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Chapter 6 

Griffith University: a metropolitan university with a diverse 

intake 

David Hicks, Robert A. Ellis, Anh H. Le & Christine V. 

McDonald 

Introduction 

Griffith has expanded its intake to admit a diverse student body and has a reasonable 

proportion of low SES students. It also has students studying online and by mixed 

mode. It, therefore, can be regarded as a university which has taken significant steps 

towards a contemporary model of higher education. 

In this chapter the Griffith model will be compared to that of UTAS, which also has a 

contemporary model. Key distinctions between the two are that; 

• Griffith is a metropolitan university, whereas UTAS has regional and rural 

characteristics.  

• The population samples have notably different characteristics such as the 

proportions admitted on a basis other than secondary, those living in regional 

and remote areas, those studying online, those studying less than a 70% load 

and those older than 24. 

The presentation will follow the order and approach of the previous chapter by first 

examining the overall model, then considering the contribution to the model of the 

individual variables. In each case there will be comparison between the two 

universities. 

Sample 

The sample of the Griffith data was N = 17,546 after the list deletion of the original 

population sample N = 28,231. They were undergraduates aged between 17 to 71 (M = 

23.68, SD = 6.61). Around 23.6% of students who were aged 24 or older. The students 

were enrolled from 2004 to 2018 and more than half (53.7%) of students commenced 

their studies since 2016. More than 95% of students’ study period is within 5 years. 

More than half of the students (52.5%) have been admitted on a basis of their secondary 

school results. As a metropolitan university, as high as 94.5% (N = 16,582) of the 

Griffith students were in the Major City classification, only 5.3% (N = 937) of them 

were in the Inner Regional classification, and as low as 0.2% (N = 27) of the students 

were classified as residing in the Outer Regional Australia. None of the students in this 

population sample were from the Remote Australia nor from the Very Remote 

Australia.Approximately 14.5% of the students are from low social economic status 

(SES) background, a slightly higher percentage of students are from high SES families, 

and the rest of them are from middle SES (69.6%). Students who study a 50% full-time 
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load account for 15.4%, and those who study more than 70% of full-time load amount 

to 84.4%. The attrition rate of this population sample is 15.6%. The average GPAs of 

these students are 4.78 (SD = 1.09) measured between 0 to 7.  

Overall model 

The refined model for Griffith showed a good fit to the data. R-CFI = 0.944, SRMR = 

0.026 and R-RMSEA = 0.049.  

The modification indices suggested the addition of three paths to the model: 

• basis of admission to proportion of units completed 

• proportion of full-time load to year of study 

• proportion of full-time load to dropout. 

The first of these was not present in the UTAS model; the other two were. 

 

The good fit of the overall model shows that retention and success is a complex 

multivariate phenomenon. A broad array of factors act in concert to impact upon 

outcomes. To succeed in completing their degrees students need to simultaneously deal 

with multiple issues. 

The model shows that measures taken to widen admission to diversify the student body 

affect retention and success. Changes to modes of teaching and learning to facilitate 

access and boost equity also impact on attrition. 

It should also be pointed out that the model simplifies the complexity of the phenomena 

as the variables in the model were restricted to those available from the student record 

database. Factors relating to personal circumstances, such as competing demands from 

employment and carer status, could not be included. The most significant omission was 

anything related to teaching and learning. 
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Mode of study 

Mode of study has a moderately small positive standardised coefficient for the path to 

age. This contrasts with UTAS, which had a larger and negative coefficient.  

Looking at the total effect of mode on the outcome variables, there appears to be no 

significant effect on dropout or GPA (N.B. total effect of mode of study on drop out is 

0.0031). There is some evidence in the literature (see for example, Bawa, 2016; Bowers 

& Kumar, 2015), that the more online learning that occurs in the student experience, the 

more there tends to be attrition. The results from the Griffith data show no significant 

difference between students in predominantly on-campus courses and those in 

predominantly online courses, suggesting no significant differences in how students 

experience learning in the different course designs that were likely to contribute to 

attrition.  

Admission basis 

Admission basis again has the largest standardised coefficient of the presage variables 

to the intervening ones. There is also an added path with a small standardised 

coefficient to proportion of units completed. Basis of admission does impact on 

outcomes, but not as a single variable predictor. 

Taking measures to widen access to a more diverse student body will tend to increase 

attrition. However, admission should not be treated as a single variable phenomena. 

Non-traditional students often face the daunting intersection of disadvantages which act 

together. More significantly, while some of those admitted with lesser qualifications do 

not succeed, many do. Basis of admission does not have a simple direct causal effect on 

outcomes; many other factors play a part. 

Remoteness 

The path from remoteness to age was not significant. The intercorrelations to mode of 

study and admission basis were both considerably smaller than those for UTAS. These 

differences in the comparison of the models has a ready explanation in the demographic 

distribution of the student body. As a metropolitan university, 94.5% of the Griffith 

students were in the Major City classification and 5.3% in the Inner Regional 

classification. The coding of remoteness was based on term address. The large majority 

of Griffith students are not fully online. Most, therefore, spend term time in areas 

classified as major city. The remoteness variable, therefore, would have had a 

comparatively limited variance. 

Socio economic status (SES) 

SES has a small standardised coefficient for the path to age. The intercorrelations 

between SES and the other presage variables are either very small or non-significant. 

The relatively weak direct path and lack of significant intercorrelations for SES was 

somewhat inconsistent with the theorising of the hypothesised model. Achieving greater 

levels of equity in higher education has long been accepted as an important aim. The 
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model suggests that when low SES students are admitted, their low SES status does not 

have a major impact on outcomes. Historically low SES students have been under-

represented in higher education; been more may have but once admitted they seem able 

to achieve at similar levels to those from more advantaged backgrounds. 

Proportion of full-time load 

Proportion of full-time load plays a similar role to the model as it does in the UTAS 

model. There are paths to both intermediate variables with moderate negative 

coefficients. This indicates that those taking smaller loads are less likely to complete 

their studies. There is a direct path to dropout with a small positive standardised 

coefficient 

Proportion of full-time load is reasonably strongly intercorrelated with both mode of 

study and admission basis.  For admission basis, the more formal the qualification, the 

more likely that the student will have a full time load. For mode of study, the more part 

time, the more online.  

Intervening variables 

The intervening variables are again a key feature of the model. The consistency of the 

results amongst the variables suggests that Age and Year of Study mediate the 

relationship between presage and outcome variables and help to uncover the 

associations involved in attrition. It is illuminative to characterise it as a longitudinal 

process model. There are only two direct paths from presage variables to outcome 

variables; both with small standardised coefficients. Retention and success are not 

single variable phenomena. 

Outcome variables 

The outcome variables suggest that the model is a better predictor of dropout than GPA. 

This confirms the interpretation that the model is better at explaining attrition than 

academic performance.  

In this case, though, proportion of units completed has a path from year of study with 

the highest standardised coefficient of any in the model. The differing impacts on 

proportion of units completed may be influenced by measurement issues. Proportion of 

units completed is not a variable routinely recorded in student record databases. The 

variable had to be computed from other variables which were recorded. There may, 

therefore, have been unforeseen variations in the operationalisation of proportion of 

units completed owing to institutional database recording practices. 

Introduction to the case studies 

Flexibility in mode of study is important in enabling students to enrol. The inclusion of 

an online component in every course at Griffith University (GU) has given students 

additional support in managing their studies and making the most of their learning. In 

blended course designs, variation in the intent of students towards learning can be 
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broadly described as ‘to seek meaning in order to engage deeply’ or ‘to replicate 

formulaic answers in order to satisfy perceived requirements’ (Ellis & Goodyear, 2013). 

Differences at the institutional level (i.e., predominantly online at UTAS and blended at 

GU) guide how support should be resourced, designed and delivered differently. These 

particular support frameworks are required for (i) school leavers lacking learning 

maturity and familiarisation with academia to orientate themselves effectively in their 

degrees; (ii) students with registered challenges to succeed; (iii) mature-aged students 

with external pressures (significant family and work responsibilities) to deal with 

logistical complexity; (iv) students in remote contexts that depend almost wholly on 

their online experience to replace the connections and understanding they would have 

received from a campus-based experience; and (v) students in blended course designs 

who are having difficulty understanding how to relate their online experiences to their 

face-to-face experience to achieve learning outcomes. 

The following case studies illuminate these characteristics. They help identify student 

experiences of support to overcome barriers in learning, which complements the 

findings of the SEM analyses with a student perspective on the support needed and 

elaborates how students can be assisted to develop resilience in their learning to 

succeed at university. 

Case study 1: Gary 

Gary is a school leaver completing his first year of a Criminology degree. He lives with 

his parents and his 4-year-old brother. Despite being aware of the importance of 

socialisation, he is by nature an introvert and reserved person: 

I would say it is pretty important because I tend to do better when I’m working with other 

people, but because I’m not too keen on actually talking to other people so a lot of the 

time I just work on my own. But I know that I work better with others. 

He chose this area of study as he believed it offered better long-term career 

opportunities, rather than following his interest in the arts. His studies at school focused 

on art subjects, with four out of his six elective subjects being arts-related: 

When I was picking my preferences, I started thinking about career choices and it is 

pretty hard to actually come out with a career in art, so, I just discarded the idea of going 

into art and went into something else instead. 

At the intrapersonal level, his lack of motivation has limited his ability to set a clear 

goal for his study, thus impacting on his learning experience. As he described it, “I’ve 

already had a problem, that I don’t really have a goal I’m aiming for, I kind of just go 

wherever the wind takes me.” He was never determined to strive for academic 

achievement. He was content with average grades as he stated, “I don’t see the 

difference between like A and C. If I pass, it’s good enough.” 

He also exhibits a low level of self-efficacy when it comes to decision making. He 

shared that he was struggling with the decision of an institution for his university study, 

as well as the area of study. Although his parents encouraged him to be independent, he 

still was not able to take the initiative in the decision making process: 
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I guess they [his parents] tried to push me to the point where I could do everything by 

myself, but I just wasn’t really the type that does that so, a lot of the time I would just go 

around and start asking, what am I supposed to do? 

As a school leaver, he lacked the maturity and familiarisation with academia. 

Particularly, he lacked the academic skills required for university study, especially 

writing and research skills. He had difficulties completing the assessment tasks in his 

courses. His initial experience with learning in university was fairly positive but short-

lived: 

Well, my first thought, I thought the topic was interesting and I was actually pretty into 

it. I would take quite a lot of notes. I actually ran out of a book once, and I had two books 

worth of notes on one single course. On the second term, I started taking less notes 

because I kind of went like, oh, yeah, I can remember this, and also, I could go back and 

listen to it, I wasn’t as – how do you say it. It wasn’t as much of a – it wasn’t as intense, I 

guess, in terms of studying and I kind of fall down a little bit on the second term. 

He did make an effort to improve his ability to learn, developing critical thinking, as he 

described, “I try to look at it from different perceptions and whatnot and sometimes I 

try to associate it with other things that I’ve seen before and try to make a different kind 

of argument and point to what I’ve seen.” However, lack of preparation and motivation 

has limited him in aggregating his learning experiences.   

Additionally, Gary appeared to have an issue with prioritisation. His lack of confidence 

in his academic ability has impacted on his management of the study load, which has 

resulted in increased pressure:  

I kind of just decided that maybe I should take four, just in case, because I’m not sure if I 

would do too well in year 2 or year 3, so, I’m just trying to, in a way, get extra points, 

just in case if I fail a course or two in the future. 

His experiences with online learning were not very positive. Online study mode does 

not seem to be his preference, as he indicated it is not a motivating medium for him. 

The flexibility offered by online mode of delivery appeared to have a negative effect on 

his learning experience, as he described, “a lot of the time I kind of forget, because I 

don’t really ask questions and whereas online, you don’t tend to take notes as often, 

because you can always go back and listen.”  

Due to his reserved nature, he has not actively sought support in any form, although he 

has been informed of available support services at university. For example, “the online, 

I guess you don’t really get – I shouldn’t say you don’t get as much help, because there 

is a lot of help, but I just don’t go for it.” He was aware that he needed support but took 

no proactive action: 

Well, I have a hard time managing my time with assessments and I feel like if I actually 

talk to my teachers and tutors about that, I might be able to get into work better, but I 

kind of just keep it to myself. I had tutors that told me about different stuff and they have 

said, if I do need help, I could seek different places in the uni and different people that 

may actually help me quite a lot. But I haven’t actually went to any of them. 

Gary does not appear to have a large circle of friends, and his interaction with peers is 

limited. His life outside of university evolves around his family – doing chores around 

the house, and his part-time job. His family and work commitments have impacted on 
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his study, given his lack of motivation and inability to prioritise, and find a balance 

between, university studies and work:  

I just don’t really focus on studying as much because I have a little brother that goes 

around and I can’t really focus on it. I also help around the works in – the house, the 

dishes, sometimes the cooking. I do have work outside of uni and outside of home. 

Sometimes when I come home from work, I try to study but I’m kind of just too fatigued 

to actually focus on it and I tend to forget everything I looked at. 

Even at home, he tends to keep things to himself. His interaction with his parents is 

limited to sharing any positive experiences that he may have:  

Well, because my parents work quite a lot at – long hours, so we don’t really talk that 

much at home. I feel like – they don’t really know what I’m going through in college 

because I don’t really talk to them about it that much. I only really speak about things 

that I thought was really interesting and don’t really tend to talk about things that’s bad, I 

kind of just say what’s good about this stuff. 

Case study 2: Tiana 

Tiana is a mature-aged student in her mid-20s, completing the first year of an Education 

degree, majoring in geography and history. She comes from a large family, with 11 

siblings, and had an interrupted school education, albeit successful compared to her 

siblings: 

I went to 12 different schools, moved around a lot. I've got 11 brothers and sisters as well 

and only two of us finished high school out of all of my siblings, including my parents - 

just two of my siblings in my whole family. 

She struggled making the decision about which degree which would best suit her. She 

was initially enrolled in a Bachelor of Law, and stayed in the program for six months. 

She then changed to a degree in International Relations, staying for 12 months, before 

deciding to enrol in her current Education degree.  

Being a mature-aged student has motivated her to complete her degree. As she 

described, “I've always felt really intimidated by everybody, but now that I'm a bit older 

and I’ve gotten pretty good grades I feel a little bit more confident that I can probably 

do that one day.” Her choice of history as one of her teaching areas was influenced by 

her school teachers as she stated, “All of my history teachers were my favourite as well, 

I think that that's what probably had the biggest impact.” 

Her first-year experience in her education program was not very positive citing some 

limitations in the program design related to school placements. Tiana and her peers had 

expressed concerns over the limited preparation in the first year of their study for 

teaching practicums. They expected to have more practical components included in the 

program: 

Most of my friends thought we didn't have any idea what we were going to be doing once 

we got into a classroom at the end of first year. But I don't expect there to be any more 

prac like in the actual classroom, because that would take away from the kids learning, 

and even just like, mock teaching in the classrooms and stuff like that, just practicing. 

And a lot more public speaking because a lot of people have, a lot of people are nervous. 
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More prac would be good, because it keeps everybody motivated and everybody loves 

prac.  

She cited her experience with online learning as very positive. Being a mother of two 

young children and working fulltime, online mode of study offers her flexibility in her 

study arrangements, work and family life, and best suited her changing circumstances: 

I just had a bit of a complicated pregnancy and it was the census so I didn’t want to 

withdraw because I'd already done so much work. The online course is a lot easier at the 

moment for me. I'm four weeks ahead in that course at the moment, because it's been 

really easy to do at home. I always watched the lectures online mostly and go to my face-

to-face tutorials. It depends if there's an exam. If there's a reason to watch it a second 

time. If there was an exam, I would watch the recorded lecture again. 

Her experiences with interpersonal support from lecturers and tutors at GU were very 

positive. She was aware of available support, and has been proactive in reaching out for 

support. As she described, “every tutor and lecturer that I had in International Relations 

was really supportive and helpful with the baby.” In one of her courses in her education 

degree this trimester, she was not able to enrol in her preferred tutorial, but took the 

bold action of attending without permission or notification, but was supportively 

accommodated by the tutor: 

I just showed up on the first day and she was really, really nice and I didn't even mention 

- before I mentioned to her, that I wasn't in the class, she knew and she said it was 

okay… Showed up on the first day, I shouldn't have done that with that one. I expected it 

only because I know two of the students that have babies that took babies to class. I 

wouldn't have come otherwise; I would've asked before.  

Case study 3: John 

John is a mature-aged student in his late-30s, completing his first year in an Education 

degree. Having worked most of his life as a farmer, and then as a business owner 

selling organic farming products, he was not very confident with his university study to 

start with, expressing “I really had this deeply entrenched belief that I wasn’t very 

intelligent because I did so poorly in high school.” However, being encouraged and 

inspired by one of his friends who is a school teacher, he became motivated to pursue 

his education degree: 

He referred to my ability to communicate, my ability to appeal to people and be an 

effective listener and having the sensitivities associated with that.  Yeah, there's a 

reference there to authentically. He was quite adamant that my values really lined up with 

that based on his own experiences in the field. He really thought that I would get what I 

wanted out of it and that the students I was working with, would get what they needed 

out of me. He's probably really one of the very few people who had some really positive 

things or words of encouragement for that.  

He believed that his previous experience, particularly managing farms and connections 

with his clients, contributed to his motivation and commitment to his study. His first 

trimester was a success with his academic achievement of a GPA of 6.75 on a 7-point 

scale: 

Coming to this and feeling quite motivated and quite focused and wanting to still achieve 

at a very high standard.  I think that's the foundation in that I want to do really well.  I'm 
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really motivated to do really well.  It's really important to me.  Another consideration I 

think is when you're older, you look at the HECS debt and you say how do I get value for 

money out of this. 

Contributing to his academic success, were the skills developed in his previous 

occupations, as well as his interest in reading since his late twenties. “Being quite 

politically motivated” and “seeing teaching as a political act” as he admitted, his 

reading has revolved around instructional and communicative texts, which he believed 

could be associated with academic texts. He explained: 

Whether that be stuff to do with small business and compliance.  So, you become quite 

focused.  So that's the preface to me saying I think I'm successful at studying, because of 

the culture that comes with stepping out of small business and farm management and 

having all these balls in the air.   

His experiences in his courses were mainly positive. He acknowledged the role of tutors 

to his academic success, saying “I think having a tutor that really clearly articulates how 

the content connects to the assessment pieces is essential to achieving a good grade or 

to not wasting time.” However, there was a mixed experience with tutoring as he 

reported: 

Maybe there's something about the content which I just didn’t get. I just really feel like 

the tutor didn’t know the content particularly well.  She was honest that this was her first 

time teaching the subject and it was really obvious to see that she was floundering in 

tutorials. I almost had this image or this idea in my head that it's great if the tutor was 

almost a student of having to do that piece of assessment. 

Due to his strong preference for face-to-face learning, John did not view his online 

learning experience in a positive manner. He admitted that “there's something about the 

routine of coming to class and something about kicking my brain into gear and sitting 

there in the lecture hall.” He highlighted his experience with online learning: 

…struggled with, just in the way that a lot of content is multimodal.  See, I've always 

avoided screens or avoided mobile phones or avoided my computer and avoided 

YouTube and there's a lot of things that are online.  Like we watch videos and stuff on 

YouTube as a teaching tool, which I totally get.  It's fine.  But it's just taken me a lot of 

adjustment. So, I would struggle in tutorials initially.  I'd be like oh no, not a bloody 

video. Can't we have a discussion or can't we read something?  I find that really hard to 

engage with.   

Although it was not a priority, John developed connections with friends and peers, 

which was useful in supporting him academically and socially as “it's some kind of 

clarification process that happens as you talk about an assignment and you sort of 

bounce ideas off each other.” John also valued the sharing of experiences with his peers 

in a non-classroom setting:  

I think the other way that it's useful, and this especially happened after prac, is you all go 

off to your different schools, and I found that I was catching up with a few of these guys 

at the pub or whatever in the weekend, and we were comparing notes about the prac. 

What we'd experienced at different schools and things we did and didn’t like, things we 

were really excited about.  I know personally for a guy that I've become really friendly 

with, he found that really kept him motivated during his prac. 
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Overall, John exhibited persistence in his approach to seeking support. He was very 

well informed of the support services provided at university. He accessed the support 

service “Common Time” and found it valuable. He also highlighted his positive 

experience with the supportive atmosphere and environment he encountered during 

orientation: 

…and I arrived in a room full of not so old, incredibly articulate, welcoming women who 

were sort of talking about education in a really progressive and energetic way.  That's 

probably more than anything, how energetic they were and enthusiastic they were about 

education and about the content.   

I was impressed with how much information we were given.  I was really keen to have a 

mentor and learn as much as I could about what I needed to do to succeed.  Who the 

people were, what the subjects were going to be like, what the schedule was going to be 

like?  I just felt like it was so well organised. Probably more than anything, I felt like we 

were greeted in a way that was really positive. We were really warmly welcomed.   

Case study 4: Beth 

Beth is a school leaver, completing her second year of an Education degree. She was 

diagnosed with dyslexia when she was in Year 12, and described her condition in the 

following way, “I can still read and I just - but when I'm under pressure I have issues 

spelling, and then when I'm tired I just lose a bit of focus.” Due to these constraints she 

reported negative experiences with teachers who lacked understanding and special 

needs training: 

Because I had teachers who didn't understand or weren't trained in understanding, and 

dyslexia and other disabilities - because I even got diagnosed with other ones by 

accident, just because there's similar symptoms.  It just showed me that even though I 

wasn't autistic - I didn't have ADHD problems, I wasn't bipolar, I didn't have any other 

issues - teachers would treat you differently. 

This lack of understanding from her teachers impacted on her experience with English 

as a subject in school:  

But when you're trying to learn English and spelling but you're learning another 

language, I became better at my second language than my first. So they put me in English 

as a second language course which I thought I was so smart in, because I thought I was 

doing so well. My teacher was saying you're lazy and stuff but it wasn't.  It was because 

I've missed so much English and stuff. I have missed three years of school in total and 

stuff like that. 

Despite being disadvantaged in school, she was motivated to become a teacher, 

majoring in Special Education, as she had positive experiences tutoring children with 

special needs, including her brother. Beth’s first trimester was not a success and she 

cited teachers’ lack of understanding of her circumstances as negatively impacted on 

her academic experience. She reported teachers’ biased assessment of her university 

assignments:  

I had a few teachers in this course that dropped my grades down saying that I needed to 

learn that; no one's going to look at - pass over little mistakes. So I've nearly failed 

courses with teachers that did drop my grades down. Once I realised they were being 

biased I tried to move, but by the time you start realising they're dropping your grades 



115 

 

you can't transfer out of the course, and there's no way to know if a teacher is being 

biased or anything until later. 

I went and spoke to her about it and after that I started dropping marks. I have - I do have 

someone who reads over my assignments and helps to make sure that there's no 

spelling… 

In spite of these constraints she has made every attempt to progress with her study, 

including “I just didn't sleep. I don't - because of having to work so hard at high school 

to pull the same grades as anyone else, I learnt how to not really work off - I can work 

off little to no…”:  

Apart from academic study, Beth did not seem to prioritise developing social 

connections. She currently has a part-time job as a kindergarten teacher through a 

network at university, which was more suitable than her previous job that negatively 

impacted her study: 

I had a bad job that wasn't working with uni and it was making it hard to come here, do 

my studies, while still being able to support myself. I worked at a newsagency with the 

gambling companies so I had the issue of having to keep my training up-to-date, so I was 

doing certificates and modules where I'd have to be offsite at the schools and stuff for my 

job to keep it, but I would also have to attend uni.  So some days I would come here; then 

have to rush off to Coorparoo. Just go to a TAFE there to complete another module. Then 

if I didn't get a high enough score I lost my job.  So I would be studying for two exams 

with two different things. 

In terms of pastoral care, Beth reported her positive experience with institutional 

support at university. The support also involves raising tutors’ awareness and 

understanding of her situation to avoid biased judgments: 

I did Optimise and stuff like that and we did it with Griffith and she would constantly 

walk - she was there a few times.  Then for my Open Day she was the one person I 

recognised so I went up asking how do you know that they're not going to make the same 

judgment.  I didn't know she was education and she just goes oh well when you get in 

call me and I'll help you figure out your timetable. She helped me know tutors; how to 

explain to tutors my issue so they didn't make the full jump.   

Beth was informed of the different support services offered and took proactive steps to 

access support. She sought clarification on assessment tasks via mentoring. As she has 

difficulty reading text on computer screens and listening to lectures online, she 

proactively reached out for support: 

I would have to probably get more help from the special needs unit than what I [have], 

because I just have a software that I press record and it records my lectures and it actually 

it turns it into a text for me.  I can then later hear them speaking while also reading, 

which helps me learn the jargon that I need to use. 

Beth also shared an experience where she had problem at the school where she had her 

first school practicum which did not involve classroom teaching, just classroom 

observation. Her supervising teacher was not aware of this and expected her to teach. 

Beth was able to turn this into a positive experience, and be proactive in resolving the 

problem, by developing lesson plans for the ‘unexpected’ teaching at the observation 

practicum: 
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They mistook us for being able to teach. So I walked in one day and they were like 

hope you have your lesson plan and just left me. I ended up having to find the C2C 

books and create my first lesson on my third day there just because the tea 




