 
will need to be big because I have invited everyone in the town. So it was an invitation from 
the queen to go to the king's party. So, of course, we had this huge imaginary bowl and we 
all stood there stirring and everyone selected an ingredient that they could put in etc. etc. 
and all the while working out ways that they could help the baker. Different ones decided 
that they could act like crutches for him and someone else decided that they could repeat 
everything we said to the baker with sign and that sort of thing and a little girl who had just 
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got glasses lent the baker her glasses so that he could see better. It was quite cute so it was a 
really nice exercise in empathy and how you can help others. That went really well. 

Where did we go from there? We did the making the cake. There were little stops all the 
way through where I read a little bit more narrative to keep it rolling then we all had to work 
out how we were going to carry this cake because the baker obviously couldn't so they came 
up with this huge way of putting plates together and carrying this big cake and carted it up 
there and then they all hid and got ready for the big surprise and I went out and dressed up 
as the king with my big crown and cape and they came round and sang happy birthday and 
that is when it went a bit mad. They decided that it was a party and they did want to party so 
that is when my colleague teacher had to come in and calm them down a little bit. They had 
a ball. They really loved it and they wanted to know when we were doing the next one but, 
of course, the next one didn't happen because that was right towards the end of my prac 
although Andrea did say that she was going to try and do some more with them because she 
felt that there was a lot of them that were quiet little children that tended not to come out of 
their shell or were a bit self conscious around other children that really got involved in it. It 
was wonderful. It was such a nice feeling. 

Julie: 	The very fact that they got carried away — right at the end meant how much they were 
engaging with the story. 

J: 	I made a note in my notes — I hadn't stopped to think about it — I was so involved — that was 
the only disappointment for me — I got so involved in making sure I was doing everything 
right and getting it right that I lost sight, for a little while, of how involved they were. No, 
that is not altogether true. I realised they were enjoying it and getting into it other than this 
one little girl who thought it was all very silly but didn't quite realise quite how much until 
Andrea spoke to me afterwards and wrote a reflection for me and said how engaged they 
were and how good it was to see and made little comments like that. And I thought — yes, 
well I suppose so. I just got carried away with what I was doing. 

Julie: 	So when you say that she intervened, what did she do? 

J: 	All it was — there were a couple of little boys who were pretty excitable little boys anyway 
and they really got so loud so they couldn't stop ... 

Julie: 	What, they were kind of yelling out ... 

J: 	Yes, yelling out really loud and yahooing — it's a party, it's a party and they wouldn't stop 
singing at the top of their voices and I said that we would have to quieten and that we would 
just wait for everyone to calm down but I couldn't make them hear me because they were so 
excited. 

Julie: 	But also you were still the king — you weren't the teacher any more, were you? 
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J: 	That is probably true. I was still in the role. I probably should have taken my crown and 
cape off and just stopped them for a while. And it was a little bit too - well should I 
because they are enjoying this so much and we are at the end, it was almost like - should I 
put a damper on it and stop them - settle them down sort of thing or should I just let them 
go and enjoy it. But Andrea came - and she did it quite well in that she didn't stop the flow 
of anything, she just had this wonderful way of coming in and calming these children and it 
would have been that she was the teacher and I was the king - I don't know. 

Julie: 	It is just something that you would have been focusing on too - like how do we end that. If 
you actually went out the door and then coming back. Like the king went and you came 
back but still I just think it is so wonderful that the students were so engaged. It is no 
wonder they weren't going to get quiet for you because you were the king. 

J: 	This was a party and that is all there was to it. Then I just ended it of - when I did finally sit 
them down - just with a little bit of the narrative that said the party was a great success and 
the children had a wonderful time playing and singing and the next day they went to tell Mr 
Baker all about the party. That was just how it ended. 

Julie: 	How did you feel when you went into role? 

J: 	Great. That has been in me ever since high school when I first did drama. If I go into role 
then I am fine. Probably just before it I might get a bit nervous or if I am being me in a play 
or even - I see teaching as a bit of a role play - when you stand up there to teach, I get quite 
nervous because I am putting me out there. If I am putting a different character out there, it 
doesn't phase me. I love it. 

Julie: 	How do you feel as a teacher who then goes into another role? In terms of your 
relationships with the children? 

J: 	I think it builds the relationship with the children. I felt - for some of them - I had a pretty 
good - actually I was lucky I had a class that seemed to relate to me quite well anyway and I 
got on well with all of them. They were a beautiful class. I was so lucky but there was just 
something there - something different after I had done this role play that was like - yes you 
can be fun and we can enjoy what we are doing and we can play with you. They sort of 
knew that were times for that and we could do that but we had times for serious work as 
well. So it did - it changed the relationship in a really positive way, I think. 

I found that in previous years too with the role plays and always a positive reaction to drama 
which is why I can't understand why teachers don't find time for it. After the first role play, 
the children - you know what older children are like - they tend not to say quite as much 
although they had really participated well and I took that as being a good thing and the next 
time when I said that we were going to do a bit more drama in a moment and before I could 
say that we were going to move into the next room, there was this big cheer went up so I 
thought - ok, so you did enjoy it as much as I hoped you would. Yes, there is an attitude 
change that is hard to describe there, I think, when you do something like that. 
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Appendix 6 - Re-storied version of Jayne's third-year practicum 
Jayne 

Coming to the Campus 
For as long as she could remember, Jayne had always wanted to be a teacher but when Jayne was in Grade 

Ten. The career advisor warned her that there were teachers walking the streets in Australia and New 

Zealand unemployed. He made it quite clear that teaching was a really bad career choice so with that bit of 

advice she turned her back on further schooling and started to look for work. 

Jayne's first two jobs were as a clerk for a record company and then a tractor company. She then took up a 

position with a Municipal Council in the School Immunisation Program. This job lasted for the next 17 

years. Jayne noticed when she visited schools for the Immunization Program her greatest job satisfaction 

came when she was interacting with the children. When she left this position to live on the mainland for a 

couple of years she realized it was the contact with schools and the students that she was missing. 

It wasn't until Jayne's children were at school and her work — load became more flexible that Jayne 

decided to return to study and become a teacher. She enrolled in the Bachelor of Education Course. 

Third Year School Experience 

Jayne entered her third school experience feeling confident about teaching drama. Last year, in a 

composite Grade four, five and six class she had successfully used drama to enhance the students' critical 

literacy skills, taking a process drama that linked to a shared reading of a novel titled 'A Stranger came to 

the mine' by Mavis Thorpe-Clark. The text explored the life of Australian settlers and opal miners in 

outback South Australia but also added the intrigue of a strange light that appeared over the mine. It was 

this mysterious element that Jayne capitalised on in her drama lesson. 

Jayne used three large mincing blades (that resembled small space ships) as the pre-text for the drama. In 

role as the chief investigative journalist, she informed the students that these strange objects had been 

discovered in the opal mine. Next she used the inner/outer circle technique, with the students working in 

pairs and going into role; one partner as the journalists questioning the other in role as a miner about the 

discovery of the strange objects in the mine. The students became really engaged in the activity and 

created some interesting reasons why the discs came to be in the mine; objects from a lost culture, special 

mining tools and pieces from a space craft. Role- plays followed so that the students could further explore 

their narratives with the students adopting roles as archaeologists, historians and descendants of a lost 

civilization. Following the role-plays, the students then created a tableau to represent a photograph that 

may have appeared in the local newspaper. Later the students wrote the newspaper article to go with their 

photo. 
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Jayne felt this successful experience in using process drama had inspired her to go ahead and plan a 

drama lesson for the Grade one and two on her third school experience. She was not deterred when her 

colleague teacher had quipped about drama, 'Oh, it's something I would love to teach but I never have 

time to do it!' Again Jayne used a story as a pre-text, this time choosing an adaptation of 'The Baker's 

Shop' by Jo Bolton as the impetus for the process drama work. Jayne's idea was to use the drama 

experience to bring together the students' understanding of the human senses related to a unit of work that 

had been running for the past five weeks. 

Jayne began by narrating the story of the baker. She explained to her students that children in the village 

walked past the Bakers Shop on their way to school and peered into the Baker's Shop window full of 

delicious cakes. At this point Jayne held up a large mural depicting the baker's Shop window and invited 

the students, in role as the children in the story, to draw what they saw in the Baker's Shop window. 

Once this drawing in role activity was complete, Jayne continued narrating the story. 'One day,' she 

explained. 'The children in the village stopped at the Baker Shop window only to discover that the 

window was empty, how could this be? The children decided to go in and speak to the Baker to discover 

why his shop was empty.' Jayne organized the students to walk in a chain formation while she quickly left 

the room and returned in role as the baker, complete with a cardboard Baker's hat. The students 

maintained their roles as the village children and asked the Baker why the window was empty. The Baker 

explained, 'I had a fall and hit my head, now I can't see! Will you please help me bake my cakes?' In 

unison, the students remaining in role as the children in the village, began stirring and mixing the cake. 

Only one student, Jennifer, stood back and refused to participate, she was far too grown up for this 

nonsense! 

In the next part of the process drama the Baker receives an invitation from the king's palace to bake a cake 

for the King's birthday party. Jayne used this opportunity to involve Jennifer in the performance, inviting 

her to read the (pre-prepared) invitation from the King. The invitation stated, The King invites the Baker 

to prepare a special cake for his birthday and bring it along to the Palace at 4pm.' Jennifer proudly 

undertook this role but for the rest of the lesson was she happy to watch and follow the group through their 

performance. 

The students, still in role as the children from the village set about helping to make the special birthday 

cake for the king. Standing around the imaginary bowl, and under Jayne's direction as the Baker. each 

student selected an ingredient to put in the cake mixture as the whole group energetically stirred the 

mixture. At the same time the children from the village spontaneously suggested ways to help the Baker 

overcome his sight problem. Some decided to act as crutches for the Baker, another chose to repeat 

everything that was said using sign language. Claire, who had just got glasses offered them to the Baker. 

295 



Appendix 6 — Re-storied version of Jayne's third-year practicum 

Jayne was delighted by the students' unprompted empathic approaches towards her as she relished being 

in role as the Baker. 

Jayne continued to scaffold the students' drama experience by adding more narrative, she encouraged 

them to work out how the cake would be carried to the palace and how to hide ready to surprise the King. 

Again she disappeared momentarily to return in role as the King, complete with a royal crown and robes. 

At this point her students, deeply in role as the village children, erupted into an exuberant, very loud 

rendition of 'Happy Birthday' for the King, 'It's a party, it's a party they cried!' For a moment Jayne had 

been carried away by her role, on reflection she felt she had lost sight of how noisy and excited her 

students had become. Her focus was on doing everything right in the drama, she had become 'the King' 

for the village children and for a few seconds everyone was suspended in these roles - this was a party and 

that was all there was to it! 

Jayne's colleague teacher, Mrs. Ball, who had been enjoying the lesson, decided at this point to step in and 

try, unobtrusively, to calm the more high-spirited students. Jayne concluded the lesson by narrating the 

end of the story, stating that the party had been a wonderful success and that the village children had a 

wonderful time playing and singing. Jayne believed that if this had been her own class she probably would 

have concluded the lesson by having music and dancing to keep the party going for the final ten minutes 

of the day. 

After the students had been dismissed, Mrs. Ball commented on how good it was to see the students so 

engaged in the drama experience. Jayne believed this lesson changed her relationship with this class in 

very positive ways. She sensed the students realised there would be opportunities for fun and enjoyment as 

well as the more serious aspects of their work together. Although initially a bit nervous about adopting 

teacher in a role, Jayne discovered to her surprise that she loved it! 
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Appendix 7 - Participant communication 

Sharing our stories 

Hi 

This is perhaps the most exciting part of this research process for the participants. 

You will read each other's stories and then share your thoughts and feelings about the stories in a group 

interview session that will take about 60-90 minutes of your time. 

While the group interview will be informal in its approach and will remain semi-structured to allow for 

your personal responses to remain valued, I have created a framework that I hope will help you explore 

and reflect on the stories in a meaningful way. 

I have created this framework from the work of group of teacher researchers Jalongo & Isenberg (1995) 

and Schubert (1991). Teachers' reflective practice suggests Jalongo & Isenberg includes consideration of 

both a 'personal philosophy and dilemma management' p. 103. While Schubert, relating very closely with 

the work of Dewey, describes 'teacher lore' as the 'study of the knowledge, ideas, perspectives and 

understandings of teachers' p.207. 

Combining the ideas of reflective practice and teacher lore, I have chosen the title 'holistic teaching' for 

my framework which we can use to explore your stories of teaching educational drama. My framework for 

holistic teaching comprises four elements, personal philosophy, dilemma management, professional 

knowledge and reflexive practice. 

Holistic teaching Framework 
As you read your colleagues' stories, (You may wish to jot down notes to remind you later in the 

interview) focus on events in each story that indicate: 

Personal philosophy 
Do you gain a sense of your colleague's attitude towards drama teaching? 

Could their prior experiences have influenced their philosophy? 

Dilemma Management 
Does your colleague experience a dilemma? 

How does your colleague manage this dilemma? 

What do you think your colleague may have learnt from this experience? 

Professional understanding 
How does the story demonstrate the pre-service teacher's level of professional knowledge regarding the 

teaching of educational drama? 

Reflexive practice 
In what ways do your colleagues' experiences of teaching drama differ or resemble your own experience? 

What did you learn from reading the story? 
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Appendix 8 - Sample Group Interview transcript 15/4/2004 

Julie: 	So would anyone like to make a start — maybe even just a general comment about 
reading the stories? 

Rianna: 

Julie: 

Rianna: 

Ingrid: 

Jessica: 

Nobody teaches drama. 

What do you mean by that? 

Well it seems like none of the children have much experience about drama or any of the 
teachers. They seem to be open to having it taught but not doing it themselves. 

I thought a lot of the stories were similar — had similar traits through them like not 
knowing how it was going to go — there is the fear of sort of controlling the children and 
then the children had a wonderful time and all these wonderful experiences. Especially 
some children — especially the ones that were shy and may it was thought they wouldn't 
be that interested. I thought that came through in a few of the stories. 

I found it really hard to reflect back on my own story. Like looking at the questions that 
you gave us and reflect back. I just couldn't do it. It really frustrated me. I don't know 
why. I could read your stories and reflect on those but to read my own experience and 
reflect on that was hard. I found it hard. 

Julie: 	You were happy that it was a true record or your experience but to actually articulate it 
under those headings? 

Jessica: 	Oh, yes I was happy about it but I just couldn't do it. 

Julie: 	OK. What do you think that comment that you have made, Jo, about not much drama is 
taught and then you talked, Ingrid about the kind of fear of actually going in and taking 
this lesson. What does that tell you about this group though, in terms of their teaching? 

Jessica: I suppose we are a bit more willing to take the risk. Like even though we haven't had 
that much drama training, at least we have had some and it was good. The process 
drama and pre-text kind of stuff is something that you really can use and I think a lot of 
people's fear about drama is that to teach it you have to give the kids a lot of freedom to 
use their imaginations and express themselves and then you are not sure if they are going 
to be able to use it or they are going to go feral and you will lose control but you have 
got to have some — you have got to let them go to a certain extent but then you have got 
to keep them harnessed kind of. 
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Appendix 9 - Sample Jayne's internship journal 

Notes from Drama sessions held during internship for J Porteus' research 

The class: 
Diverse abilities, diverse behaviours — nearly half class with some degree of special needs. The class had 

not done any drama with their usual teacher as she is not comfortable in teaching this topic. However, she 

was very keen to watch what I did and later have a go herself. I shared many lesson ideas and copied 

relevant sections of texts to assist her. During first term the children worked with a Drama specialist for 6 

weeks. Their familiarity was evident. 

Drama lesson I.& 2: 

Playbuilding — Why a friendship focus? 

This was my first full lesson with the class and so I chose to follow through the Friendship unit that they 

had been working on to date. Topic familiarity allowed the students to consolidate their learning while 

ensuring that they could knowledgably and therefore confidently approach the topic, easing their transition 

into dramatic activities with an unfamiliar teacher. As I announced that we would be 'learning through 

drama today', a resounding cheer came from the class! Phew! This was going to be fun. 

Lesson outline: 

O Warm-ups — What are you? Elephant, armchair, palm tree 

O One liners — good qualities of a friend 

O Role plays — how friends help/co-operate with each other 

O Movement — friends in conflict 

O Tableau — feelings toward friends — resolved/unresolved 

O One-liners — What my friends mean to me 

O Reflection — discuss what we know about being a friend and any altered opinions 

Lesson reflection: 

• Time originally allocated was 1.5 hours — colleague reduce to 45 mins at last minute 

• Only completed one liners and role plays in first session — completed following Monday 

• Children disappointed that we did not finish 

• Tasks appropriate for inclusion of all children — children very tolerant of others 

• Some initial resistance to grouping (Tribes) — stuck with it and worked out well in end 

• Earlier that morning, two girls had entered a conflict over sharing friendships etc. Without 

any prompting from me or colleague, they used the role play scenario to work through their 

problems with another 2 friends. The friends took on the role of the girls (using 

pseudonyms) that were conflicting and the girls took on roles of class teacher and senior 

staff. They were able to look at themselves through the eyes of another and that seemed to 

help them make their own decisions about how to deal with their situation. They were also 
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able to hear the words/reactions of their friends in portraying them, and perhaps experience 

better ways of managing conflict? They were delighted that they sorted out their issues and 

went off to lunch very happy with each other, and playing together. This is what I love 

about drama..... authentic learning! 
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Appendix 10 - Sample Johnny's interview transcript 23/8/2004 

Julie: 	But you felt comfortable as the guest intern to actually include drama in what you did. 
You didn't feel restricted in terms of expectations? 

Johnny: 	No, it didn't worry me at all. I thought the build up that I had really lent itself to that 
little episode. 

Julie: 	And that is good to do improvisation I think particularly when you are reading 
something and you get the kids to have a go at recreating that scene themselves. 

Johnny: It was also because - in Christian living - it was the story about Moses and because they 
probably knew the story in that situation so it was taking it a little bit further because 
they hadn't done the ??? I said, 'How do you feel about this? How do you think you 
would feel as a baby away down the creek?' Things like that. It was taking it a little bit 
further so I was able to do that through it as well. 

Julie: 	And then I am really interested in your next project which - it starts off exploring 
machinery - is that right? 

Johnny: 

Julie: 

Johnny: 

Yes. 

And you talk a bit about - in this journal - you started with a pre-text but I am not sure 
what the pre-text was. 

I brought the pre-text - if you want to listen to it. I started with the pre-text and it was - 
I am sorry I haven't brought it. I am sorry. It started off - we were looking at simple 
machines so we weren't looking at anything complex and simple machines encompass 
wedges, ramps, pulleys, wheels and axles and levers so it was quite simple - and cogs 
and gears. 

We started off - the pre-text went along the lines of - grade Is have found this village 
and in the village they don't have any simple machines. There was only power source 
which was right in the middle of the town that we could use to run any sort of machines. 
We had a look and talked to some of the villagers and decided to help them make a 
machine to help them make some sort of ... and I stopped there which is where I should 
have gone a little bit further and had a little bit more insight into where I wanted them to 
go. I sort of did but I wanted the students to throw it back at me - to run a line. I think 
it was a bit above them. But even though we kept going with it and I modified what they 
had given me and we turned it into a bread making machine so we set up a bread making 
machine that was run off some belts and pulleys and cogs. It was quite a large 
production that it worked out to be in the finish which was not how I had planned it. I 
sort of had. 
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It was where I wanted it to go. In the initial stage I thought I would like to do this at 
assembly but it was quite - it was more work than I probably thought it would be and we 
probably went a bit deeper than I thought we would as well. 

Julie: 	So did they have to work out what the machine - what the functions of each bit of the 
machine would need to be to make bread or not? 

Johnny: 

Julie: 

Johnny: 

Julie: 

Johnny: 

It wasn't actually - the making bread bit was only the reason for doing the simple 
machine. The focus of it was the parts of the machine and what they were doing. It 
wasn't actually the making of anything. In the actual performance, we didn't actually 
produce anything. We had bits of machinery just doing their bit without any follow on 
and that was because we ran out of people and we had grown too big for the stage as 
well. But that wasn't the point of the whole thing. It was more the point of the 
movement of the machine and the parts of the machine. 

You haven't got any photos of them doing the machine? 

I haven't. 

I would love to be able to picture what it looked like. So was it a matter of them 
working together so that if they were like a cog they all had to move ... 

The machine was set up. We had two lines from our one main power source which we 
had connected up and I didn't really go into how we connected it up or anything like 
that. It wasn't part of what we needed so we just had one person turning and then we 
had one line going this way which was called our crusher line and one line coming this 
way which was our mixing line and the person who was our main wheel and everything 
run off her and then she had a cog that connected to another cog connected to another 
cog that connected to another cog that run a crushing machine that worked off the cogs. 
Then off her also we had a belt which was run by four students and part of the belt to run 
another cog that run two more cogs that run a mixing bowl. 

As well as that we had a lever and bumps on the belt which set up a sideways motion 
which set up a cutter. As well as this we had - when the crusher - we had two workers 
that were feeding the grain into the crushing that was crushing them and then they would 
roll it along using a roller type system we had so it was emphasising the rollers as 
wheels and that was lifted up by a pulley into the mixing bowl. 

How we run it - we had two levers at the back and they turned one line on and one line 
off - the lines on and we had two assembly crew that actually - when they finished 
assembling - we assembled it bit by bit on stage as it was narrated - what was 
happening. Then when it was all assembled, the assembly crew went to the back and one 
would say, 'I am turning this line on now', and so this one line would go and then he 
would count and when the time was up he would say, 'I am turning it off.' 
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Appendix 11 - Re-storied version of Paul's internship experience 

Even though Friar Street was the longest running school in Australia at the end of the year Paul undertook 

his internship the school was closed. Although the school was situated in the centre of the city it had only 

a small school population, one teacher and sixteen students per morning and afternoon session. Paul taught 

a kindergarten class in the morning and a preparatory class in the afternoon. What struck Paul most about 

the student cohort of the preparatory class was the fact that there were four times as many boys as girls in 

the group. This meant the boys dominated the classroom atmosphere; the girls often retreated to a table by 

themselves to draw pictures. When the girls did move over to the boy's favourite haunt, the large blocks 

area, they became merely spectators. This phenomenon worried Paul; it reminded him of female teenage 

football groupies, on the sidelines watching their boyfriends, non — participants. 

Paul had designed a unit of work on the four elements; water, air fire and earth. Within the first week he 

realized that this unit was too expansive so he decided to focus on air and water only. For his very first 

lesson Paul chose to teach drama. He wanted to assess both the students' knowledge of drama as well as 

their understanding of the element of water, with a focus on drought. 

He began the lesson by reading a picture book called 'Rain Dance' a story that tells of a girl and her 

mother with a new baby standing at the farm gate. Her father has driven off into the distance in a cloud of 

red dust. The illustrations suggest a time of drought but Paul quickly realizes that perhaps these students, 

living in a lush island state, can't identify with drought. 'Maybe I should have chosen a story about flood!' 

he thinks. Paul then asked the students create a tableau to express what it would be like to live without 

water. To Paul's amazement he watched as the students used his instructions and the fact it was his first 

day with them, as an opportunity for a rumble; the boys started and the girls followed suit. The lesson 

dissolved into chaos, the idea of exploring drought through free expression disintegrated. 

Paul did not want to be disillusioned by this teaching experience; he would persevere and find the right 

moment to take another drama lesson. Paul waited until the class had done a lot more work on water and 

air. He then felt the students would have more information to work with to construct different expressions 

of what it would be like to have no water. Paul decided to repeat the earlier activity and get the students to 

assess each others' performance. The lesson would take the form of a critical literacy session, first thing in 

the morning, not as an 'afternoon extra'. `Ok I might be shooting for the stars,' he thought. Tut hopefully 

I'll land somewhere in between, the moon maybe!' Just as Paul sat down ready to read 'Rain Dance' 

again, Jed one of the high spirited boys started to roll and tumble on the floor. Alarmed, Paul quickly 

scanned the rest of the students. They all appeared a bit ratty, even at this early hour. Not a good sign,' 

thought Paul. 'I am not doing it. I am not going through that again!' Paul quickly decided that he would 

need to adapt what he'd planned to a more structure format. 
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On Paul's third attempt at a drama lesson he revisited the story of the 'Rain Dance' and then talked about 

air and water with them; talked about what it would be like to be at a place that only had one of those 

elements. Paul then divided the students up into pairs and went into role as a scientist who had discovered 

there was a problem on some planets. He told the students that he was sending them off on an important 

mission. He instructed half the groups to visit planets that contained only air and the other half to visit 

planets that contained only water. He explained that they were to share their findings by creating a 

tableaux, he also gave instructions about sharing a tableaux. 'When I clap my hands, freeze whatever you 

are doing. I will walk around and I will choose one of those frozen images. Everybody else is going to 

come over to look at your tableau and they are going to talk about what they can see.' explained Paul. 

Paul was happy with the results, although he felt it was a bit 'controlled', he felt this more formal 

approach was appropriate under the circumstances. He noticed that the students did express their creativity 

in respect to the types of creatures that would live on a planet that had only air or only water. He 

encouraged the students to respond to the tableaux by questioning them, 'What do you think is happening 

here?' 

'What do you think they are doing?' 

'What are they looking at?' Paul believed that the preliminary work on water and air contributed to the 

success of this drama experience. He also believed that when he went into role it provided a model for the 

students as well as a level of engagement that that he expected from the students. 

Paul felt the pressure of time impacted on the amount of drama he was able to plan for during his 

internship. Switching from a kindergarten group in the morning to a preparatory class in the afternoon 

meant he had limited time with each group of students. Paul also felt pressure from within the school and 

himself to plan learning experiences that were easily assessable. He felt the need to show the students' 

progression through the time of his internship by assessing learning outcomes. 
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Appendix 12 - Sample Group interview transcript 5/2/05 

Julie: 	Interview with Jessica, Riana, Marie, Ingrid and Jayne on February 5, 2005. So Marie, 
welcome and how are you this morning. 

Marie: 	Very well, thank you Julie. 

Julie: 	And Jayne, how is your family going? 

Jayne: 	They are just fine and enjoying the holidays. 

Julie: 	That is good. And Ingrid, thank you for coming up this morning. I do know you are 
coming for a wedding but it was great that you could get up early this morning — up from 
Hobart. What time is the wedding? 

Ingrid: 	I don't know if it is a quarter to three or a quarter to four. I will have to find out and 
make sure. 

Julie: 	And Marie, what is the photocopying for, that you have here? 

Marie: 	I am making the alphabet to put up in the classroom. 

Julie: 	OK. So will you laminate it? 

Marie: 	Yes. 

Julie: 	And Jessica, you are going to be a busy lady — teaching between two schools. 

Jessica: 	Yes, I am tired already. 

Julie: 	Tired just thinking about it — yes. I am sure you will be fine. OK, so looking at Jessica's 
story, does anyone want to respond to what happened in her story first of all? 

Ingrid: 

Julie: 

Ingrid: 

Jessica: 

I notice she did bullying which seems to be a common theme that we are all concerned 
with. 

Is that because you think that drama is the best way to deal with those kind of things? 

Yes, I think so — yes. 

It is definitely a good way to deal with it — for children to develop their own ideas about 
bullying — that sort of empathy as well as some close perspectives, I guess, is what I am 
saying without being told but discovering for themselves. 
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Julie: 	Apart from drama being a good avenue for exploring issues to do with bullying, what 
else does it suggest perhaps — that a number of you dealt with that issue? 

Marie: 	There is a lot of it going on. 

Julie: 	Yes, Marie — it is an issue and you often hear people saying that there is no bullying 
going on in their school when in fact, it does. What about Jessica's situation with regard 
to the timing of her lessons? 

Marie: 	It is really difficult with a colleague teacher who butts in. I felt like that sometimes — I 
felt like, 'Just let me deal with it'. You can't get experience dealing with hard situations 
yourself if they are always going to butt in and sometimes they do escalate it, I think. 
You felt that didn't you? 

Julie: 	Yes. 

Marie: 	It is interesting because it is sort of like a trust issue, I guess. They have had the 
experience so they think that you are not going to be able to handle that situation before 
you even get into it, which, I guess, sometimes I can see that but then you are not going 
to learn unless you make that mistake, are you? 

Julie: 	No. 

Marie: 	So I think that is very important too. 

Julie: 	So at least, even if it doesn't work out, at least you have experienced it and then have the 
knowledge to know how to change what you do if you need to. Anything else? 

Ingrid: 	I also felt that when you had the incident with Colin — pulling back the chair from the 
other child — I found that a lot of prac. It was hard to — do you leave the class and make 
the decision to talk with that child or not and with a younger class you can't. 

Jessica: 	With an older class, I guess you could set them on a task and walk him away which is 
what I certainly wanted to do. 

Jessica: 	I just couldn't leave him there. I had to do something so that was it — I had had enough. 

Julie: 	And how do you think — I think you have probably all had experiences like that. How 
do you feel when you are so organised and so prepared and then this unexpected event 
happens? 

Jessica 	It is a bit of a let down because you are getting all excited. You have these afternoons 
just planned right and it doesn't happen at all. 
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Appendix 13 - Sample Jessica's interview transcript 10/6/2005 

Julie: 	Interview with Jessica on June 10, 2005. 

Jessica: 	I have made some notes. I have trouble thinking of things so I made some notes. 

Julie: 	Well first of all — just tell me again about where you are teaching so I have got a picture 
of the school. 

Jessica: We will start with St Georges - I have got 14 children in my class. It is a prep class — it 
is a kinder-prep class but the lcinders aren't there the days that I am there. That leaves 
only 14 preps and there are 6 kinders or something so the other teacher has the kinders 
and the preps. That makes it interesting. And they are ten boys and four girls and they 
are fairly loud kids — like they are. Like you have got to be on them 24-7 and I hate 
being 24-7 but you do have to be on them 24-7. 

Julie: 	Now how many days are you there? 

Jessica: 	Three days. 

Julie: 	Three. 

Jessica: 	Monday, Wednesday and Friday. 

Julie: 	Oh, so it is split across the week. 

Jessica: 	It is not easy. 

Julie: 	That has to be a good hours drive for you or a bit over in some respects. So that is that 
school. Then Tuesday and Thursday are my kinder days at Bella Martins. Is that quite a 
big school? 

Jessica: 	Yes. It is huge. This is the first year they have had three strand kinder so next year it 
will be three strand prep if we keep the numbers up. 

Julie: 	So do you know how many students are in the school all together? 

Jessica: 	Four hundred and something. 

Julie: 	And what about St Georges? 

Jessica: 	One hundred and twenty. 

Julie: 	That is a big difference. 
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Jessica: 

Julie: 

Jessica: 

Julie: 

It is huge. 

So you have got one of each grade. OK, so that has given me a picture of where you are. 
I know you have made notes — do it chronologically — what is going to suit you the most 
because! can just pop in questions? 

No, this is all right. You just ask me questions and I should be able to answer them. 

OK, well really I just want you to tell me the story from the start. I think I would be 
quite interested in knowing how you got on right at the beginning. 

Jessica: 	That was hard — let me tell you. 

Julie: 	Why? 

Jessica: 	Especially at St Georges. Both classes are so different. It is amazing. Even in kinder, 
they are probably at a higher level than my preps which kind of threw me in the first 
week or so. I couldn't believe it. I was shocked. I had preps who couldn't write their 
name and I had kinder children writing their name and their last name and their phone 
numbers for me and all sorts of things. So I guess that difference made me more aware 
— and like the behaviour between the two groups is huge. The }cinders are just gorgeous. 
They will do anything you say. They look at you and ... Preps will test and test and test 
and test and test. That is quite a challenge in itself but in a way — the drama wise has 
been all a bit scary because you never know what could happen. 

Julie: 	So in other words, you decided not to do drama at the moment. 

Jessica: 	I haven't done so much — no not really. In the last few weeks — I can give you an 
example of what we did. We started up this book focus and we used the Gingerbread 
Man and we did that for a week and we did all sorts of different activities on it and we 
acted it out and that was lots of fun. Then the next week we did the Aussie version 
which I don't know it you know that — The Damper Man. 

Julie: 	No, I don't know that version. 

Jessica: 	You know — You can't catch me I am the Damper Man. It is similar but it is using 
damper and the Australian animals and ... The kids thought that was great so we 
actually made puppets. 
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Appendix 14 - Sample Justine's interview transcript 22/11/05 

Julie: 

Justine: 

Interview with Justine on November 22, 2005. So when I read through this, I thought 
about how much it was about you getting your identity as a teacher through your relief 
work. I thought it was quite interesting, particularly as it was at that school where you 
did your internship and it was a difficult experience and then to go back there to do all 
that relief that you did. 

[think the hardest transition for me was going from an unqualified teacher to a qualified 
teacher and not that I noticed the expectations going up much higher but I did feel a 
higher level of responsibility but if I did have a problem, I would almost feel guilty 
about it or bad about it. Like I didn't want to go up and say, 'Can you take this child out 
of my class because I can't handle him'? I felt incompetent if I needed to seek help. 

Julie: 	But I also sensed in this interview, that you also thought you were given greater respect 
as well. 

Justine: 	After my internship? 

Julie: 	No, once you started doing relief there. 

Justine: 	Yes, I did feel that. It was weird. 

Julie: 	You were also saying that you kind of felt this burden — kind of a responsibility, that you 
had to get everything perfect. 

Justine: 

Julie: 

Justine: 

Well if people respected me or gave me — if people gave me more respect as a qualified 
teacher, then that burden did increase because I felt like — if I did have a problem or if I 
couldn't handle something then it reflected badly on me. 

It does, yes — or you think it does. What I noticed in here though, was that you 
consciously worked on building that relationship by going back to the teachers and 
saying, 'I did this with your class yesterday', and it was almost that you were consciously 
building that. 

That was more though that the relief teachers were there — a once off — I knew I was 
going to be there most of the week so I wouldn't write messages for them telling them 
what I had done. I wouldn't bother doing that at the end of the day so the next day I 
could just talk to the specific teacher and tell them what I had done; tell them what 
problems I had had. But the other good thing about being almost a full time relief 
member of staff was the fact that I could follow up behaviour which meant it was easier 
on some of the more difficult classes because the kids would then know that I wasn't 
going to let them get away with certain things because I would be there next day. I 
could follow through. Was that your question or ...? 
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Julie: 	That is good but I think you may have been doing it because it was easier not to write 
notes because you knew you were going to be there next day but what it also did was 
kind of build that professional rapport with the other teachers. 

Justine: 	Yes, because I had that opportunity. 

Julie: 

Justine: 

So before we talk about what has happened since then, you don't have to feel bad if you 
didn't do it, but I was interested — we were talking about doing some drama based on the 
work you have done on Bangladesh — child labour with a grade 2/3. 

Yes, I did do that. I turned it into a — like we did the writing on the wall and made up a 
character profile - even though there were various responses, it might have been that he 
was digging for gold — totally off the track in my mind but not in theirs. It all seemed 
very logical, which was great. We finally narrowed it down — well not narrowed it down 
but developed a made up character for this boy in the picture. It wasn't a bad picture. It 
was just a boy without shoes on, in shorts and a tank top — grubby looking kid with a 
hoe. I didn't want to scare the life out of a kinder or anything. They were quite good. It 
was a lovely class. 

I really enjoyed being with that class and it was a creative writing exercise so they could 
choose to do A Day in the Life ... A typical day — like a time diary so writing the times 
down the side and then what happened at each of those times. Or a letter home to a 
friend, a parent and that kind of thing. The other thing with this class it took an awfully 
long time to do those things. They put a lot of time into it. We didn't have time to get 
that factory thing going. We didn't even get to it because we shared the stories and some 
of them took ages. They came up with interesting stories. 

Julie: 	Did you explore the topic of child labour? 

Justine: 

Julie: 

Justine: 

Yes, I did. We did get onto it because a few people — a few of the kids even picked up 
on it and you guide that through a bit more than maybe the other three ??? And we also 
just talked about what it would be like and that came out in one of the stories. I don't 
like to teach that so much but it did come out in the stories, 'I am working so hard', and 
at one stage one of the kids said, 'I am starving'. 

It is quite a hard concept for them to even understand in our western civilisation, isn't it? 
Good. You did do that. Excellent. So have you been doing the same thing — the relief — 
as regularly? 

No. I haven't — I went back to uni. They were asking me all about what happens to 
those students that don't keep teaching ... I thought I told you that I was thinking about 
that but maybe I haven't got there — to that stage yet 
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