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Executive summary 

This is a report of the first year of a study that is following a group of 57 “promising” primary and 

secondary teachers from their third to their seventh years of teaching, in order to understand more 

about their experiences in the early years of their careers.  Our sample comprises 20 males and 37 

females; two thirds had worked in other occupations before becoming teachers. Teacher 

educators, and principals or heads of departments in schools, identified the teachers as “having 

promise and likely to make a significant contribution to teaching and to children’s and young 

persons’ learning”, and as “the sorts of people they hope will remain in teaching”. The focus is on 

“teachers of promise” because of international evidence suggesting that such teachers are more 

likely to leave teaching for other careers. If this is the case, it is concerning, given evidence that 

the calibre of student learning is strongly influenced by teacher quality. Little is known in the 

New Zealand context about why newly qualified teachers stay in their schools, move schools, or 

decide to leave teaching altogether. Nor is much known about the ways in which beginning 

teachers adapt to their new roles and get better at them. Given that it takes several years to 

develop strong expertise in teaching, the research is intended to explore the factors that sustain 

newly qualified teachers’ commitment to teaching and develop their knowledge and skills. 

 The data are from the teachers themselves—their personal beliefs and values; what they think 

about their careers; their day-to-day work in classrooms and their schools; and the place of 

teaching in their lives. The study is not intended to evaluate the classroom effectiveness of these 

teachers by seeking data from outside sources, such as classroom observations or student 

achievement data. Our concern is with how the work of teaching is turning out in practice; how 

school contexts interact with teachers’ expectations of teaching; and the opportunities they have to 

develop their abilities to assist all children and young people to learn effectively. Over time we 

hope to know more about why it is that some teachers retain high aspirations for themselves and 

for their students, while others lower their expectations, or lose heart and leave. 

The questions for the first phase of the study were: 

 
 
 
 
 
 
 

What were the factors that influenced our participants to choose teaching as a career? 

What were their expectations of teaching? 

How well did they think they were prepared to teach? 

In what ways did their schools support them in their first two years in the classroom? 

How many have already changed schools, and why? 

What aspects of their work are most satisfying to them? 

What constraints are they facing? What aspects of teaching are less satisfying? Are 

they more or less motivated than when they began teaching? 

 vii © NZCER 



 

 
 

 

 
 
 
 
 
 

What are their views of teaching, their images of themselves as teachers, and how far 

along a continuum from novice to expert do they think they are? 

In what ways are they developing greater teaching expertise? 

Are they managing to achieve a balance between their teaching and out-of-school 

lives? 

How do they envisage their careers developing? 

The study began in 2005, and data were obtained from individual interviews with each teacher in 

May/June, and October/November. Teachers also completed a short survey in the fourth term. 

The first interview looked backwards, and explored reasons for becoming a teacher, and the first 

two years of their induction into the profession. The second interview explored changes since the 

first interview; teachers’ views on their development as a teacher so far; ways that they were 

building their knowledge and expertise; and their future goals. The survey asked for teachers’ 

judgements concerning the teaching profession, workload, working conditions, opportunities for 

professional development and sources of professional learning, and how they envisaged their 

careers developing over the next five years. 

This summary presents findings and implications organised according to the key questions from 

this phase of the research. 

Motivation to teach 

The teachers in this study were attracted to teaching for the same reasons identified in the 

international literature and in recent New Zealand research (Hall & Langton, 2006; Kane & 

Mallon, 2006): 

Teaching is important to society. 

Teaching offers a chance to “make a difference” to children’s lives. 

Teaching is fulfilling and creative. 

Teaching offers a challenge that other careers lack. 

Teaching offers a chance to share love of particular subjects. 

Working with children and young people provides enjoyment. 

Views on initial teacher education 

The majority of teachers considered that they had been prepared or well prepared for teaching, 

although there were areas where they felt less prepared. About one third of primary teachers 

reported poor preparation to handle a range of classroom management or discipline problems, and 

for working constructively with parents/caregivers to enhance student learning. Half of the 

secondary teachers felt inadequately prepared to work with parents. It is not possible to be fully 

prepared in advance for every exigency that could arise, and some schools appeared to have been 

more proactive than others in assisting new teachers to learn effective approaches within their 
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particular contexts. Teachers who felt well prepared to teach tended to report greater satisfaction 

in their third year of teaching, compared with those who felt less prepared to teach. This suggests 

that effective initial teacher education may assist beginning teachers to manage the vicissitudes 

inherent in classroom practice more successfully, thus contributing to their confidence, success, 

and feelings of satisfaction. 

Employment patterns in first two years of teaching 

One third of the teachers in primary schools began teaching with a series of short-term 

appointments. Older primary teachers found it more difficult to obtain teaching positions, 

probably because the average age for primary teachers is 44 years, and schools are more likely to 

employ a younger teacher to balance the age profile of their staff. By contrast, most of the 

secondary teachers found full-time permanent positions. 

One fifth of the teachers had voluntarily moved from their initial teaching positions, sometimes 

more than once, one half had moved because their first school had not lived up to their 

expectations, or had  failed to provide a supportive work environment. If they found that their 

teaching circumstances had not allowed them to be successful teachers, they were prepared to 

“give teaching another go” in another environment. 

Views on induction 

Induction for new teachers is now recognised as important, both in retaining beginning teachers 

and in assisting them to develop their teaching (Youngs, 2002; Cochran-Smith, 2004; Ingersoll & 

Kralik, 2004; Kelley, 2004; OECD, 2005). The OECD has identified how the “quality of the 

professional experience in the early years of teaching is now seen as a crucial influence on the 

likelihood of leaving the teaching profession” (OECD 2005, p.135). 

Despite New Zealand’s good international reputation for a system-wide commitment to providing 

support for beginning teachers, the teachers in our study had variable support. The first group 

(over half the sample) described systematic and supportive induction experiences. A second group 

of teachers taught in schools that provided minimal or unsupportive induction. The third group 

was given guidance in an ad hoc way, usually from individuals, but had no planned programme. 

Teachers in low-decile schools almost all experienced supportive induction, which contrasts with 

overseas studies that have found that many schools serving low-income students do not provide 

new teachers with the support they need to do their jobs well (Johnson, Kardos, Kauffman, Liu & 

Donaldson, 2004). 
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The majority of teachers in contributing or full primary schools reported systematic and 

supportive induction. Only a third of intermediate and secondary school teachers were in this 

category. Almost half of the secondary teachers reported that their schools provided minimal or 

unsupportive induction into the teaching profession.  

Supportive and systematic induction practices tended to: 

 

 

 

 

 

 

 

 

 

reflect the learning cultures already established in schools. Support was wider than 

the allocation of a tutor/supervisor; 

reflect effective leadership.  Principals had a direct effect on beginning teachers by 

showing interest in them and encouraging their progress. They had an indirect 

influence effect on beginning teachers in that their management practices impacted 

on how successful they and their colleagues were able to be. Principals who managed 

the school in ways that supported the learning of all teachers, and protected new 

teachers from additional responsibilities that could prevent them from giving full 

attention to their classroom programmes, provided strong induction support; 

provide opportunities for beginning and experienced teachers to develop collective 

understandings of effective teaching. This occurred primarily through school-based 

professional development; 

occur in schools with well functioning departments or teaching syndicates with a 

collective approach to planning and assessment; 

ensure that beginning teachers’ classrooms were located close to their mentors and 

other sources of support. Proximity to others encouraged opportunities for sharing 

ideas and resources, for frequent informal feedback on their work, and for them to 

observe the teaching of their colleagues. Aligned timetables for tutor teachers and 

beginning teachers in secondary schools made it more likely that they would be able 

to meet together regularly; 

ensure that  tutor teachers or supervisors had the mix of personal and pedagogical 

skills to support and challenge the beginning teacher, as well as the time to fulfil this 

responsibility; 

 pay attention to  class composition, timetable, and mix of subjects in secondary 

schools; 

build advice and guidance programmes around the identified needs and interests of 

beginning teachers, and provide structured guidance for particular “events” such as 

reporting to parents; 

provide encouragement for beginning teachers to participate in professional learning 

and networks outside the school. 
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Development of a professional identity 

Teachers defined their professional identities in altruistic and moral terms, which had strong 

synchrony with their reasons for becoming teachers.  Without exception these were related to their 

commitment to children, and to their desire to impact positively on their lives by helping them to 

become “better people” and “the best person they can be”. 

They saw their major accountability as being to the students themselves. This accountability 

compelled them to “teach well”, “create the best environment for learning”, “ensure children 

reach their potential”, and “be personally and professionally available”. They also expressed their 

accountability to their colleagues, expressing this as “being reliable and trustworthy”, 

“supportive”, “upholding professional expectations”, and contributing to their team.  

They also identified accountabilities to the wider profession. This was reflected in comments such 

as “uphold the standards and expectations of the profession”, “keep up-to-date and improve 

teaching practice”, “use research-informed methods”, “contribute to other colleagues’ learning”, 

and “help to develop student teachers”.  

Some teachers also described their accountabilities to families and the community, noting that 

“we are all working towards the same goals”, and “we need to reach out”, “be approachable”, and 

“be honest”. 

Views of accomplished teaching 

While teachers considered that they had developed their teaching abilities in their initial three 

years of teaching, almost all acknowledged that they still had more to learn before they would 

consider themselves to be accomplished teachers. Accomplished teachers, in their view, would: 

 
 
 
 
 

 
 
 
 
 
 

be ahead of the field in terms of their pedagogical knowledge; 

have “multiple strategies” to teach a range of students; 

be constantly trying new approaches to teaching; 

cater effectively to the learning needs of all the students they teach; 

have good quality data on their students’ learning and use it to improve their 

teaching; 

be always well organised; 

be flexible in their responses; 

look out for less experienced teachers; 

be a good team player; 

be more intuitive, and be able to be responsive “on the run”; and 

do all of the above simultaneously. 
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Worries 

The two main areas of worry for teachers related to their concerns for students and about meeting 

the myriad expectations of their work.  They worried about students’ personal wellbeing and that 

as teachers they were not meeting their individual learning needs. The intensity of their work 

often resulted in anxiety that they were not “on top” of all of the tasks additional to their core 

work with children. 

The interview data highlighted a number of teacher concerns about working with parents. One 

quarter of primary teachers and one third of secondary teachers identified their relationships with 

parents as highly satisfying, with almost all of the rest rating them as “somewhat satisfactory”.  

Motivation 

More than two thirds of the teachers reported that they were feeling more motivated to teach than 

when they began teaching, with the rest equally divided between feeling the same and feeling less 

motivated.  

The main reason for greater motivation was the sense of achievement they felt, and greater 

confidence in their teaching. Teachers enjoyed knowing more, “feeling more on top” of their 

work, finding things less of a challenge, and being able to do things more instinctively. There was 

clear agreement that the most satisfying aspect of teachers’ work was their core work with 

children, their relationships with children, and the outcomes of their teaching. 

Those who felt less motivated attributed this to school factors such as negative school politics, 

lack of acknowledgement, and feelings of overload, which led teachers to look for teaching 

positions in other schools; for jobs outside teaching where they could use their teaching skills, or 

to consider taking time out for travel. 

Workload 

One half of the teachers reported working ten or more hours a week outside their timetabled day, 

and a significant minority of teachers did not think that their workload was manageable. Factors 

that contributed to overload were mostly related to paperwork, meetings, assessment, and 

reporting. Half of the primary teachers and a quarter of the secondary teachers considered that 

their level of work-related stress was unacceptable. Only half of the teachers thought they were 

able to maintain a satisfactory work-life balance. 
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Opportunities for ongoing learning 

Most of the teachers had informal opportunities to develop their learning from their interactions 

with more experienced colleagues.  Structured opportunities to observe teaching and obtain 

formative feedback on their own teaching were few. While most teachers were occasionally 

observed teaching (typically for appraisal purposes) almost a third of the secondary teachers had 

not been observed at all during their third year of teaching. 

Most formal professional development was in relation to Ministry of Education priorities. 

Teachers in primary schools identified school-based Ministry of Education contracts for literacy, 

numeracy, ICT, and assessment as having positive impacts on their teaching and on children’s 

learning. Secondary teachers usually referred to NCEA- related professional learning. Primary 

teachers were three times more likely to have taken part in school-based professional development 

as their secondary colleagues. Similarly, primary teachers were more likely to have participated in 

professional development courses outside their schools. The quality of some of the external 

courses and lack of impact on classroom practice was criticised by a number of teachers. Almost 

half of the secondary teachers reported that they had had no engagement with their subject 

associations in their third year of teaching. This limited their professional learning to that 

provided within their schools, which may be inadequate for them to develop strategies, 

knowledge, and perspectives to sustain and enrich the core of their classroom practice.  

Career development 

At the end of the first year of the study, 52 of the 57 teachers were still employed as teachers in 

New Zealand classrooms. Three female teachers were travelling overseas, and one was on 

maternity leave. Another female teacher had resigned and was teaching for an educational trust. A 

male teacher had accepted a teaching position for 2006 at the institution where he gained his 

teaching credential.  

Almost all the secondary teachers and over half of the primary teachers had been associate 

teachers for student teachers. Three female primary teachers had been appointed as tutor teachers 

for provisionally registered teachers; none had been provided with any training for this role. Two 

of the three teachers had been well mentored themselves, but there appear to be risks to assigning 

these roles to early-career teachers without training and support.  

Two secondary teachers were already in acting HOD positions; both had come to teaching from 

other careers.  A female Mäori teacher was deputy principal in a small primary school. Three 

teachers had been appointed as deans in mid-decile secondary schools. All were career changers. 

While teachers enjoyed these new responsibilities some were aware that too many responsibilities 

too early in their careers created risks of diversion from their key teaching roles, with negative 

impact on the development of their teaching expertise. 
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Over 70 percent of the study thought it highly likely that they would remain in the classroom to 

develop their teaching expertise during the next five years, although one quarter of the  primary 

teachers were considering moving into a different kind of educational work.  

Over half of the teachers anticipated taking on additional leadership and management 

responsibilities. Two primary school teachers expected to become principals within five years. 

About 30 percent of teachers were thinking about taking time out to travel. Taking time out for 

parenting responsibilities was viewed as likely by about one third of the primary teachers. About 

one quarter of the primary teachers and half of the secondary teachers were considering moving 

into the independent school sector.  

In 2006 we kept in email contact with the teachers, and a further seven teachers are no longer 

teaching in New Zealand. Most are overseas; one has a teaching-related position. 

Next steps 

We plan to re-interview the 45 teachers who are still teaching at the end of 2006, as well those 

who are now in other education-related positions. The next stage will assist us to understand how 

teachers’ individual career trajectories are developing, particularly in relation to the different 

beginnings they had to their teaching. For example, are the teachers who thrived in their early 

careers able to sustain the momentum later on? Conversely, what are the longer term impacts of 

“sink or swim” induction patterns on teachers? We are particularly interested in the ways that 

teachers continue to develop their own teaching knowledge and skills, and how they are beginning 

to contribute to teaching as a learning profession, given initial predictions that they were likely to 

do so. These findings should contribute to a deeper understanding of teacher learning and 

development over time, and highlight how different factors such as policy, professional learning, 

professional leadership, and teachers’ own characteristics interact to strengthen or diminish their 

capacity.  
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Introduction 

Background to the study 

The early years of teaching are a special time in a teacher’s career, different from what has 

gone before and what comes after. No longer teachers in someone else’s classroom, 

beginning teachers are on their own, faced with the same responsibilities as their 

experienced colleagues. Beginning teachers get hired, often late and arrive a week before 

school starts for the year to set up their classrooms and prepare for students. Everything is 

new: where to put the desks, what to do on the first day and every day after that; who the 

students are; what their families are like; and what interests, resources and backgrounds 

students bring to the classroom. For the novice the questions are unending: What am I 

supposed to teach? How will my students be tested? What will their test scores reveal about 

me as a teacher?1 What does the principal expect? Am I supposed to keep my students quiet 

or do my colleagues understand that engaged learning sometimes means messy classrooms 

and active students? And after the first weeks of school how can I find out what my students 

really know, deal with their diverse learning needs, and ensure that everyone is learning? 

 (Sharon Feiman-Nemser, 2003)  

The first day was scary because you turn up and you see all these smiling faces and the odd 

parent who has come to see. You look around and there is no associate2 teacher to call 

backup on. You’re it and that’s when it hits home because coming in early and setting the 

class up that was all cool, but when they were all sitting there looking at you saying ‘right, 

teach us!’ You’re going ‘it’s me now’ and that was cool. (Robert, middle school teacher, 

aged 26–30) 

The quotes above highlight the enormous challenges that new teachers face. How well teachers 

meet these challenges is dependent on many factors, some of which can be influenced positively 

to enhance their enjoyment and satisfaction in their work, and develop their abilities as teachers. 

Improving the quality of teaching is now a major policy imperative in many countries given 

recent acknowledgement that teacher quality has a significant impact on student learning and 

school effectiveness (Elmore, 1996; Hattie, 2002), yet a sizeable proportion of teachers is lost to 

the profession early in their careers. Research in a number of countries has demonstrated that 

large proportions of new teachers leave the profession within their first three to five years 

                                                        

1  The last two questions currently have less relevance to teachers in primary schools in New Zealand as 

comparative student data are not highly profiled. 
2  An associate teacher is a teacher who has a role in mentoring student teachers in addition to their role as 

a classroom teacher. 
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(Kilburg, 2003). New teacher attrition is typically a cause for concern, including compounding of 

staffing problems, and loss of teaching expertise (OECD, 2005). Smith and Ingersoll (2004) 

consider that beginning teacher retention is important because school effectiveness is dependent 

on “continuity, cohesiveness, and coherence” (p. 686). In their view high rates of teacher turnover 

make it less likely that schools will be able to develop as learning communities, which in turn 

makes teachers’ work lives less satisfactory, further contributing to attrition.  

The teacher attrition rate is similar in New Zealand to other countries, with around 37 percent of 

all new teachers leaving the teaching profession after three years (Elvidge, 2002). Traditionally, a 

significant proportion of these teachers travel internationally for a rite of passage termed their 

“OE” (overseas experience) for at least a year. About a quarter of the teachers who leave return to 

teach after a year’s break.  

As in many other countries, the average age of teachers is increasing; in New Zealand it is 44 

years. Around a third of New Zealand school teachers are aged 50 years and over; and only 15 

percent of secondary teachers are under 30 years of age (OECD, 2005 pp. 55–56). Graziano 

(2005) describes this as a “double whammy” with large numbers of teachers leaving the 

profession and as many or more retiring.  

The international literature suggests a number of reasons for the high levels of attrition in the 

early years of teaching. Guarino, Santibanez, and Daley (2006) suggest “individuals whose 

opportunity costs outweigh the rewards obtained from teaching will be more likely to leave the 

teaching profession. Similar opportunity costs might induce teachers to leave specific schools or 

districts for others, thus creating school-or-district-specific attrition” (p. 75). Identified 

opportunity costs include poor working conditions, low pay and status, and a perceived lack of 

support from administrators, colleagues, students, and parents (Ingersoll, 2001). Smith and 

Ingersoll (2004) contend that, unlike the support provided in other professions, new teachers are 

typically left to “sink or swim” within the confines of their own classrooms. Other writers 

(Kauffman, Johnson, Kardos, Liu, & Peske, 2002) report that some new teachers characterise 

their experiences with curriculum and assessment as being “lost at sea”. Mulford (2003) cautions 

that the teaching profession needs to be very careful that it does not “eat the seed corn”, 

consuming its own future by frightening off talented people from becoming teachers and leaders 

in schools.  

Smith and Ingersoll (2004) found that first-year teachers who experienced induction programmes 

were more likely to stay in their teaching jobs the following year. Teachers in schools with high 

levels of poverty were more likely to leave at the end of their first year, as were secondary and 

middle school teachers (twice as many as primary teachers). In a study that tracked the decisions 

of teachers to transfer schools or quit teaching in the first five years of their teaching in New York 

city (Boyd, Lankford, Loeb, & Wyckoff, 2005) schools with low-performing students (typically 

schools in poor inner city areas) found it far more difficult to retain teachers, especially teachers 

with higher qualifications. The distance from a teacher’s home was also a factor in retention, as 
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teachers preferred to teach in areas closer to home, and in schools similar to where they went to 

high school.  

Little is known in the New Zealand context about which teachers stay in their schools, decide to 

change schools, or leave teaching altogether, or the reasons for their decisions, although there has 

been some recent work that explores recruitment and retention in secondary schools (Dewar, 

Kennedy, Staig, & Cox, 2003). We do not know to what extent characteristics of the teachers 

themselves, their initial teacher education, school factors, or combinations of these, impact on 

their career decisions. Goodlad and McMannon (2004) in a recent book on teachers’ early careers, 

have observed “we pay a severe price for our neglect of the teaching career”, and contributors to 

their book argue that schools need to attend more rigorously to the first five years of teachers’ 

work. Our research is intended to highlight the early career experiences of a group of new 

teachers to explore the sorts of conditions that not only keep them from leaving, but which 

encourage them to become successful teachers.  

In 2005 we began to track the experiences of a group of 57 New Zealand primary3 and secondary 

school teachers, from their third year of teaching. Our intention is to track these teachers for four 

years (2005–2009), even if they leave teaching. We chose to begin at their third year because this 

followed their two-year period of provisional registration as teachers, and they had earned full 

teacher registration. This is the period when teachers typically make decisions about their careers: 

whether to stay in teaching; whether to advance up the career ladder; to continue with academic 

study; travel; or to seek another job and career. Experiences in these early years also set the 

pattern for the norms, attitudes, and approaches to teaching across a teacher’s career (Moir & 

Gless, 2001). We considered that their third year was recent enough for them to recall their 

reasons for becoming a teacher, their initial teacher education programmes, and their two-year 

advice and guidance programmes, which are nationally funded for all provisionally registered 

teachers.4 The time frame also takes account of evidence that suggests that it is the learning in 

these early years that is critical in developing the knowledge and skills of an “expert” teacher. 

Berliner (1994) for example, estimates that it takes at least five years of classroom teaching before 

teachers will hit their peak performance. 

We had read the research on first and second year teachers from the Project on the Next 

Generation of Teachers (Johnson, 2004), a study of 50 new teachers in Massachusetts, and were 

interested in possible parallels between their study and ours. Johnson’s study found that today’s 

new teachers tend to be older than previous generations of teachers when they begin teaching, to 

                                                        

3  Primary schools cater for students from Year 1 (five years of age) to Year 8, approximately the same age 

group as in elementary schools in the USA. As well as primary schools, there are some schools catering 

for Years 7 and 8. These schools are known as intermediate schools. 
4  Ministry of Education funding is provided to schools to provide advice and guidance programmes for 

teachers in their first year (0.2 of a salary) and second year (0.1 of a salary) of teaching. There is a tutor 

teacher allowance of $2,000 per annum for primary teachers who provide guidance and support to each 

beginning teacher. 
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have worked in other careers before teaching, bringing experiences of other workplaces and 

different expectations to schools. Those who left the profession in Johnson’s study either saw 

teaching as a short-term occupation or had been frustrated by their workplace experiences. Their 

focus is now on “second stage” teachers, those who have remained in teaching after their first two 

years, and who are now making decisions about how to develop their careers (Berg, 2005; 

Donaldson, 2005; Donaldson et al., 2005). 

The focus of our research is on exploring the perceptions and experiences of a group of teachers 

judged to have the potential to become strong teachers, for it is these teachers who are needed for 

a strong and vibrant teaching profession, and because of some research suggesting that it is these 

teachers who are most likely to leave teaching (Boyd et al., 2005; Murnane & Olsen, 1990). 

Guarino et al (2006) point out that there is very little research that looks at the issue of teacher 

quality together with retention. In their view, issues such as the difficulty in establishing an 

agreed-upon definition of teacher quality contribute to the scarcity of this research.  

Our data source is the teachers themselves, their personal beliefs and values, what they think 

about their careers, the day-to-day work in classrooms, and the place of teaching in their lives. It 

is not about judging the classroom effectiveness of these teachers by seeking data from outside 

sources, such as classroom observations or student achievement data. Our concern is with 

teachers’ views of the nature of teaching as a job, the social and organisational contexts of their 

work (such as the students they teach, parental relationships, and school-level organisational 

factors), professional contexts (such as how they are supported to develop deeper understandings 

and skills in teaching and learning), and the impact of policy on their work. Our approach is 

socio-cognitive (Vygotsky, 1978) and sociocultural, with an emphasis on how communities of 

practice (Brown, Collins, & Duguid, 1989; Lave & Wenger, 1991) influence teacher learning and 

development of expertise. Over time we aim to uncover what sustains and develops their 

commitment to teaching and the factors that impact on their development as teachers. We want to 

ask, as did Nieto (2003), why it is that teachers persevere with teaching, or lose heart and leave? It 

is our intention to communicate the views and experiences of these new teachers to the wider 

profession, policy makers, and teacher educators.  

Research questions for the first phase 

Our key questions for the first phase of the study in 2005 (the focus of this overview) were: 

 
 
 
 
 
 

What were the factors that influenced our participants to choose teaching as a career? 

What were their expectations of teaching? 

How well did they think they were prepared to teach? 

In what ways did their schools support them in their first two years in the classroom? 

How many have already changed schools, and why? 

What aspects of their work are most satisfying to them? 

 4 © NZCER 



 

 

 
 
 

                                                       

What constraints are they facing? What aspects of teaching are less satisfying? Are they more 

or less motivated than when they began teaching? 

What are their views of teaching, their image of themselves as teachers, and how far along a 

continuum from novice to expert do they think they are? 

In what ways are they developing greater expertise as a teacher? 

Are they managing to achieve a balance between their teaching and out-of-school lives? 

How do they envisage their careers developing?  

The purpose of this overview is to describe our approach to the research, and to provide a 

summary of the first phase in 2005. This phase included face-to-face interviews with each teacher 

in May and November5 and a survey. We aim to give readers a sense of these 57 teachers, their 

professional journeys so far, and the factors that have helped or hindered the process of learning 

to teach in their first three years of teaching.  

 

5  The New Zealand school year is from February–December, so both interviews took place in teachers’ 

third year of teaching. 
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Research methodology 

Sample selection 

Guarino et al (2006) highlight the few sources of data that are available to researchers to identify 

effective teachers, and we also faced this issue. We were interested in exploring the experiences 

of new teachers who would be likely to impact positively on students’ learning, but there are no 

data sources for this information. Before the education reforms in the late 1980s (Kelsey, 1997), 

all beginning teachers were monitored by school inspectors, who contributed to decisions about 

certification, and ranked their capability as classroom teachers. Decisions about teacher capability 

are now the responsibility of individual schools. Principals attest to the New Zealand Teachers 

Council at the end of their second year of provisional registration that each provisionally 

registered teacher in their school has participated in an advice and guidance programme and met 

registration requirements. We therefore decided to involve employing schools as well as pre-

service institutions in our selection of teachers in our sample. 

In December 2004, we met with programme directors from six institutions in five different cities 

that all offered programmes of initial teacher education. They represented four large institutions 

(two universities, and two colleges of education), and two private institutions. The purpose of the 

meeting was to provide information about the proposed research, to contribute to the definition of 

the sample, and to ask for assistance in locating suitable research participants. Each representative 

agreed to consult within their respective institution to identify graduates who would be in their 

third year of teaching in 2005 who were considered to be “likely to make a significant 

contribution to teaching and to children’s and young persons’ learning, and who were the kind of 

person whom others hope will remain in teaching”.6 The definition was intentionally broad to 

allow for professional predictions by initial teacher educators and confirmation as to current 

suitability provided by the principal or head of department in schools.  

In early 2005 we used the information provided to create a “short list” of 80 teachers, seeking a 

range across teacher age, gender, previous career history, ethnicity, initial teacher education 

programme, school type, and geographical location. The proportion of males recommended by 

initial teacher education providers was much higher than their percentage of graduating students. 

We do not know if this is because the providers made an effort to provide a gender balance in 

                                                        

6  This definition was collaboratively devised by initial teacher educators. 
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their recommendations, or if they believed that males would make a greater contribution to 

teaching, or were concerned about the shortage of males in teaching.  

Our potential sample included two teachers who had taught previously for several years in 

secondary schools in Europe and Samoa who had been required to complete a one-year initial 

teacher education programme in New Zealand.  

We telephoned the school principals of the short-listed teachers, described the research, and asked 

if the suggested teachers were fulfilling their initial promise. In primary and intermediate schools 

the principal was able to comment directly on teachers’ suitability, while secondary principals in 

larger schools usually referred our request on to heads of departments. If their inclusion was 

supported we sent a formal letter to the teacher inviting them to participate in the research. 

In general, the predictions of initial teacher educators were in line with school judgements that 

they were likely to make a significant contribution to teaching and to children’s and young 

persons’ learning, and who were the kind of person they hoped would remain in teaching. In over 

half of the phone calls (44), the principal or head of department strongly supported the 

recommendation of the initial teacher education informants, with comments such as: “I came up 

with the name before I even knew who you wanted. The right choice”; “the first person I thought 

of”; “an absolute cracker”; “an excellent teacher”; “very strong teacher”; “is doing a fantastic 

job”; “amazing teaching presence”; “outstanding teacher”; “doing very well. I can see him 

moving on to higher management. He learns from his errors, and is a keen, enthusiastic learner”; 

“a stunning teacher. Teachers like her are made in heaven somewhere.” 

Two teachers had already left teaching for overseas travel, two were no longer at their first 

schools and could not be located, and seven did not meet the requirement that they be in their 

third year of teaching. This occurred because some providers relied on their memories of when 

people had graduated, which resulted in their recommending teachers who had been teaching for a 

longer period. Nine teachers were deemed to be unsuitable by their schools. Reasons given 

included: “solid older woman, but will not set the world on fire”; “has too much on her plate and 

we are trying to settle things down a bit”; “steady and sure, and will do what is asked of him but 

won’t light any fires”; “a plodder”; “has issues with interpersonal skills”. The number of 

principals who judged teachers in terms of their ability to “light fires” was striking, especially in a 

policy environment of target setting, and measured outputs. The teacher described as having “too 

much on her plate” had recently been appointed to a head of department (HOD) position in a 

secondary school. We tracked one recommended teacher from his first position in a secondary 

school to an intermediate school, which the first principal thought “would better suit his teaching 

style”, but the intermediate principal considered he still had issues to work on, and did not support 

his inclusion. Principals or HODs sometimes proposed other third-year teachers whom they 

considered to be teachers of promise during our conversations with them. When this happened we 

checked back with the institutions where they gained their teaching credentials, and if they 

supported the inclusion of the teacher, we invited them to participate. Ten teachers were identified 

this way. One of these teachers had struggled to meet academic requirements during his initial 
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teacher education, and had not met registration requirements in his first teaching position. With 

the support of his new principal and other teachers he had achieved fully registered teacher status 

and the principal indicated that there had been “such a turn around. He is a dignified and lovely 

teacher. His room is spectacular, and his documentation exemplary. He has great interpersonal 

skills.” We included him because he was a contrast to the other more conventionally defined 

teachers of promise, and to gain insight into the ways that this school was able to see beyond first 

impressions and utilise his talents.  

We also included three teachers whose principals or HODs were not strongly positive about them, 

although they supported their participation. Two had had difficult experiences during their first 

two years of induction, but now appeared to be “settling down”. One had been recently appointed 

to a middle management position with responsibility for the oversight of 500 students. We wanted 

to find out more about their initial challenges from their perspectives to provide insights into how 

these difficulties occurred and how they were resolved. We included the third teacher despite her 

principal claiming that she was a “good young teacher although not a real cracker”, because she 

had graduated from a programme geared towards preparing teachers to teach in diverse urban 

settings, and we were interested in her experiences.  

Two teachers did not respond to our written invitations and a further two declined to participate. 

Both were Mäori males teaching in secondary schools. The first declined because he considered 

that his profile was such that he would be identifiable, and the second did not provide a reason. 

Overall, 57 teachers agreed to participate in the research.  

Research tools 

This is a longitudinal study of a group of individual teachers who will be tracked over a four-year 

period. The teachers have agreed to allow us to contact them through this period to allow for 

comparisons between their experiences in different schools in New Zealand, teaching in other 

countries, and, for those who leave teaching, their reasons for leaving and their subsequent career 

decisions. The study will use a range of methodologies, including semi structured interviews, 

surveys, and focus groups.  

Interviews 

The first interviews were conducted in May–June 2005, with a follow-up survey and interview in 

October–November 2005. The first interview (Appendix A) explored reasons for becoming a 

teacher, and the first two years of teaching, and the second interview (Appendix B) explored 

changes since the first interview, their views of their development as a teacher, ways they were 

building knowledge and expertise, and their future goals. Teachers were sent a copy of the 

interview questions before the interviews, which lasted from 50–90 minutes, with an average 
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length of 60 minutes. Interview questions were used as prompts for discussion and we tailored 

follow-up questions to clarify and explore areas that were salient for particular teachers.  

The majority of the interviews (50) were conducted by the three authors, with six interviews held 

with a separate interviewer, and a seventh interview conducted in a kura kaupapa Mäori school7 

by a Mäori researcher.  

Almost all interviews were held in the teachers’ schools, usually in a quiet interview room, but 

sometimes in the staffroom or in a classroom. Sometimes we were forced to move from location 

to location (up to four times) when the room we were using was required for another purpose, 

which gave us an insight into the lack of meeting space in some schools.  

The interviews were all professionally transcribed in verbatim text and returned to the teachers for 

checking and approval to use quotes. Data analysis of the interviews has been ongoing and 

iterative. We have constructed analytic case summaries based on the key themes that emerged 

from the interviews, and relevant contextual information about participants’ schools from 

Educational Review Office (ERO) reports available online on all schools.8 Data have been 

collectively analysed across the 57 summaries to develop our understandings of common themes. 

Before the second interviews teachers were sent a summary of the key information from their first 

interview, and this was discussed at the start of the interview. In all cases the teachers agreed that 

we had correctly described the areas that were of importance to them, and occasionally they asked 

us to add or clarify information. A case record has been developed for each teacher, which 

contains interview transcripts, summaries, survey, and copies of ongoing communication such as 

email and phone calls. This will be added to over the period of the research. 

Survey 

We also sent teachers a survey (Appendix C) to complete and return to us at the interview. The 

survey was constructed to provide comparative information on key areas from teachers. We 

included and modified items from a number of surveys, including items from the National 

Foundation for Educational Research (NFER) (Sturman et al., 2005) and a survey from the North 

Carolina Teaching Standards Commission.  

The majority of the teachers had completed their surveys prior to the second interview. Those 

who had not done so were given stamped addressed envelopes to return their surveys. Fifty-three 

teachers (93 percent of the overall sample) returned their surveys before the cut off-date. Two 

teachers were overseas, and one had resigned, so all but one teacher currently teaching returned 

their surveys.  

                                                        

7  A kura kaupapa Mäori school is a State school where teaching is in the Mäori language, and the school’s 

aims, purposes, and objectives reflect Mäori philosophy. 
8  The Education Review Office (ERO) reviews schools and early childhood education services every three 

years, and publishes national reports on current education practice. 
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Characteristics of the sample 

Gender  

The overall teaching workforce is predominantly female (70 percent). Only 20 percent of all 

primary teachers and 45 percent of secondary teachers are male (Murray, 2006). We had 20 males 

(35 percent) in our sample; six in primary schools, four in intermediate schools, and nine in 

secondary schools. 

Age  

As expected, the proportion of teachers aged less than 30 years (63 percent) is much higher than 

their proportion in the teaching workforce (about 14 percent). We deliberately set out to over-

sample this age group, as well as to include teachers from 31–40 years (21 percent) and above 40 

years (16 percent) since they make up an increasingly large proportion of new teachers.  

Table 1 Ages of teachers in sample (n=57) 

Ages 20–25 26–30 31–40 41–50 

Numbers 18 18 12 9 

Ethnicity  

Table 2 Ethnicity of teachers in sample (n=57) 

Ethnicity Mäori Päkehä Pasifika Asian 

Numbers 7 47 2 1 

 

In 2002, Mäori comprised 11 percent of all beginning teachers; this is 2 percent greater than the 

proportion of the total teaching workforce that is Mäori (Elvidge, 2002). Mäori comprise 12 

percent of our sample. The Päkehä teachers include two teachers who are immigrants from 

European countries. There are few Pasifika and Asian teachers in teaching positions in New 

Zealand, and this is reflected in their low representation in the sample.  

Previous occupations  

Three people in our sample had already been teachers; one was an early childhood teacher, and 

two had previously taught in secondary schools overseas. They were all required to retrain. 

Around two-thirds of the teachers had worked in other employment before deciding to become 

teachers. Almost all the male teachers (16) and half the women chose teaching after working in 

other occupations. Only 20 entered teaching programmes straight from school or university. The 

table below shows the wide variety of previous occupations of this group of teachers.  
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Table 3 Previous occupations (n=34) 

Previous occupation Numbers 

Sales and marketing 4 

Financial and/or accounting 4 

Trade (building labourer, automotive parts, joiner, different apprenticeships) 4 

Management and human resources 3 

Scientist or engineer 3 

Health professional 3 

Teacher aide 2 

Administration/customer service 3 

Journalist 2 

 Full-time parenting 2 

Graphic design 1 

Other (farm work, research assistant, sports coach) 3 

Qualifications 

The provision of initial teacher education in New Zealand has been described as atypical (Kane, 

2005) in that, unlike most OECD countries, teachers are prepared in a range of institutions 

(colleges of education, polytechnics, private training establishments, and wananga9) as well as in 

universities. The teachers in this study had graduated from one of seven different institutions. Five 

were large colleges of education or universities, and two were small private training 

establishments. Twelve of the teachers had graduated from private training establishments, with 

the rest from college or university programmes. Three of the universities or colleges offered 

programmes in locations other than their main campus, and eight of the teachers were prepared in 

these programmes.  

In New Zealand primary teachers typically graduate with a three-year undergraduate teaching 

degree, or with a one-year teaching qualification for candidates with completed initial degrees. 

Secondary teachers typically qualify with a one-year graduate qualification following initial 

degree qualifications. Despite perceptions that entry standards for teaching programmes are low 

(Kane & Mallon, 2006) only two primary teachers had been accepted into initial teacher education 

without a demonstrated record of academic success at high school. Nineteen teachers (all primary 

teachers) had three year teaching degrees (from six institutions), and 34 had one-year primary or 

secondary graduate diplomas (from seven institutions) with four teachers completing four-year 

conjoint degrees from three institutions.  

                                                        

9  A Tertiary Education Institution (TEI) that provides tertiary education, training, and research that assists 

the application of knowledge about Mäori tradition and custom. 
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The undergraduate degrees of teachers in this study were mostly bachelors degrees: 16 held a BA, 

5 had a BSc, with others holding a commerce degree (2); music (1); journalism (2); and physical 

education (1). Three teachers had masters degrees in their teaching subject. One teacher had a 

PhD in chemistry.  

Socioeconomic status of schools where teachers are currently teaching  

All New Zealand schools are assigned a decile rating, depending on the socioeconomic status of 

the area they serve. Schools in the lowest deciles (1–3) draw their students from communities 

with the highest degree of socioeconomic disadvantage, while those in the highest deciles (8–10) 

are in the most advantaged areas. 

Table 4 School deciles 

Low decile (1–3) Medium decile (4–7) High decile (8–10) 

9 (15.79%) 28 (49.12%) 20 (35.08%) 

 

Relatively few of the teachers in our sample were teaching in low-decile schools, although three 

teachers currently teaching in higher-decile schools had begun their teaching in low-decile 

schools. This is an uncharacteristic employment pattern for beginning teachers in New Zealand, 

who are slightly more likely to be employed in low-decile schools and slightly less likely to work 

at high-decile schools than teachers overall (Murray, 2006). Using Murray’s figures for 2004, (p. 

12) about 30 percent of New Zealand beginning teachers worked in low-decile schools (cf 28 

percent of all teachers), and 29 percent were in high-decile schools (cf 32 percent of all teachers). 

Even when the three teachers who began teaching in low-decile schools are added to the total in 

this category (21 percent), there are still comparatively fewer teachers in our sample teaching in 

low-decile schools. 

Teaching levels 

Table 5 Teaching levels 

 Primary level  
[grades1–6] 

 (n=25) 

Intermediate level 
[grades 7–8] 

(n=11) 

Secondary level 
[grades 9–13] 

(n=21) 

Males 6 4 9 

Females 19 7 12 

  

The distribution of teachers reflects the higher numbers of female teachers in primary schools 

relative to males, with the proportion of males increasing with the age of their students.  
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Part One: The first two years of teaching 

Motivation to teach  

Our teachers were attracted to teaching for the same reasons identified in the international 

literature (Manual & Hughes, 2006):  

Many enter teaching for idealistic reasons—they love children, they love learning, they 

imagine a world that is a better and more just place, and they want all children to have the 

chance to live and work productively in a democratic society (Cochran-Smith, 2004, p. 391)

The most commonly identified reasons for teaching were altruistic, particularly the desire to work 

in an area that makes a real contribution to society, by “making a difference” (21) to the learning 

and life chances of the next generation. The expression “making a difference” was also 

highlighted in another study involving New Zealand teachers (Locke, Vulliamy, Webb, & Hill, 

2005). Teachers also referred to teaching as a profession that “matters”, that requires people to 

have particular personal qualities, as this female secondary teacher explained:  

It’s a profession that matters; you are helping to shape society. It’s a personal thing, it’s not 

the sort of worker you are, but the sort of person you are and I thought I was that sort of 

person. (Millie10, 20–25, secondary)  

Although a teaching career was sometimes seen to lack the status and rewards of other 

professions, generally this was outweighed by a belief in the importance of teaching:  

I’m not so driven about money and career success. I’m more driven by being successful 

with students, caring, going home and thinking ‘I’ve done some good things today.’ (Jack, 

31–40, secondary) 

The perceived lower status of teaching had been an entry barrier to overcome for some teachers, 

particularly those who perceived themselves to have a number of higher status career options, 

while others felt that teaching was a career to be proud of, regardless of its status: 

I think a lot of people view teaching as a pretty lowly job, but I don’t really care. I think it’s 

really important being influential in 34 children’s lives. (Barrie, 20–25, intermediate) 

It is apparent from the previous careers of at least a third of the teachers, that teaching represents 

in fact a higher status occupation than their previous work. While only 12 teachers had “always 

                                                        

10  All teachers’ names are pseudonyms. They were invited to select their own pseudonyms; those who did 

not were assigned by the first author. 
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wanted” to be a teacher, teachers typically reported that they enjoyed the company of children and 

young people (16), an experience frequently gained by youth work:  

I think that I’ve always known that I’d end up being a teacher but because everyone in my 

family was doing it, I just thought I’ll explore other avenues but… I’d never wanted to sit in 

an office and sit behind a computer, I despise computers, I’m getting there slowly but, I’ve 

always known that I’ve wanted to work with people, thought about the police and social 

work but I worked for Cricket [association] for a while when I used to travel round all the 

primary schools coaching cricket and just the really good vibe in primary schools and I 

think, I felt like I was good at it as well, so I got satisfaction out of what I was doing. 

(Donald, 26–30, primary)  

Fourteen participants had been encouraged to teach by friends who believed that they were suited 

to teaching. Over a quarter of the sample mentioned that members of their family were or had 

been teachers; of this group five participants initially actively resisted teaching, but eventually 

acknowledged that this was the sort of work that would satisfy them. Others were attracted to 

teaching because it appeared likely to fulfil personal needs lacking in other careers:  

I tried various jobs in a part-time way while I was studying and I had a year working in a 

library during which I ended up so bored that I was like I can’t possibly have this kind of 

job, from here on in. I need to have something that challenges me. I was a fine arts student 

and a lot of being an artist is about spending time alone and I realised that I needed to be 

around people so that all added up to me eventually thinking that teaching was going to be a 

good option. In some ways the other main option was to be a graphic designer and to work 

in a corporate sort of environment and I eventually realised that that just doesn’t mean 

anything to me. It didn’t push my buttons. I don’t care about making money from other 

people particularly. (Leah, 31–40, secondary) 

Sixteen teachers said that they had been influenced by inspirational models from their own 

schooling, which highlights how teachers themselves impact on teacher recruitment.  

Several teachers saw teaching as fulfilling their need for creativity and challenge and six of the 

secondary teachers wanted to share their love of their subject with students. Steven’s comment is 

typical: 

I think a genuine love and interest in my subject, certainly things that shape and make me 

the teacher that I am. I always loved the written word when I was at school and I gravitated 

toward those sorts of subjects like English, history, and classical studies. I really loved those 

and I loved the teaching that I received in those subjects when I was at school and those 

sorts of things transfer into me being a teacher. I wouldn’t be the teacher that I am if I didn’t 

genuinely have a love and a passion for history. I just couldn’t do the job if I didn’t. (Steven, 

26–30, secondary).  

Some female teachers (3) chose teaching because it could be better combined with parenting 

responsibilities:  

I think that teaching is a great profession for a female for if you want to stop and have your 

children, I mean in the case of my sister she’s been able to pick up relieving days to still 

keep your foot in the door and keep yourself busy. A lot of other professions don’t allow 
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you that opportunity so that’s something I’m looking forward to when my time comes. 

(Morag, 26–30, primary) 

Other teachers identified job security (7) and holidays (6) in addition to other reasons for choosing 

to teach. Few teachers mentioned that they had been influenced by teacher recruitment campaigns 

or teaching scholarships. Salary was not a significant factor in the decision to teach, for most 

teachers.  

A number of teachers referred to “push factors” (dissatisfaction with their previous occupations 

and circumstances) in deciding to teach. For example, two highly academically qualified males 

had both left careers in science because they were disappointed in science policy and funding. As 

one ex-scientist explained: 

…we pretty much were at the mercy of government whims with our funding and the money 

was getting taken away from our area and put into what they perceived was areas of 

economic gain… You become more of an accountant, more of an administration type person 

which is not what I wanted to do. After spending all those years at university learning a lot 

of science I wanted to use it. (Degz, 31–40, secondary,)  

Others felt that their previous work had not satisfied their need to work in an area that was 

worthwhile: 

I wanted to be doing something that was more down to earth. A bit more that would actually 

help and contribute to society. (Barrie, 20–25, intermediate) 

Sometimes first careers had not provided sufficient challenge:  

I was working in a parts department, selling parts for cars and boats. I had been doing that 

mostly all of the time since I have left school, and I wasn’t that satisfied with that type of 

job. I was part of the kids’ church, at my church, and I was doing that sort of thing and I 

started going off to children’s camps and really enjoyed and liked working with kids and 

that was when I sort of started to think about getting into teaching or something to do with 

working with children. So I got interested. And a couple of years later I looked into how I 

could do that and looked at doing it through the Internet and just a couple of training 

institutions and when I got accepted into one of them I thought well OK well then time to 

shift and pack up and start my teacher’s training. (David, 31–40, primary)  

For the most part, reactions of others to the decision to be a teacher were positive, although five 

reported some negative reactions. For example, friends of a young male teacher warned him “It’s 

not very safe for males to be teaching.” While most parents were very encouraging of their career 

choices, a male secondary teacher had a father who thought that he should have “aimed for 

something a bit tougher”, and two women teachers (one in primary, one in secondary) had fathers 

who initially were opposed to their career choices.  

Kane and Mallon (2006) report that the majority of teachers, principals, and head teachers in their 

study would not recommend teaching to high achieving school leavers. Two teachers in our study 

had been encouraged to teach by their secondary school teachers, while Elisabeth found that when 

she met her own teachers during a teaching practicum their reaction was:  
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‘Oh oh’ as though ‘that’s all you’ve managed to become’, so yes there’s an element of ‘Why 

are you doing it, why?’ They expected far better things of me I guess. (Elisabeth, 20–25, 

secondary) 

Overall, the majority of teachers had felt that there was a range of careers they could have chosen, 

and that teaching, or a change to teaching from another career, was a positive choice.  

Employment patterns in first three years of teaching  

Over half (53 percent) of primary beginning teachers in New Zealand gain their first employment 

on a limited-term basis (Elvidge, 2002), and this was also the case for the teachers in our study. A 

third of the primary teachers in this study had a series of short-term positions before gaining a 

permanent position. In some locations, teachers, particularly older teachers, found it more difficult 

to find employment:  

It took me six months to get a job in -------- because so many teachers wanted to live here. 

There are 100–200 applicants for every job. It’s just the competition, pretty heavy. (Sam, 

41–50, primary). 

It felt very competitive. I felt like I’d be very lucky to get a job and I did feel very lucky 

because it was very competitive at the time. I just took what was coming. (Rose, 31–40, 

primary)  

Six primary school teachers (three over 40 years of age) had been unable to find full-time 

permanent teaching positions at the start of their first year of teaching, and were employed in 

short-term positions during the year; in four cases the previous teacher had resigned and was said 

not to be coping. This made for a difficult start, given that there was little time to prepare and the 

classes were initially challenging to manage: 

The class that I was given was actually really difficult and wasn’t meant for a BT [beginning 

teacher] and the teacher before me was asked to leave. So I got this class and it was just so 

overwhelming, wow, it was incredible…it shoved me in the deep end. (Zoë, 20–25, 

intermediate) 

It was striking how initial entry to teaching was made more difficult when teachers had begun 

teaching partway through the year, requiring the class to adapt to routines and approaches 

different from their first teacher. Holly was employed when the previous provisionally registered 

teacher had been asked to leave: 

He was a beginning teacher and I think it might have been to do with his qualifications or 

something. Something happened and it was very quick, he was there one day, and gone the 

next and he left them a goodbye note on the board, and they were very upset about that, so 

we had to work through that and I had to try and explain why he just left without saying 

goodbye… It was basically like starting the year again for them I suppose, and me, it was 

my first time ever having my own class. (Holly, 20–25, primary) 
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Several teachers said that it was made clear to them at their interview that they would be expected 

to take on extra-curricular responsibilities in addition to their classroom teaching: 

The only way I got the job really was to take on the hockey, sporting and a lot of other 

[responsibilities]. A number of other grads or new teachers had to take on those jobs too, 

really which is a bit unfair. (Kirk, 41–50, intermediate)  

Some primary teachers found that this intensified their workload and reduced the time they had 

available to devote to their classroom work, but not all teachers felt this way. Those who really 

enjoyed extra-curricular activities, and who had a relatively straightforward class, and who did not 

have pressing family responsibilities were more likely to be able to devote time after school time 

to working with students. 

Nationally, 42 percent of new secondary teachers are not employed in permanent full-time 

teaching positions (Elvidge, 2002). Most secondary teachers in our sample found full-time 

positions. At the time of our interviews only one secondary teacher had not gained a permanent 

position. She started teaching on a part-time basis. She felt somewhat exploited in this position, as 

she did not receive her beginning teacher time allowance and was expected to relieve for absent 

colleagues.  

The likelihood of a teacher changing schools in the first year of teaching in New Zealand is low 

(Elvidge, 2002). Elvidge reports that 4.3 percent of beginning teachers in March 2001 had chosen 

to move to another school by 2002 (p. 13). But about a fifth of the teachers in our study had 

voluntarily moved schools, sometimes more than once as illustrated in the table below.  
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Table 6 Teachers who changed schools voluntarily in first three years of teaching 

Teacher 
ID 

Ethnicity Age School 
sector 

Decile  
of first 
school 

Reason for 
leaving 

Decile 
of 

second 
school 

Reason for 
leaving 

Decile 
of 

current 
school 
(2005) 

Lucy Päkehä 26–
30 

Primary 3 Started during year. 
Students difficult to 
manage. Didn’t get 
her release time. 
Minimal guidance 
or recognition. Not 
re-employed. 

1 Culture of 
school “doing 
my head in”. 
ERO report 
confirms high 
teacher 
turnover. 

3 

Ruby Päkehä 26–
30 

Secondary Taught in UK 
(therefore no 
decile rating) 

Return to NZ. 5 School located 
in small town. 
Preferred to 
teach in city. 

6 

Jane Päkehä 20–
25 

Primary 5 Mismatch between 
teaching style of 
tutor teacher and 
herself. Ad hoc 
support. 

10   

James Päkehä 26–
30 

Primary 1 No support. Not 
happy there (rural 
school). Wanted a 
city school. 

10   

Kirk Mäori  Primary 10 Normal school. “Bit 
high powered.” 
Wanted lower-
decile school where 
could make a 
difference. 

1   

Ksenya Päkehä 41–
50 

Secondary 8 School unrest. 
Commissioner 
appointed. Little 
support. 

9   

Isabella Mäori 20–
25 

Primary 10 Partner’s work 
relocated. 

8 Didn’t like the 
area (rural). 

10 

Graham Mäori 26–
30 

Primary 7 Wanted to teach 
where he went to 
school, and to be 
closer to family. 

10   

Inga Päkehä 20–
25 

Primary 9 Left to teach 
overseas. 

(no 
decile) 

Returned to NZ. 10 

Elisabeth Päkehä 20–
25 

Secondary 10 To teach closer to 
home. Lack of 
recognition/ 
emotional support. 

4   

Leah Päkehä 31–
40 

Secondary 6 Lack of support for 
teaching subject. 

10   

Kimberley Päkehä 41–
50 

Primary 1 Mismatch teaching 
style between 
school and teacher. 

4 Didn’t get 
permanent job. 

4 
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Of the 12 teachers who had moved voluntarily from their initial teaching positions, four had 

moved to a school within a higher-decile band, six had changed to schools within the same decile 

band, and two to schools in a lower-decile band. Since the second interview one of the two 

teachers who had moved to a lower-decile school has moved to a mid-decile integrated school 

because “it is closer to home and the children are a lot easier to teach”. The perception that 

teaching was “easier” in higher-decile schools was expressed by “movers” although they stressed 

that they liked and respected the children in their initial schools.  

Just over half of those who had changed schools had done so because their first school had not 

lived up to their expectations. One primary teacher recalled that she had thought “If I’m going to 

be a teacher, I need to find the kind of school that’s going to support what I believe and what I 

want to do.” Another, who had been in a school subjected to intense negative media scrutiny, felt 

that she “no longer wanted to be there anymore, but wanted to give teaching another go in another 

environment”. Beginning teachers were looking for environments that were lively and positive, 

and were prepared to try again when faced with a lacklustre culture: “The first school I taught at 

wasn’t very inspiring at all and it just dragged me down.”  

One teacher left because she was required to team-teach with a teacher with an incompatible 

teaching style: 

I just loved the school and I just loved the children, but the team-teaching situation was 

quite difficult. Like I got along well with the teacher who I was working with out of the 

classroom, but in the classroom I found it really hard. She had been teaching for about 25 

years and had a really really different style from me, particularly her behaviour management 

style was really different and I found that really hard and I got to the point in the third term, 

I was just finding it so hard, I was almost crying every day at the school, because the way 

that she would manage behaviour was so different from me and it upset me, and I just 

thought ‘no I absolutely can’t continue like this’ and unfortunately there was no other kind 

of option for me but to move out of that school I was at. And no-one else…like that was the 

only team-teaching classroom in the whole school. No-one else wanted to go into it. They 

were all happy with their own classrooms. So yeah I knew that to actually continue being a 

teacher I had to leave, which was a really hard decision because I loved everything else 

about the school. (Jane, 20–25, primary) 

Initially she had found it hard to leave her low-decile school to work in a high-decile school, as 

she had entered teaching with a mission to serve less advantaged children: 

Jane: It’s really a decile 10 and it’s white as anything. And I think I kind of struggled with 

that quite a lot when I arrived. Like after about a term I thought ‘come on Jane, this is a 

good start, these children are nice children’ you know. I think I was almost slightly holding 

their privilege against them a little bit. And I think it has been good for me to teach in a 

school like that because I have learnt heaps and I have learnt a lot about… I’ve learnt a lot 

from the other teachers there and I’ve learnt a lot…yeah I’ve learnt a lot. So I think I had 

always seen myself in more of a multicultural school. 
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Interviewer: Why? 

Jane: I think it is this kind of helping the world thing that I have and wanting to feel like I 

am making a difference in the lives of people who…yeah maybe, well not just maybe, 

definitely, I have always been interested in working with people who other people, you 

know who are a bit marginalised by society, that whole thing. And so I guess in a way it 

kind of…what am I trying to say…it sort of…like it makes me feel good really you know 

and I would guess that’s not necessarily bad… And so at [current school] you know I 

definitely feel like I am making a difference in their lives, but also they have got so much 

else happening in their lives. They have got so much more going for them that they don’t 

kind of need their teacher in the way that maybe other children in a different school might. 

But having said that, I do really like [current school] too.  

The preparedness of the current generation of teachers to leave a teaching position for one that 

provides a more supportive environment has been commented on by Johnson and Birkeland 

(2002) with reference to their Massachusetts teachers. Teachers are able to move with relative 

ease to different teaching positions in New Zealand because employment decisions are made by 

local schools that advertise and appoint their own teachers.  

The number of teachers in our study (13) who found it difficult to obtain employment, or who 

found their first positions to be unsatisfactory, shows that the transition to teaching is not always 

straightforward. Yet despite their initial struggles they all remained determined to stay in 

teaching. At this stage in their development they were prepared to look for contexts where their 

desire to make a difference to the quality of students’ lives was more likely to be realised in 

practice, even if it meant, as in Jane’s case, that she was no longer teaching the kinds of children 

she had entered teaching to serve.  

Views on initial teacher education 

Overall, 41 of 57 teachers considered that they had been well prepared to teach. This contrasts 

with other research on perceptions about the quality of initial teacher education in New Zealand 

(Kane & Mallon, 2006). While our sample is too small to allow comparisons between 

programmes of initial teacher education it was notable that the graduates (6) of a private 

programme felt that their programme had prepared them exceptionally well technically for the 

“realities of teaching”: 

I felt that this prepared me thoroughly for teaching in front of a class of students of whatever 

behaviour. We were well prepared for behaviour through their feedback model that always 

gave us feedback on lesson delivery, interaction with students and behaviour management 

and the behaviour management training. I did feel that the lack of curriculum support from 

an English specialist was a hindrance. This would be the only complaint. (Anita, 26–30, 

secondary) 
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They considered that the programme was highly selective in its intake, had high expectations of 

them as student teachers, and provided an intense and thorough preparation for teaching:  

Well that is a place where, like they just have high expectations, like any test you do you 

have to get 90 percent to pass, otherwise you have to re-sit it. So, from the second you walk 

in there, we had assignments and we were doing something the first day, it was, ‘right, 

you’ve made a commitment to do this, this is what we’re doing’, so really high expectations 

but an incredibly supportive environment just amazing, you know, huge lot of experience in 

that place, really, really amazing people and they’re all people that have such passion for 

teaching… So we just had such a good grounding and, you know, that whole assess and plan 

and teach and assess, this is how you do it and this is what you do and we have 7-week 

blocks in five different schools and they put you in different year levels and different decile 

ratings and all sorts of different schools, just so that you could experience what teaching was 

like, you know, in different settings, so, yeah, really neat place to be. And ‘cause they 

interview, interview you before you can do the course, there was only people there that they 

thought had the right stuff to be teachers, so you were with a group of really like-minded 

people that were interested in the same thing as you, which was really cool. I made some 

awesome friends there and, yeah, neat place to be. (Lucy, 26–30, primary) 

They spoke approvingly of the long placements in schools and the availability of programme staff 

while they were in schools: 

I have nothing but positive things to say about my experience at [college of education] … 

mostly because we spent so much time out on section…and if we had difficulties in a real 

context, tutors were able to respond to the immediacy of certain issues within a classroom. I 

appreciated immensely the personal contact you could have with tutors. I’ve kept in contact 

with tutors after I’ve left, to ask for professional advice. (Steven, 26–30, secondary) 

Teachers from this programme were convinced that teachers were made, not born, and that their 

initial teacher education had made them the teachers they were:  

…but I have a personal belief that people can be made to be good teachers, is that you can, 

with training, become a good classroom teacher. I’m of the view that the teacher I am is that 

I was crafted and trained into being the teacher that I am… I’ve never really thought that 

I’m a natural teacher. I don’t think that I am but I think that I was trained to be a good 

teacher, well hopefully, and experience is shaping me into doing that but my personal belief 

is that I was trained to be an effective teacher, I wasn’t a natural… I was created like a kit 

set and they made me, I’m six million dollar man, you know, they had the technology and 

whatever, and they created me into this teacher I think, to a large extent. (Steven, 26–30, 

secondary)  

The graduates (6) of another programme tended to positively regard the affective and personal 

development side of their preparation as teachers, but had some reservations about the extent to 

which their programme addressed the requirements of New Zealand classrooms. A teacher from 

this programme felt that he had been prepared “probably 40 percent really, 60 percent – not. I 

would give it that ratio” because: 

Sometimes we wandered down philosophical roads that probably were a waste of time. 

Sometimes a little bit much philosophical wandering and that time could have been best 
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built, best utilised, getting your hands into making resources. Seeing what they are using in 

the classroom and actually practising using those resources, rather than thinking about the 

philosophical beliefs about what resources, let’s actually make them. (Sam, 41–50, primary) 

Teachers reported that they were able to make better connections between theory and practice 

when the two components were well integrated. When this did not occur, they attributed their 

major learning to the practicum rather than to their teacher education programme:  

The theory papers were tedious at times due to the fact that they weren’t closely linked to 

practicalities. There was also a big gap between two of my teaching experiences due to the 

nature of the conjoint degree structure. As a result I felt a bit out of touch with this side of 

things. This was a course structuring/timing issue I guess. (Inga, 20–25, primary) 

Despite the majority of teachers entering initial teacher education with already completed degrees, 

some found the programme to be challenging as well as enjoyable:  

Well I thought it was fantastic. That year was so intense in terms of its study and the content 

and assignments you had to do. It was more intense than the journalism degree, because I 

was learning how to be a teacher in one year. And I really had like a sociology background, 

so had to skip the basics papers which was fine, but there was so much to learn. When you 

are teaching a Class 7 curriculum there is an extreme amount of knowledge you have to 

know. I thought [provider] was fantastic. There were some really inspirational lecturers 

there. They had been at the game a long time but they were still passionate and enthusiastic. 

Yes, I kind of got inspired by them really. (Barrie, 20–25, intermediate)  

Many of the teachers emphasised their need to graduate with the “tools” to begin teaching. One 

teacher, another ex journalist, felt an urgency to get into the action of teaching:  

I really enjoyed it, I really liked it. As you can guess I really enjoyed the research and 

finding out about things and sharing resources. Sometimes I found a lot of the philosophical, 

deep and meaningful, I found that a bit hard because of my journalism, I was very practical 

minded. I just wanted to get in there and do it and I found sometimes it dragged along a bit 

and I’m not very good at picking things apart, I like to just get on with it. (Kimberley, 41–

50, intermediate)  

A minority of teachers appeared to actively connect with the more theoretical aspects of their 

preparation. An exception was Hannah who became a teacher after several years as a teacher aide:  

I loved the training and loved the theory behind the education, that’s what I found the most 

fascinating. I thought I should have gone to university. That’s what teacher’s training did for 

me, it opened up a broader world for me of interest. I’m into science now, mathematics and 

English – I love the power of words. (Hannah, 41–50, intermediate) 

A male teacher with a first career in trades developed an appreciation of individual differences in 

children and their experiences in schools: 

I found it really interesting especially having human development first and finding out why 

children do things the way they do as they are growing up. You’d read about it in a book 

and think ‘kids don’t do that’ and then you go and do your little thing at the school and they 

did and I just found that interesting. I’d never realised theory things like that so it was all 
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good…how children react with teachers and different people and their families and all of 

that was really interesting and it made me think back to my own experiences how I did 

really well at physics in 6th Form but not in maths and I loved my physics teacher but didn’t 

get on with maths and just relating that sort of thing and seeing how your relationships with 

people affected how you learned stuff. I thought it wasn’t just me, that it does happen all the 

time. (Robert, 26–30, primary) 

A number of those in one-year programmes, particularly primary teachers, felt that they had not 

been sufficiently prepared to teach in all curriculum areas. In New Zealand the possession of a 

first degree in any discipline is considered to be acceptable for admission to a one-year initial 

teacher education programme. One teacher, with an applied degree from the UK, described how 

she felt less prepared than her peers to undertake a one-year programme:  

I think it was all the theory. There was a lot of theory for the assessment paper. It just blew 

me away the amount of theory I had. I don’t think I was prepared for it in one year. I think I 

could’ve done with maybe another year. Spread it out so it was not so intense. That’s only 

for me. I mean a lot could handle it well. They basically came out of university with all sorts 

of degrees… At times I felt really inferior to some of the other people on the course. I 

thought ‘Well if I’m having trouble writing an essay then how on earth am I going to teach 

children?’ I really felt you have to be an ‘all rounder’ to teach. Not be just good at art. 

(Bridget, 31–40, primary) 

Because Bridget did not feel confident to teach at the end of her qualification, she chose not to 

apply for any permanent positions in her first year, preferring to extend her preparation by taking 

up short-term relieving positions in a variety of schools. 

Others in one-year programmes considered that 14 weeks in schools was inadequate to equip 

them for teaching on their own. Otautahi, a mature recruit to teaching, commented: 

[provider] provided good curriculum background for first year teaching, but with only 14 

weeks of teaching practice, however, a lot of my first year has been ‘pit face’ learning. 

(Otautahi, 41–50, secondary) 

He appreciated the ongoing opportunity to continue meeting with his professional studies group 

from his college. Ten of the 16 group members continued to meet regularly to share their teaching 

experiences.  

Ten teachers had mixed reactions to their initial teacher education programmes. Secondary 

teachers generally tended to value their subject-specific pedagogy courses over others, 

considering that time spent on other areas (unless this was on behaviour management) was less 

important:  

The curriculum-based stuff was good; how to teach the stuff. It was the peripheral sort of 

sitting around on cushions hugging each other type stuff that I wasn’t particularly keen on. I 

see the point of some of it but some of it was to me and to the vast majority of people there a 

waste of time…. The stuff they taught you outside the curriculum stuff that was to do with 

behaviour and that I don’t think was enough. I mean behaviour in classroom management is 

a huge thing and I don’t think that was covered anywhere near enough. Learning about 
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NCEA11 and all that sort of stuff and actually delivery of curriculum materials and stuff like 

that was all of value. I’ve been trained as an NCEA teacher if you like. It’s a plus. That’s 

pretty much how it all happened. (Degz, 31–40, secondary) 

Secondary teachers who were generally positive about their initial teacher education were very 

critical if they had not been prepared in core job requirements, particularly assessment: 

At university we had a two-hour session on NCEA and teaching to standards, achievement 

standards, and aiming for those achievement standards. So first of all we weren’t sure about 

the structure of NCEA, you know, we had to find that out for ourselves. We weren’t sure 

where we could get resources from because there weren’t any resources at that time. There 

still aren’t very many at all. (Ajay, 20–25, secondary) 

Teachers frequently mentioned the valuable guidance proved by teachers in their practicum 

schools, and as has been frequently found in other studies, considered that their input to learning 

to be a teacher had more impact than the campus-based part of their programme:  

I mean my first year was awesome, I had a lot of support so I didn’t have any major, major 

hassles, so I was probably quite well prepared. The teaching experiences were the things 

that prepared you. Yeah, I mean at the time all the um, all the theory sort of goes to the back 

because you actually need the more hands-on things. (Holly, 20–25, primary) 

Teachers recalled that their associate teachers on practicum experience (sections) had 

communicated their passion for teaching, as well as modelling and assisting them to develop 

classroom skills: 

And probably being on section was really beneficial because I spent a lot of my sections in 

lower-decile schools and so seeing my associates dealing with behaviours constantly and 

you know learnt a lot from them, that practical side of it more than anything. (Kate, 20–25, 

primary) 

Several commented on the encouragement provided by these teachers in the field:  

I had amazing associate teachers. Some had been veterans, and some were probably three 

years into teaching and they all loved what they were doing and they all really encouraged 

me. They all said ‘Oh you will grow really fast.’ They all said that. (Xanthe, 26–30, 

primary) 

It was clear that the quality of preparation in largely school-based programmes was strongly 

influenced by the skills and knowledge of mentor teachers in schools:  

[He] was quite a task master, you know, he really did make you do quite a lot above and 

beyond what a lot of the other curriculum tutors seemed to be doing, so I do feel, I really 

actually appreciated that. It was hard at the time, but at least when I finished, I had a really 

good in-depth idea of what was going to be, what I was going to need, what I was having to 

teach. (Vanessa, 31–40, secondary) 

                                                        

11  NCEA is an acronym for the National Certificate of Educational Achievement, a newly introduced three-

level standards-based qualification for students in Years 11, 12, and 13. 
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Six teachers were critical of their initial teacher education programmes. Two teachers spoke of 

high dropout rates from their programmes, and considered that they were ill-prepared to teach. A 

teacher from a programme established to teach children in disadvantaged urban areas explained 

that although she had a “head full of theory” she had not been able to make the links between the 

theory and classroom practice:  

To be honest the first year I didn’t know what on earth I was doing… Looking back I think I 

wanted someone to walk in with a big fat folder and say to me ‘Here is your first divider. 

This is all we need to do for learning. Here’s the second divider. This is all you need to do 

for maths’, and so forth. I wanted like a manual given to me so that I could begin to 

implement it. (Ciara, 31–40, primary) 

Fortunately for this teacher, her school had strong support systems for beginning teachers and she 

had the support of another beginning teacher from a different programme: 

It was funny because a colleague of mine, she was from [another ITE programme]. Her and 

I both started at the same time and I had a head full of theories. She was so practical. I have 

learnt so many skills from her that I didn’t have myself.  

Some teachers were critical that their preparation was not closely tied to the requirements of their 

schools. A teacher who had undertaken a bilingual programme and who was teaching in a kura 

kaupapa Mäori school highlighted the gap between her perception of the pedagogies taught in her 

bilingual programme and the kura where she works: 

When you come to kura kaupapa it is totally different. And like they were teaching us stuff 

and I come here and it is the total opposite. Some courses I thought were just a waste of 

time. You are not learning what methods you use in kura kaupapa. It is just focused on [the] 

mainstream side. Like the training I did in running records. They teach me running records 

and I get here and it is totally different…and the levels are all different in Mäori too. I found 

it hard. You have to sit a test there doing it the English way and when you go to school it is 

totally different. I didn’t um, some classes are like that, and a lot of the classes that the 

Mäori teachers took were good. But you could see in some classes they would just focus on 

the Päkehä side of things and leave the Mäori out. (Aroha, 20–25, primary) 

The survey data on initial teacher education aligned well with the interview data. Overall, while 

most teachers felt prepared to teach in most areas, there were areas where a significant minority of 

teachers felt that they had been poorly or very poorly prepared. These responses emphasise the 

importance of support over the first two years of teaching. The following table shows teachers’ 

ratings of their preparation in seven key areas.  
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Table 7 Teachers’ views of their initial teacher education programmes 

 Primary (n=34) Secondary (n=18) 

Rate your preparedness when you 
began teaching to do the 
following 

Very 
poorly/ 
poorly 

prepared 

Prepared Well/very 
well 

prepared 

Very 
poorly/ 
poorly 

prepared 

Prepared Well/very 
well 

prepared 

Handle a range of classroom 
management or discipline situations 

11 14 9 2 11 4 

Plan effective class programmes 4 18 12 2 8 8 

Use a range of teaching strategies 2 20 12 3 7 8 

Cater for a range of student 
achievement levels 

8 18 8 7 7 4 

Use information about student 
learning to inform my teaching 

7 15 12 4 8 4 

Work constructively with 
parents/caregivers to enhance 
student learning 

13 14 7 9 6 3 

  

Overall, primary and secondary teachers evaluated their initial teacher preparation similarly. 

About a third of primary (Years 1–8) teachers reported that they had felt poorly or very poorly 

prepared to handle a range of classroom management and discipline problems, with few 

secondary teachers reporting poor preparation in this area. Half of those who felt poorly prepared 

in classroom management and discipline were from programmes from the same ITE provider. 

Half of the seven Mäori teachers also felt poorly prepared. Interestingly, six of the 11 primary 

teachers who did not feel well equipped behaviourally, were teaching in one of a group of three 

schools, which may suggest that school expectations and approaches to student behaviour also 

play a role in new teacher confidence in this area. Some teachers reported in the interviews that 

they had been shocked at the “extreme” student behaviours they encountered, and not all schools 

had systems and processes (including outside supports) to support new teachers to address these 

behaviours constructively. While many teachers appeared to have been given classes that were 

“easier to teach” a number of teachers had several children with challenging behaviours, without 

enough support: “How bad does it have to get before you get any help?” asked one teacher.  

Although the sample is too small to allow for generalisations, 38 percent felt inadequately 

prepared to work constructively with parents, which is unsurprising since school policies in 

primary and secondary schools frequently limit student teachers’ opportunities to learn how to 

build relationships with parents on their teaching experiences:  

Well you don’t get taught it at college; you don’t get lessons in how to interact and 

communicate with parents and have those discussions that you need to have. (Morag, 26–30, 

primary)  
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Our data suggests that the quality of initial teacher education is linked with satisfaction as a 

teacher in their third year of teaching. Only five of the teachers who considered that they had been 

prepared well for teaching indicated that they were now dissatisfied with teaching. Liston, 

Whitcomb, and Borko (2006, p. 351) report that strong teacher preparation can assist beginning 

teachers to ‘manage the vicissitudes’ of the well documented challenges of the first year of 

teaching. Of the ten teachers who reported mixed reactions to their teacher education 

programmes, half were now ambivalent or dissatisfied with teaching. 

Views on induction  

Feiman-Nemser (2001) views induction as the second stage of learning to be a teacher. In this 

phase teachers have two major challenges—to teach and to continue to learn to teach. She 

identifies the key tasks of this stage as including:  

 

 
 
 
 

gaining knowledge of their specific learners and the curriculum and school contexts where 

they are teaching;  

designing and teaching a responsive learning programme; 

creating a classroom learning community; 

developing a professional identity; and  

learning in and from practice. 

She cites Bush (1983) who argues that the conditions under which a new teacher works in their 

first years of teaching strongly influence “the level of effectiveness which that teacher is able to 

achieve and sustain over the years; on the attitudes which govern teachers’ behaviour over even a 

forty-year career; and indeed, on the decision whether or not to continue in the teaching 

profession” (p. 1024). 

Teacher induction in New Zealand has been nationally funded and mandated in all primary and 

secondary schools since 1989, and has had favourable international commentary (Clement, 2000). 

A US Department of Education report (1998) concluded that new teachers in Australia, Japan, and 

New Zealand move from college to teaching in much more structured ways than in the US, 

characterised by a context where “all professionals take active roles in a new teacher’s 

acculturation and transition” through “mentoring, modeling good teacher practice, orientations, 

and in-service training”. A recent article about induction practices in five countries (Wong, 

Britton, & Ganser, 2005) concludes: 

Indeed we were struck by the variety of the sources of support in New Zealand and by how 

the schools make use of a range of induction activities. Throughout the educational system 

there is a universal commitment to support beginning teachers (p. 381). 

The minimum period of provisional registration is two years, although this can extend up to five 

years. The Ministry of Education provides an allowance to state schools employing a beginning 

teacher of 0.2 of a full-time teacher salary (five teaching hours a week) for the first year, and 0.1 
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for the second year. The time allowance is able to be shared between the beginning teacher and a 

mentor (tutor) teacher in primary schools (Ministry of Education & New Zealand Teachers 

Council, 2006). This allows the tutor teacher to be freed from their own class at times to be able to 

work with the beginning teacher. The additional allowance is intended to support schools to 

provide beginning teachers with an “advice and guidance programme” to enable them to become 

fully registered teachers at the end of their second year as a teacher. As a consequence of their 

collective employment agreement, the 0.2 time allowance goes directly to all beginning secondary 

teachers to provide for their own release from class contact. It is expected that beginning 

secondary teachers will have a reduced workload in their first two years; for example, a year one 

teacher should be timetabled for no more than 15 hours of teaching (compared with 25 hours of 

timetabled time for other teachers) and allocated five hours of advice and guidance time and five 

hours of non-contact time for individual duties. A supervising teacher in a secondary school 

therefore is not entitled to use this 0.2 time to be released from his or her own teaching to support 

the beginning teacher, although Renwick (2001 p. 1) points out that “All secondary teachers do 

have some non-class contact time, and those in a supervisory role may have additional time 

allocated by the school for these responsibilities.” 

Schools are also required to appoint a tutor teacher or supervising teacher with responsibility for 

working with the beginning teacher to tailor an advice and guidance programme appropriate to the 

needs of the new teacher. In primary schools this is usually a teacher who teaches at the same 

class level, and in secondary schools it is usually the head of the subject department in which the 

beginning teacher is located. The tutor teacher in primary schools is paid a small honorarium 

($2,000) in acknowledgement of this role. In larger secondary schools with several beginning 

teachers there may be a beginning teacher co-ordinator who oversees the advice and guidance 

programmes and who may conduct appraisals of their classroom teaching. 

All beginning teachers have to be formally appraised at least twice yearly based on their job 

description, the interim Professional Standards for Beginning Teachers12, and personal and school 

goals. After at least two years of teaching the provisionally registered teacher applies to the New 

Zealand Teachers Council for full registration. Full registration is awarded based on the 

attestation of the principal that their provisionally registered teacher has participated in an advice 

and guidance programme and met the requirements set out in the Satisfactory Teacher 

Dimensions (see footnote 12) in the domains of professional knowledge, professional practice, 

professional relationships, and professional leadership. In addition, the principal attests that the 

teacher meets the “fit to be a teacher” criteria. These criteria relate to ethical and professional 

behaviour with students, parents, employers and colleagues within the classroom, school, 

community, and teaching profession. The tutor teacher and the beginning teacher are required to 

keep copies of records that the beginning teacher requires for attestation to the Teachers Council 

                                                        

12  The Professional Standards and Satisfactory Teacher Dimensions for beginning teachers in schools are 

in Appendix Three of Towards Full Registration: A support kit available on line at 

http://www.teacherscouncil.govt.nz/pdf/tfrkit.pdf  
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that standards have been met, as part of the beginning teacher’s application for full registration. 

The Teachers Council audits a small sample of registration applications as a check that the 

process has occurred. Currently this does not involve independent verification that the 

documentation provides valid evidence that standards have been met. 

According to national guidelines (Ministry of Education & New Zealand Teachers Council, 

2006), the beginning teacher allowance can be used flexibly for purposes including paying for 

substitute teachers to take the beginning teacher’s class to provide time for activities such as 

locating resources, both within and outside the school, professional reading, planning, evaluating 

student work, observing their colleagues’ teaching, team teaching, and meeting with others such 

as their tutor teacher or specialist teachers or advisers. It can also be used to release the tutor 

teacher to observe in the beginning teacher’s classroom and provide feedback. The school 

principal has overall responsibility for ensuring that beginning teachers receive an appropriate 

programme of advice and guidance. 

In addition to the beginning teacher allowances, the Ministry of Education also provides over $1 

million to advisers working in School Support Services to support beginning teachers. Most 

commonly, this takes the form of beginning teacher support groups held off-site. 

There is some research (Cameron & Hawkins, 2000; Fraser, 1995; Gendall, 1997) suggesting that 

teachers in New Zealand primary schools are professionally and practically disposed to play a role 

in the preparation of the next generation of teachers, although they appeared to privilege the role 

of providing practical guidance and emotional support, over assisting them to link theory and 

practice, or develop inquiry approaches to their teaching. Apart from an induction support kit 

provided to all schools (Towards Full Registration: A support kit) there is no national provision of 

professional development to enhance tutor teachers’ knowledge and mentoring skills. However 

there is a range of credit and non-credit bearing courses available for teachers at some universities 

and colleges of education. Currently, there is no formal acknowledgement in career structure for 

teachers who undertake tutor roles, or who take these courses. 

During the past 15 years there have been two national research projects on the professional 

support provided to beginning teachers in New Zealand. The first (Mansell, 1996) surveyed first-

and second-year primary and secondary beginning teachers about their advice and guidance 

programmes and their use of the 0.2 release time. The response rate for the first-year beginning 

teachers was 41 percent (and unknown for the second years as there was no national database on 

this group). Most respondents were positive about their advice and guidance programmes, 

although primary teachers were more positive. Most beginning teachers reported having an 

identified supervisor with whom they set up regular meetings as well as support from other 

teachers. The 0.2 time was used differently in primary and secondary schools, with primary 

beginning teachers twice as likely to observe teachers in other classes. Mansell (1996) considered 

that beginning teachers could be better served by more consistent induction opportunities and 

requirements. 
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The second national study (Renwick, 2001) investigated the experiences of a random sample of 

primary and secondary provisionally registered teachers and their perceptions of the effectiveness 

of their advice and guidance programmes. This study supported the findings of Mansell (1996), 

highlighting differences between primary and secondary teachers in their perception of the 

amount and effectiveness of the support they received: 

Compared with their secondary counterparts, primary beginning teachers were more likely 

to: 

have a tutor/supervising teacher responsible for their professional development and support 

programme; 

have a tutor teacher who met with them regularly; 

regard their tutor/supervising teacher as their main source of support; and 

consider their programme of professional development and guidance to be effective 

(Renwick, 2001, p. 31). 

As part of a wider study, Dewar et al (2003) interviewed staff in 20 secondary schools. Beginning 

teachers reported that apart from an initial nuts-and-bolts orientation to the school, their advice 

and guidance programmes appeared to be ad hoc rather than implemented on a formally 

scheduled basis. Apart from a reduced number of course preparations, and a time allowance, other 

elements of a “comprehensive” induction package were often absent, such as a helpful mentor in 

the same field, a seminar tailored to the needs of beginning teachers, and strong communication 

with administrators (Wayne, Youngs, & Fleischman, 2005). Many of the beginning teachers 

expressed their desire to have regularly timetabled supervision as well as opportunities to observe 

the teaching of their colleagues as part of their advice and guidance programme. While they 

wanted to have regularly scheduled time with their head of department, they were reluctant to add 

to their workload, as they were aware that there was no time allocation for this responsibility. 

While school personnel acknowledged the importance of mentoring beginning teachers, they were 

seldom able to provide the support they felt beginning teachers were entitled to because the 0.2 

time allowance was used to reduce the teaching load of the beginning teacher, not to release other 

teachers to assist them. 

In 2005 the Education Review Office (ERO), conducted an evaluation of the quality of guidance 

and support provided by schools to beginning teachers in conjunction with their scheduled school 

reviews (Education Review Office, 2005). This evaluation concluded that in most cases support 

arrangements for beginning teachers met or exceeded ERO’s expectations of “effectiveness”. 

However, many secondary beginning teachers commented on the poor mentoring support they 

had received; ERO concluded that this was due to the lack of a time allocation for the supervising 

teacher to carry out this support. 

Our study is intended to build on the existing research by describing our beginning teachers’ 

induction experiences, as well as seeing if there are links between their experiences in the 

induction period to their views about teaching, their reasons for teaching, views of their initial 
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teacher education, and their later approaches to their own professional learning and to their 

careers.  

Expectations of teaching 

While induction programmes build on the learning of the first stage in teacher preparation, initial 

teacher education, Feiman-Nemser (2003) emphasises that some teacher knowledge cannot be 

grasped outside the context in which it is used. This view was also expressed by some of our 

teachers. Morag told us: 

It is not until you have your own class that you can do things your way and try new things 

and fail and think ‘oh, that didn’t work this time, what am I going to do better about that 

next time?’ (Morag, 26–30, primary) 

For the most part teachers began teaching with reasonably realistic expectations of what the job 

would be like when they had their “own class”. This probably reflects teacher education 

programmes that included regular teaching experiences and a longstanding tradition of several 

weeks of major teaching responsibility for a class toward the end of their initial teacher education 

programme for primary teachers in BEd programmes: 

How it happened was what I really expected and because I had had a great deal of 

experience in the classroom it wasn’t that much of a shock when I got there. The course I 

did had long placements, 7-week placements. (Rose, 31–40, primary) 

The confidence expressed by most teachers highlights a number of features characteristic of initial 

teacher education in New Zealand. Most programmes include a number of integrated student 

teaching experiences. This approach is intended to allow knowledge from course work to be used 

in context regularly throughout their preparation as teachers, as well as encouraging links from 

classrooms with future course work. 

By contrast, Levine (2006, p. 40) reports that only 8 percent of American teachers who responded 

to a recent alumni survey had three or more student teaching experiences during their initial 

teacher education programme. Another feature of initial teacher education in New Zealand is its 

focus on the world of classroom practice and teachers. Teacher educators have traditionally been 

employed for their commitment to teaching and their experience as teachers (Cameron & Baker, 

2004, p. 33). In most cases, this focus on practice appears to have provided a good foundation for 

beginning teaching. Teachers also expected that their workplaces would support their learning as 

a beginning teacher: 

But I really expected that there would be that support, and that encouragement whatever 

school I was at, and I found that was readily available here. I mean my tutor teacher Allie, 

who is still here, she was absolutely fantastic, and yeah I expected that there would be the 

long hours and the hard work and that kind of thing, but that it wasn’t anything that I wasn’t 

prepared for. I was ready and willing and raring to go. (Tan, 20–25, primary) 
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Many teachers said that they had expected teaching to be hard work and to be challenging, but 

they also expected it to be enjoyable and anticipated feeling “good at the end of the day”: 

I expected it to be hard work all of the time. I didn’t realise that at some point, I mean 

there’s ways of not making the job as difficult as it needs to be and for a while there it was 

difficult all of the time and now I’ve actually got to a point where I can make my life easier. 

I knew it would be fun and I knew that I would feel good at the end of every day. I do feel 

good by the end of my days and in the mornings. Actually I have had a lot of jobs where I 

thought “Ooh, I don’t want to go”, but I’ve never felt that about teaching. (Rose, 31–40, 

primary) 

I expected that teaching would be hard and to be honest that was probably one of the reasons 

why I undertook it. I like challenges. And I expected that it would be in some ways 

academic and throughout high school I enjoyed motivating myself to learn things and I 

realised that as a teacher you would have to do that continuously, so I expected that to be 

part of teaching…. I expected that it would be a career where there would be opportunities 

to go further. However, when I first started teaching that never crossed my mind. I just 

wanted to get in there and give it a go and to start off with just managing, planning and a 

classroom in itself was a big enough challenge. And whatever else would happen after that I 

didn’t really take into consideration. (Emily, 20–25, secondary) 

I thought it was going to be challenging and it has been challenging. I thought because I’m 

young I’m going to have some trouble but it hasn’t proved to be so. I knew it was going to 

increase my confidence, if I did it right. I knew it was going to deepen my understanding of 

the subject, which is something I’m always interested in. I’ve discovered my new love for 

creating resources even more since being here, you can ask my head of department any time 

about that…. I just expected it to be never boring, I hate a boring job, and this is never 

boring. I’ve never had a boring day at school and that’s what makes it for me really, I would 

die if I had to get up and be a secretary and do the things that they do over and over. (Olivia, 

20–25, secondary) 

Despite their expectations that teaching would be hard work, many had not expected there to be so 

many competing demands on teachers on top of teaching their classes:  

I didn’t expect to have so many balls up in the air at once you know. (Angela, 31–40, 

primary) 

I guess I wasn’t expecting so much in the way of having to co-ordinate so many things at 

once as a teacher, for example so many curriculum areas, busy school life, things 

interrupting, after school programmes during school courses, juggling everything, making it 

fit. I wasn’t expecting that. (Emily, 20–25, secondary) 

A number of teachers had not anticipated the impact that accountability demands would have on 

their teaching: 

I was quite surprised with everything else, along with the assessment…and everything else 

that you have to have done in the school. It takes time out from other things that you want to 

be doing with the children, so all that other stuff that you had to do that you weren’t really 

aware about before you go into your own class. (Holly, 20–25, primary) 
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Others had underestimated the amount of organisation that was required to teach effectively and 

the impact on their own energy reserves:  

I just found it a lot more difficult in terms of particularly the organisational challenges, 

getting organised, getting prepared. I was [surprised] also at the amount of energy that it 

takes to teach a class. Teaching in my first year I was just absolutely exhausted at the end of 

every teaching section. At the end of every term I was an absolute wreck. I really realised 

that you really do need those holidays to recover really, so it was just a lot more demanding 

than what I thought it would have been. (Jack, 31–40, secondary) 

For the majority of teachers, apart from the impact of unexpected demands on their energy and 

time, the first year of teaching was not the “reality shock” (Veenman, 1984) often reported in the 

international literature.  

Induction experiences 

Teachers recalled very different induction experiences, with over half describing systematic and 

supportive induction experiences. A second group of teachers taught in schools that provided 

minimal or unsupportive induction. These were the teachers who were left alone to work out how 

to teach all by themselves, who felt isolated in their schools or classrooms, or who had colleagues 

who provided no emotional or teaching support. The third group of teachers was given guidance 

in an ad hoc way, usually from individuals, but had no planned programme. Teachers in low-

decile schools almost all experienced supportive induction, which contrasts with overseas studies 

that have found that many schools serving low-income students do not provide new teachers with 

the support they need to do their jobs well (Johnson, Kardos, Kauffman, Liu, & Donaldson, 2004, 

Zeichner, 2003). 

The numbers of teachers in each category are shown in Table 8.  

Table 8 Induction programmes as perceived by teachers in different sectors (n=57) 

SECTOR Total teachers Systematic  
and supportive 

induction 

Minimal or 
unsupportive 

induction 

Ad hoc  
induction 

Primary 27 20 74% 2   7% 5 19% 

Intermediate  8 3 38% 3 38% 2 25% 

Secondary 22 8 36% 10 45% 4 18% 

Total 57 31 54% 15 26% 11 19% 

 

Teachers in primary schools generally reported more positive induction experiences than their 

intermediate and secondary colleagues, with the majority describing structured and supportive 

programmes, compared with around a third of secondary teachers. Almost half of the secondary 

teachers considered that they were provided with minimal or unsupportive induction. 
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Characteristics of systematic and supportive induction 

Systematic and supportive induction programmes had a number of characteristic features. These 

related to the ways in which schools as a whole accepted responsibility for ensuring that 

beginning teachers were successful in their new roles, to the teaching teams within which 

beginning teachers worked, and to the quality of the mentoring relationship with tutor teachers. 

Systematic and supportive induction programmes were more likely where schools had good 

overall commitment to prioritising professional learning. 

Supportive school contexts  

Mulford (2003) considers that principals are key to enhancing schools’ capabilities to attract and 

retain teachers. He contends that the principal is instrumental in establishing and maintaining the 

sorts of workplace conditions and practices that develop teacher and pupil learning and 

satisfaction as well as teaching innovation. While principals in our study usually did not have a 

formal role in inducting beginning teachers, they were important in creating the environmental 

conditions that contributed to effective induction and the opportunities that they had to develop 

their teaching.  

Hargreaves and Fullan (2000) emphasise that emotional support is one of the strongest needs of 

beginning teachers, and that it is easy to lose sight of the emotional dimension of teaching. 

Teachers were better able to settle into teaching when the school had an “invitational” approach to 

their new colleagues, making it clear that they understood that: 

being a new teacher is hard. Like ‘It’s ok, it’s completely natural, we are not expecting you 

to be perfect or do what this teacher who has been teaching 15 years is doing.’ (Jane, 20–25, 

primary) 

Teachers were very appreciative when principals acknowledged their status as novices, and did 

not expect them to take on additional responsibilities outside their classroom work: 

The principal was excellent, and said ‘The first year is your year to make mistakes.’ So she 

let me know that…and that she’s there for guidance as was my tutor teacher. She said that 

year two is to consolidate and take on board more responsibility. (Angela, 31–40, primary) 

Teachers were aware that they had a lighter workload than their fully registered colleagues and 

sometimes felt ‘Gosh I should be doing extra things, because so many of the other teachers are 

taking sports groups at lunchtimes and doing these extracurricular responsibilities.’ It was 

reassuring when they were told: 

Look, your responsibility in your first couple of years is to your class, and getting things up 

and running, getting your head around how to do things…so don’t feel guilty about the fact 

that you’re not doing this, that and the next thing. (Morag, 26–30, primary) 

Schools that protected new teachers from their tendency to take on too many responsibilities 

clearly gave priority to their development of expertise in the key learning tasks expected of fully 
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registered teachers. They valued the professional learning of new teachers and ensured that they 

did not get diverted from these tasks, and made every effort to support their development. 

Some principals went out of their way to encourage their beginning teacher to look after their 

personal health and wellbeing and not to overstretch themselves. For example:  

Our principal, he’s a real people person you know, and our needs come first and he was 

constantly reminding me to take care of myself, and I got really sick in my first year of 

course, and it was like ‘Don’t come back, don’t feel as if you have to be here, don’t be a 

martyr’ sort of thing. (Claudia, 41–50, primary) 

Sam, a teacher who brought considerable business experience to teaching, said:  

Well, take the parallel from the business world. A really good company depends on the 

boss. If the boss is an encourager, he gets in there feet and all, he’s positive, he’s creative, he 

can see, predict situations coming with people and assignments and that boss is there and 

can get around a person, pull them out and say, ‘No, no, no let’s pull back here, you’re 

stressing out here, just leave that, don’t worry about that, I’ll get this relief person to do that 

for you, just pull back. You don’t need to do it; I want to teach for half an hour tomorrow in 

your class, you go and spend time in the library or go and have a game of golf.’ That’s 

extreme, but as far as I’m concerned a lot of stress and the way you manage things can be 

influenced by the top by a good boss. (Sam, 41–50, primary) 

By contrast, teachers were critical of some principals whom they perceived to be uninterested in 

teachers and children and who appeared to be overly focused on management tasks: 

She is very seldom seen in the classroom. She has been into my classroom I think two times, 

three times this year and those have been for [requests like] ‘You need to give me this or I 

need to get this off you.’ Not to see what students are learning, not to see how my teaching 

is, nothing like that. It’s, yeah, very you know, money oriented, yeah business manager 

approach [although] I don’t think she would see it like that. (Sarah, 26–30, intermediate) 

Principals are responsible for creating expectations that teacher induction is a shared commitment, 

and for ensuring that the tutor teacher has sufficient time to allocate to the role: 

It had a really good feel to it and the staff culture is incredible at the school. It is such a 

collegial staff. And the expectations…I felt that they were really good in the first year. 

There is a lot of support for a beginner teacher. They made sure I had a syndicate leader who 

had time to be a tutor teacher as well. So that was good. And I worked with her right 

through actually. So we have got a really good thing going now. We are running a really 

good syndicate. (Barrie, 20–25, intermediate)  

Principals are also responsible for seeing that the advice and guidance programme included 

guaranteed access to the time allowance, protecting this time from other encroachments such as 

not using it to cover for teacher absences. Where possible, it is helpful to create classes that are 

“easier to teach” for beginning teachers, and restrict the numbers of different subjects and 

teaching levels for secondary teachers: 

 37 © NZCER 



I have noticed the school, that they are very kind to the beginning teachers in terms of…the 

beginning teachers of Year 8 classes…of course Year 7s [new children to the school] they 

don’t know. But for Year 8 beginning teachers they will pick a class that is manageable so 

that the teacher can focus more on what they’re doing rather than behaviour in the first year, 

and then gradually pick it up from there. (Barrie, 20–25, intermediate) 

Other helpful induction practices included ensuring that class timetabling allowed some time 

when both tutor teachers and beginning teachers were able to meet together to have the sorts of 

interactions that supported their professional learning, and that the beginning teacher’s classroom 

was physically located near to their tutor teacher. In larger secondary schools with a teacher with 

a designated role to provide support for beginning teachers, the readiness of this person to provide 

timely help contributed to helpful induction: 

She was the teacher in charge of the year one and two teachers and she was one of those 

fantastic women that you could trip up in a corridor and she would just give you immediate 

advice, how to rectify a behaviour problem or how to, you know, get that done in the most 

efficient way, and she was great, like she was always available. (Vanessa, 31–40, 

secondary) 

Given that getting a handle on the specific school context is important (Feiman-Nemser, 2001), 

opportunities to learn about the school and community outside the beginning teacher’s classroom 

was valuable: 

In my 0.2 time it was a good time to locate resources in your school, because they are 

sometimes hard to find. And so that was a focus for my first two terms, was getting to know 

what’s in the school, how to use it, getting all my planning right, finding other good 

resources for units, and sharing that with my team because I was the only beginning teacher 

at Year 7, so whatever I found that was applicable and reinforced what we were learning for 

that term, I would share it out with the team. So that was awesome, I felt that I was giving 

back. Also I went and visited all the classrooms at different times, looking at the maths, how 

they handled maths, because at that time we streamed maths so you would have a whole 

different new class group or year group. And that was excellent. To have a look at the wee 

shortcuts for behaviour you know, having no down time, seeing how different teachers 

handle that, what I think I could take on board and change it a little for me, which was good. 

I also went outside the school to get to know the National Library and get to know other 

things in our community, to resource and use. So it was good times. I didn’t get to go to 

other schools, but that was only because people were sick, and so it just sort of kept 

changing, but that’s fine. (Angela, 31–40, intermediate) 

Being part of an effective working team 

Departmental cultures in secondary schools, including the leadership of the head of department, 

influenced the degree of internal collaboration and had a strong effect on teachers’ opportunities 

to develop their teaching. In three cases, we interviewed teachers in the same school who were in 

different departments; they had very different experiences. A teacher who joined a well 

functioning department or work team was more likely to have experiences that supported his or 

her learning than one where there was less internal capacity. Those in collaborative work cultures 
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had greater opportunities to talk about teaching with their colleagues, share planning and 

resources, and benefit from the collective expertise of their team members. 

Teachers in both primary and secondary schools considered that their knowledge and practice 

were developed primarily through their interactions with other teachers. Morag described how all 

the teachers in her team took responsibility for her induction, and although there was an official 

mentor, they all went out of their way to help her to learn:  

I really am lucky to be in the junior syndicate ‘cause everybody looks after one another and 

it’s just fantastic. I had a really good tutor teacher who I was able to go to but it wasn’t just 

her, it was, you know, it was any of the teachers in the syndicate I could go to for help, so I 

didn’t just solely rely on my tutor teacher for assistance. (Morag, 26–30, primary) 

Primary school teachers were more likely to report being supported by everyone in their 

immediate team although some secondary teachers provided examples of ways in which 

colleagues supported their induction. Leah, who left her first school because of a lack of 

departmental support and leadership, described her current department as: 

a really cohesive department who really look after each other and help each other out. There 

is a whole feeling of working together collaboratively here… So it’s more collaborative. 

The difference is that at [previous school] the HOD never really noticed or offered to 

support me unless I asked for something you know. It’s just the way he was. Luckily I’m 

quite forthright in asking for things if I need them and I’m independent the rest of the time. 

Here you feel like the HOD really is working for you and working to help the whole 

department and thinking about how we work as a group and thinking about what we do as a 

department a lot. It’s more cohesive and we organise all the junior programmes together so 

that gets delegated. That was a big relief because the Year 9 and 10 programmes are 

organised across the board so everyone teaches the same thing and someone organises the 

resources. It wasn’t like that at the other place. (Leah, 31–40, secondary) 

Steven, who is now a head of department, appreciated his colleagues’ open door practices and 

willingness to respond to his requests for guidance until he felt sufficiently confident to “fly solo a 

bit more” in his second year:  

I felt conscious of my first year of teaching actually, of that I was asking for advice too 

much from senior colleagues. You know, it felt like every day I was knocking on someone’s 

door at the end of the day and going in and asking a question or asking ‘Did I do the right 

thing; how would you have approached this?’ ‘How could I do this?’, ‘Can you have a look 

at this thing I’ve prepared; do you think it’s okay?’, but everyone was fine and I think they 

perhaps appreciated the fact that I was so willing to actually do that. In the second year of 

being a provisionally registered teacher, that tended to drop away and I started to become a 

little bit more self-confident, you know, like my training wheels had come off a little bit, 

and I thought that, you know, I’m starting to fly solo a little bit more and should have more 

confidence on my own decisions but, still the support was always there from senior 

colleagues when I did ask for it. I’m still asking for it. I was ringing up someone, a 

colleague, last night for advice and they’re currently on leave from this school and they 

were more than happy to help. (Steven, 26–30, secondary) 
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Scott and Dinham (2003) in a study of teachers in Australia, New Zealand, England, and the USA 

found that teachers who work with colleagues on relevant learning-related tasks have greater job 

satisfaction. Schlectly (2002) describes this as “working on the work”. His argument is that 

teachers working together on teaching tasks are likely to learn together to improve the quality of 

their work, which in turn leads to higher student engagement. Little (2003) also posits that 

conditions for strengthening teaching and learning are strengthened when teachers: 

collectively question ineffective teaching routines, examine new conceptions of teaching 

and learning, find generative ways to acknowledge and respond to conflict, and engage in 

actively supporting one another’s professional growth (p.  913). 

Teachers in our study also reported that participation in joint tasks relevant to teaching and 

learning was a very helpful opportunity for professional learning during their induction period. 

The sharing of knowledge and expertise allowed for distributive leadership and the collective 

enhancement of practice: 

Sharing ideas with them, that’s been a huge thing, especially at this school because there’s 

some really experienced teachers and especially K next door, she’s got Year 3 kids and I get 

lots of ideas from her and she’s really good to talk to. If I say if I’m not sure what the next 

step might be for some of the kids that need extending, she’s always got good ideas or she 

can say ‘Try this’ and our syndicate leader is amazing as well, she’s really got lots of 

experience too. So there’s a real nice wealth of knowledge in the school that you know, I 

think you always learn a lot from people that have been there and done that. It’s good. 

(Lucy, 26–30, primary) 

Team moderation of student assessment was perceived as a valuable opportunity to build shared 

understandings of student learning by both primary and secondary teachers:  

We do assessments together, like, performances and we always moderate things within the 

department which is compositions, and exams, and tests and such. We’re lucky ’cause it’s a 

small department and we can always [meet] together. All of us have strengths in different 

areas and we’re very different as people, but we’re also quite close and they’ve always been 

very supportive, especially in the first year when I needed it the most. (Olivia, 20–25, 

secondary) 

In New Zealand teachers generally do not work from textbooks, which dramatically increases 

planning demands, and requires substantial content knowledge, although it allows teachers to 

create their own approaches to teaching and learning. Ball and Feiman-Nemser (1988) point out 

that high-quality curriculum materials have the potential to contribute to beginning teachers’ 

content knowledge in curriculum areas, as well as serving as a scaffold to help them to “learn to 

think pedagogically about particular content” (p. 421). One of the secondary beginning teachers, 

who had attended secondary school in Europe, contrasted the flexibility of teacher decision 

making in New Zealand with her previous learning history: 

It changed my ideas on things in that I come from an educational system where there’s a 

book and you read it, and that’s the book that every single kid comes across within the next 

20 years, unless the government decides to do otherwise. Here I love the fact that you’re so 
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individual and you can compile resources and change some and so I love the freedom that I 

can change something if I don’t like it and there is no set, well there is a set curriculum but 

there are many things I can change within it to make it more interesting and more my own. 

That has been a nice surprise because I thought it would be more restrictive. I think I’m 

lucky to have the head of department that I do, because she could have easily said ‘This is 

[inaudible] this is what you did, this is what you do, this day of this week and there is no 

deviation.’ She has given me a lot of freedom. I always keep in touch and touch base with 

her to say ‘I would like to do this’, ‘Do you think it’s okay?’… I’m definitely lucky in that. 

(Olivia, 20–25, secondary) 

While teachers liked the flexibility and freedom to devise their own lessons, their task was made 

more manageable when they had access to sufficient and up-to-date curriculum support material, 

and when other teachers shared their planning or planned collaboratively with them. Curriculum 

frameworks, while specifying broad achievement outcomes, did not provide enough guidance for 

many new teachers, who were therefore reliant on colleagues and professional development to 

assist them to translate expectations into lesson plans. Haden, a secondary school history teacher, 

was fortunate in belonging to a stable department with colleagues who were very willing to 

scaffold his teaching of a new topic: 

This year is the first year I’ve taught Singapore history and a New Zealand option. I didn’t 

do New Zealand history at university. I read quite a lot about it and I knew it, but there’s a 

difference between me knowing it and teaching 7th formers to know it. So [HOD] has been 

fantastic, [teacher] has been brilliant. The two of them have both taught it for donkey’s years 

so helping with resources, telling me ‘Don’t teach year by year, make sure you go by what 

the themes are.’ It’s been great. If I was in a school where I was the only teacher of history I 

would be in real trouble. I would battle through it, but I did a hell of a lot better job this year 

because of them. (Haden, 26–30, secondary) 

Having a skilled and committed mentor 

Despite limited formal opportunities for specific professional development in mentoring skills, 

most primary teachers and about a third of secondary teachers reported having highly supportive 

mentors as important components of their induction programmes. Further research examining 

aspects of the particular mentor relationships that contribute to beginning teacher effectiveness 

would be useful, since some research suggests that, while the relationship may be personally 

rewarding, it need not necessarily assist beginning teachers to improve their practice (Timperley, 

2001). 

Effective mentoring requires a complex mix of skills; Odell (2006) points out that mentoring is a 

professional practice that has to be learned, just as teaching is a learned professional practice. 

Street (2004) reports Rogoff’s (1991) view that mentoring is a jointly constructed activity where 

the expert (mentor) assists the novice by “providing guidance, feedback and explanation” (p. 8) 

which allows the novice to develop increasingly more expert ways of solving problems of 

practice. Teachers may bring personal qualities such as open-mindedness, reflectiveness, 

flexibility, listening skills, empathy, creativity, preparedness to help (Vonk, 1994), to their roles, 
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but other skills such as an understanding of the learning needs of beginning teachers’ ability to 

model and talk about effective practice, and how to provide differentiated guidance, cannot be 

assumed to be part of classroom teachers’ repertoires.  

For beginning teachers in our study, both interpersonal skills and wider professional expertise 

contributed to successful mentoring: 

She was very honest with me…and I think one of the biggest things is, she teaches the way I 

would like to teach… She would come and model [in my classroom], and then watch me, 

and I would go up to her class and watch. (Zoë, 20–25, primary) 

Ideally, schools paid attention to the suitability of the match between tutor teacher and beginning 

teacher. Mentoring pairs were seen to be more likely to be effective when they were located in 

adjacent classrooms or close together, and when they shared similar teaching assignments. For 

example, it was helpful when primary teachers were teaching at the same class level, and when 

secondary teachers had a tutor who taught the same level and teaching subject. The commitment 

of the tutor teacher to devote time and energy to beginning teacher induction was a good starting 

point for the development of supportive working relationships. Beginning teachers were more 

able to work with their tutor teachers when good relationships had been established, and when 

beginning teachers were responsive to their guidance: 

[She gave me] a lot of help with, like, planning; we’d do a lot of planning together, so we 

[both] knew where we were going. I had a Year 5 class; she had a Year 6 in the same 

syndicate… We’d do all our goal setting, things like that, do it together. She was basically 

just there, and I always felt that she was there when I needed her and she always knew when 

I needed her too. Sometimes she could just tell by talking to me that ‘Okay, you need a bit 

of help here.’ (Holly, 20–25, primary) 

Sensitivity to the developmental needs of the beginning teachers was also required of tutor 

teachers, including knowing when to intervene, when to offer assistance, and when to stand back:  

Yeah and I think like my tutor teacher like she’s had a big impact on who I am, she never 

criticised me for spending time on [wall] displays and I think she knew that in my own time 

I would learn what my priorities were and so she definitely helped me with the learning side 

of it but allowed me to get that out of my system and do all that sort of stuff without 

crushing that and saying ‘No that’s not worth it, stay away from that’ and so it has been a 

learning curve that I’ve done on my own but I can see the fact that she has guided me along. 

(Zoë, 20–25, primary) 

Time was an important factor that contributed to the depth and quality of the mentoring 

relationship. Tutor teachers were more able to provide sustained mentoring support when their 

own commitments permitted the “space” for meaningful and extended interactions: 

Rose:  I had a tutor teacher, an amazing tutor teacher, and she was the reading recovery 

teacher for that school which freed her up to spend quite a lot of time with me ’cause she 

would only have reading with the children between morning tea and lunchtime and she had 

an answer for everything, and it was always practical advice. She spent a lot of time 

observing me… and a lot of time teaching with me. So I always felt there was someone I 
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can go to, to ask questions. We basically wrote a programme ourselves that involved a lot of 

goal-setting on my part, observations, reflections, getting feedback from the children. I used 

to do that quite a lot and I’d basically have a piece of paper that I would write anything on 

there that I needed to talk to her about, either at the end of the day or at the end of the week 

and we would look at those and look at how we could solve those problems in the next 

week. 

Interviewer:  So did you feel that you were leading the agenda of those meetings? 

Rose:  Yes, it was all about me. It was and nothing I said was taken as, ‘I can’t believe you 

don’t know that’ type of thing, no question was considered a silly question. It was a really 

good relationship. I still see her now. (Rose, 31–40, primary) 

I was really lucky because I was here as a student. I’d done my last practice which was an 

eight week block with a Year 2 class and I was just lucky to be with a teacher who, she left 

for maternity leave and she really put a good word in for me and approached the principal 

and said, ‘Look, we’ve got her, let’s keep her on’, type of thing, and so I just took over from 

where she left off and she actually was my .2 release teacher, so that way she was still able 

to come once a week before she had the baby and keep herself busy and she was helping me 

find my feet at the same time. And she was fantastic, you know. I’ve got so many good 

ideas and resources and I feel like I’ve modelled myself on her because she was such a good 

role model and she really got me off to a good start so, that was fantastic. (Morag, 26–30, 

primary) 

Tutor teachers also protected the new teachers from overworking; doing things to make their job 

easier and stressing that teaching is a job that has no obvious end point:  

She also very quickly discouraged me from putting in too many hours. When I first started I 

was working from 7.30 in the morning till maybe 6 at night and one day on the weekend I’d 

be out here and she said to me, ‘Claudia you could do this job 24 hours a day, 7 days a week 

and you still wouldn’t be finished so don’t do it’, and in the second term I got a bit more 

realistic. (Claudia, 41–50, primary)  

Kane and Mallon (2006) report that teachers in their study note the key advice they would give to 

beginning teachers is “not to take on too much, and establish a work-life balance from the start” 

(p. 74), but commented that they did not sufficiently heed their own advice themselves.  

Opportunities to observe other teachers 

Teachers identified observation of other teachers’ classroom practice as the induction activity that 

most helped their professional learning. They valued the opportunity to observe other teachers, 

both in their same area or subject, as well as watching other teachers with particular strengths. 

While this is a recommended induction activity, teachers reported that it was unlikely to happen 

unless it was valued as a “normal” part of everyday school life. In schools where this did not 

happen, teachers felt that they had been denied opportunities to learn from their more experienced 

peers. A secondary teacher described her unmet desire to have access to the reportedly exemplary 

practice of a colleague in her department team:  
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I’ve just heard it from various people…she never has behaviour problems, never has 

anything like that. She’s always totally organised, she always has a real variety of things that 

she’s teaching in her lessons. Like you often see her wandering about; she’ll have a 

projector one minute and...walked into her class, you know, syndicates have a video or 

she’ll have, she has lots of different ways to teach and when I’ve popped into her class to 

borrow something or to ask for a key to get into my classroom it’s looking…just perfect. 

(Vanessa, 31–40, secondary) 

In many interviews teachers commented that they valued observing other teachers engaged in 

classroom work as it brought their practice to life, and provided much incidental learning:  

I really find observing other teachers so brilliant. I loved doing that in my first year, like I 

tried to get out as much as I could on my release day to other schools. Every time I did I’d 

usually go somewhere with a particular focus like this teacher is a really great literacy 

teacher so I’d be watching them for that but just everything I’d be picking up from 

management strategies to the way they put displays up on the wall. (Jane, 20–25, primary) 

For me it’s seeing teaching fleshed out. Being told something, getting something on paper, 

doesn’t matter how good the presentation is, it’s still not real. When you see a classroom in 

action you’ve got everything in front of you and you’ve got the contexts basically. You’re 

seeing how things work in the classroom, how the children respond, you just get, it’s 

probably the feel factor that you get. You get a feel for what’s happening whereas you don’t 

get that when you’re just sort of taught it or told it. (David, 31–40, primary) 

Feedback on teaching 

Feedback on their teaching from their colleagues was an important component of successful 

induction: 

I’ve still got all her reflection notes and things. She’d come in and watch…she’d give me 

lots of good feedback and some other suggestions and ideas as well. (Holly, 20–25, primary) 

These new teachers appeared to actively seek feedback from others, as a source of information 

from which they could learn. They sought both reassurance that they were teaching “properly” 

and guidance on how to improve their practice. Robert was confident enough to request 

observations from his principal: 

I really enjoy people coming into my classroom. A lot of people hate it but in my first year I 

had my principal come in and watch me teach and everyone else was [saying] ‘What did 

you do that for?’ It was so I could get some good feedback because I knew he would be 

quite honest. He didn’t have to deal with me day to day and be my mentor and stuff like that 

so he could be quite honest if he thought there were areas I needed to work on because he 

didn’t have to feel like he would hurt my feelings as much as maybe my tutor teacher who 

worked with me every day. That was good. I like people coming and telling me things and if 

I watch them I might see something I think is really good and I’ll try it. If it doesn’t work for 

me then I’ll move on to something else. I’m always open to trying things I see or being told 

different things. I think that if you can’t do that you won’t develop your teaching and won’t 

develop as a teacher. (Robert, 26–30 intermediate) 
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And she would come in and she would do her teacher observation thing. I think we had two 

from her team and we had two from our own department, so that’s four observations and we 

got given back really good feedback through those, not all positive you know, and that’s 

what I liked about it. (Vanessa, 31–40, secondary) 

Wider networking opportunities  

Opportunities to participate in networks outside the school can also contribute to teacher 

induction. Some of the teachers mentioned that they had attended beginning teacher support 

groups associated with School Support Services. It appeared that the opportunities to reconnect 

with peers from initial teacher education and to meet other teachers were perceived as the most 

valuable aspects of these groups. The beginning teacher support groups were often the only 

opportunities for some teachers to feel part of a community of professionals that extended beyond 

their immediate work contexts. This could have an impact on their sense of being part of a 

profession, as well as limiting their perspectives and knowledge of wider professional 

opportunities and issues. 

Secondary teachers also appreciated participating in workshops organised by their subject 

associations but beginning teachers need to be encouraged to participate in these as they tend to 

prioritise their current responsibilities rather than risk spending time on activities with uncertain 

outcomes: 

Jack: Actually we did go on a scholarship training day earlier on this year at the college of 

education which was very useful. A lot of good strategies came out of that, also just sitting 

around with a lot of very experienced teachers, English teachers and sort of hearing what 

they did and how they’ve done it and stuff like that, was very, very useful.  

Interviewer: Are you part of the English Teachers Association?  

Jack: No. I should be by the sounds [of it]. (Jack, 31–40, secondary) 

Opportunities to work on teaching-related tasks with teachers from other schools were also 

perceived to strengthen pedagogical content knowledge, although this happened rarely. 

Participation in professional development contracts 

Participation in Ministry of Education professional development contracts such as numeracy and 

literacy projects with their emphasis on collective planning and assessment was identified as a 

powerful support to new teachers in primary schools. The curriculum materials accompanying the 

numeracy project helped teachers in their decisions about what to teach, and how to target 

teaching to the instructional needs of their students. These embedded learning experiences also 

contributed to teacher satisfaction as student progress and achievement became more visible to 

them. Primary teachers also valued curriculum support such as the new handbook to support 

effective literacy practice (Ministry of Education, 2003), and the school-based professional 

development that accompanied this resource. The professional development engaged beginning 

teachers in working alongside their peers in teams to collect and collectively analyse data on 
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student learning; learn about and observe new approaches to teaching that addressed student 

needs; try these approaches and get feedback from an external facilitator; and investigate the 

impact of their teaching on student outcomes. Secondary teachers appeared to have limited access 

to similar learning opportunities apart from working with colleagues on NCEA curriculum and 

assessment. 

While collective learning activities situated teachers in communities of learning, teachers also 

valued opportunities to choose professional development activities that addressed their personal 

learning interests: 

We’re looking at…philosophies of teaching, like critical literacy methods and more like 

Paulo Freire, the ‘empty vessels’ [concept] which is kind of elaborating what I’d known but 

taking it further and also looking at literature versus, yeah so it’s much more theoretical 

stuff but it was the papers I was reading about critical literacy that really helped my teaching 

for the senior level and in junior as well… I mean I’m only learning it this year so I think 

it’s going to come in more in handy for future years but I think it definitely did help [me 

teach] To Kill a Mocking Bird because at Year 12 level in particular, to gain an excellence 

[grade], the markers’ reports say you have to use the text as a springboard for social 

issues… I hadn’t even thought how to do that in the past, to give it a social issue to 

springboard off. (Anita, 26–30, secondary) 

These accounts appear to describe the sorts of induction practices that are likely to support 

effective professional learning in the early years of teaching. Schools and teachers in these 

schools appear to have wholeheartedly accepted their responsibilities to the newest members of 

the profession and to be maximising the professional development opportunities that the induction 

resource is intended to support. 

Characteristics of ad hoc induction 

A fifth of the teachers had informal or “when needed” induction. While teachers in these schools 

were generous with on-the-run help and suggestions there were risks in leaving the responsibility 

for induction in the hands of the beginning teacher. While beginning teachers appreciated the 

willingness of other teachers to help them, the onus was on them to ask. Sometimes they were 

reluctant to request assistance as they did not want to overburden teachers whom they perceived 

to be over-busy already.  

Although some secondary teachers were not concerned that they had an ad hoc induction, they 

may not have realised what they were missing in terms of the opportunity to work with a mentor 

who was committed to helping them critically examine their teaching. They saw induction 

primarily in terms of the reduced workload: 

I think that for the rest of my career I’ll always look back fondly on my first year. I had so 

much fun in my first year, it was unbelievable. I don’t know…what it was about it 

particularly, you know, the kids were great, the class was great and I had a lot of fun with 

them. I remember that there wasn’t so much pressure on me. That could be partly related to 
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the time allowance we had, of course, more time to prepare and things like that. (Steven, 

26–30, secondary) 

Steven is now a HOD himself and we intend to explore how he supports the professional learning 

of beginning teachers in his team.  

In retrospect some teachers realised that they had concentrated on using the time allowance to 

accomplish urgent tasks rather than using the time for their professional growth. They regretted 

that they had not used the time to get out of their classroom and observe teachers in other 

classrooms or schools:  

Possibly I could have taken more initiative, I’m not sure, but at the time I think I was so 

focused on getting my spelling programme up and running and making sure the maths was 

functioning and the reading was happening and all the rest of it that you don’t get your head 

up to see. I didn’t get out as much as I would liked to have and I know, I understand the 

importance of seeing another person’s practice and I expected that would happen more and 

no, it didn’t. (Gary, 26–30, intermediate) 

Sam felt that tutor teachers should ensure that beginning teachers are coaxed out of their 

classrooms: 

[Otherwise] you could just dig the hole and keep digging the hole and you just keep 

climbing in and you don’t want to look out. Maybe it’s a safety thing; maybe you just want 

to get your own strategies in place. Maybe it’s pride, could be that. (Sam, 41–50, primary) 

Overall, ad hoc induction programmes, while better than no induction at all, were too “hit-or-

miss”, and relied on individual teachers’ initiative rather than schools taking responsibility for 

providing beginning teachers’ entitlement to an advice and guidance programme. 

Characteristics of minimal or unsupportive induction 

Bubb, Earley, and Totterdell, (2005) describe school leaders who fail to exercise their 

professional responsibility and public accountability to provide induction to provisionally 

registered teachers as “rogue” school leaders, who “treat new teachers unprofessionally, wasting 

public resources and, in some cases, hindering or potentially ruining individuals’ careers and 

losing them to the teaching profession” (p. 255). Some school leaders in our study reportedly 

neglected the learning needs of their newest colleagues, and their experiences were akin to those 

teachers described as being “lost at sea” (Johnson & Birkeland, 2002) as they were mostly left 

alone to succeed or fail:  

I had another beginning teacher next door and a teacher in the other classroom next door to 

me. I think it was his second year or something, and we all had to muddle along together. 

We just really relied on each other and, you know, experience-wise we didn’t have a lot of 

stuff behind us. We were just starting out ourselves. We were sort of left as a wee group to 

figure it out and support each other with things. It would’ve been nice, you know, 

particularly for my tutor teacher to have just been there a bit more. They didn’t really know 

what was going on in the classroom at all, like no one seemed to be really interested in my 
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programme. I think I got observed once in two terms, you know, it [felt like] ‘Here’s a class, 

go free, teach them!’ and no one was really interested in what I was actually doing. (Lucy, 

26–30, primary) 

Fifteen teachers (a quarter of the sample) reported that they had received minimal or extremely 

limited guidance in their first two years. Teachers who had a series of short-term appointments 

were more at risk of not receiving consistent support. Ten teachers who had not received their 

induction entitlement worked in secondary schools. A number of secondary teachers were unclear 

about whether they had a mentor assigned to them. This could be because the tutor role is 

frequently added to the responsibilities of heads of department, and there is evidence (Ingvarson 

et al., 2005) that heads of departments perceive that their teaching responsibilities are such that 

they have inadequate time to perform their HOD role, without additional mentoring responsibility. 

One teacher’s comments show that the guidance he received was restricted to minimal compliance 

with the Teachers Council expectation that teachers are observed teaching in relation to 

performance standards: 

Oh I had a person assigned to me who was my peer reviewer or did the performance review. 

But it wasn’t until the end of the first year that he thought, ‘[expletive deleted] we’ve got to 

do something’. So we just sat down and he came and observed  right at the end and that was 

that done. The same thing happened last year, he didn’t even come into my class…we filled 

it out at the end and that was it. (Kent, 26–30, secondary) 

Commonly, beginning teachers reported feeling uncertain and insecure in their first few months 

and looked for emotional reassurance and encouragement from their colleagues. Some schools 

failed to offer emotional support, as this teacher who left her first school explained:  

I remember in my first year there was one person who asked me the whole year, ‘How are 

you doing?’ and when she asked me that question, I was like, “I can’t answer this now, I’m 

probably going to cry if you ask me that question, go away’, because of the type of school it 

was…it’s a very high achieving [private] school, and so the kids, because they pay huge 

amounts of money, expect every teacher to be the same, they don’t recognise that, as a first-

year teacher, you are under more pressure and stress than a more experienced teacher and 

they don’t give you any leniency in that way, so even where you feel like you’re actually 

doing a good job, nobody’s really going to say ‘Well done Elisabeth’, or ‘That was really 

well done’, etc., because it’s just expected. I found that quite hard. (Elisabeth, 20–25, 

secondary) 

In one secondary school the beginning teacher allowance was used for “having a break” in the 

staffroom with other beginning teachers because the lessons had already been planned by 

experienced teachers in their departments. While this clearly had benefits in terms of stress relief, 

their “free time” appeared not to have been used to enhance their teaching development: 

Kent: It meant that you could go in [to the staffroom] and we could have a bit of fun and, 

you know, talk about different students, and how things were going and what we were doing 

on the weekend and all these other different things and so that was fabulous. 

Interviewer: That took the pressure off to a certain extent? 
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Kent: Yeah, yeah [inaudible] you know, you kind of, you missed not coming to school and I 

don’t think any of us in our first year had sick days. Yeah, we talked about it at the end of 

the year and there was none of us that had sick days, well, that’s a bit rare. (Kent, 26–30, 

secondary) 

Two male teachers in the minimal or no induction group had been assigned classrooms that were 

located a distance away from other teachers and were left to cope unsupported without assigned 

tutor teachers. The first teacher initially found this very liberating as he could experiment as he 

wished without fear of criticism, but expectations changed with the appointment of a new head of 

department at the end of the year, and he was threatened with withholding of the recommendation 

for full teacher registration, and the teacher union became involved. The second teacher, who had 

taught in another country prior to moving to New Zealand, was not observed or given any 

guidance or feedback on his teaching in his first year of teaching, until in year two, following 

complaints from parents about the quality of students’ exercise books, he experienced very 

negative, heavy handed and demoralising intervention. Prior to this, because he had been able to 

keep order in his large, mostly lower-achieving classes, it was assumed that he was fulfilling the 

expectations of the school. Hargreaves (2000) describes the expectation that teachers do not need 

feedback on their practice, and can be left to change and improve by their own efforts in their 

isolated classrooms, as being part of the unquestioned “grammar of teaching” that belongs to a 

pre-professional age in teaching. Feiman-Nemser (2001) argues that “sink or swim” induction 

practices encourage teaching practices that focus on the survival of the teacher, rather than those 

that develop and extend teaching practice. Such practices clearly still persist in some New 

Zealand schools today.  

Another secondary teacher, who had “survived” his first two years, described his school as being:  

a pretty lonely place. You find in the classroom and often I don’t feel there is enough 

support in schools, particularly we were told that at 0.8 [of a teaching load] you would have 

time to observe and improve your own practice but we were pretty much left on our own to 

do things. I believe that’s the case in many schools. There’s just not quite the support and 

development in that first year. Yes…it wasn’t very efficient. It was just on a needs basis. I 

would’ve liked to have been observed more in the classroom by a mentor or a supervisor. So 

I would’ve liked more and that would’ve been good, as I say, it’s quite a lonely place in the 

classroom and not a great sense of actually how you’re getting on in the classroom. It didn’t 

worry me much but if I was struggling, it may. (Jack, 31–40, secondary)  

Contravention of induction policies appeared sometimes to result from a lack of school 

commitment to beginning teachers and the selection of a tutor teacher who lacked the time and 

mix of skills to provide enough support. For example, Ajay had a new HOD, and although he 

described her as “a lovely person” she was “so completely bogged down” that: 

…she got into a little shell because she was so busy. She said ‘I can’t handle another thing.’ 

You’ve got to respect that even though you feel ‘Well I really need help.’ (Ajay, 20–25, 

secondary) 
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In some small primary schools the principal sometimes assumed the tutor teacher role, which 

brought inherent risks because of the myriad of responsibilities that they carried: 

Definitely in my first two terms I didn’t have a lot of support at all from the school I was in 

and, like my release time at the beginning teacher time that I had I only got every fortnight, I 

didn’t actually get it every week. So I had so many things that I was wanting to do and 

needing to do every fortnight that the day would just go past and I felt that I’d done nothing. 

So I was at school quite late every night and things, and then I would be going in and 

spending four or five hours on a Saturday just to make sure I was organised and I feel like 

this school just sort of expected me to have everything sorted and, and do everything the 

way they wanted it done…my tutor teacher was the principal and so he didn’t really have a 

lot of time for me anyway. (Lucy, 26–30, primary) 

Unfortunately, some work settings did not prioritise the provision of feedback on teaching, as 

Sarah bemoaned: 

What I wanted to happen when I was a PRT, I used to say it all the time, you know, ‘Can 

someone just come [and observe]?’ And I still say it, want it to happen but oh, ‘Oh there’s 

no time you know.’ ‘I want you to just come in and just [point out] these things that I can’t 

see.’ Yeah there was time, but that’s to do with the way that management ran the school. 

(Sarah, 26–30, intermediate) 

James had his first teaching position in a small rural school that failed to acknowledge that as a 

novice teacher, there were aspects of teaching that he had still to learn: 

The tutor teacher, she was OK…she couldn’t understand and she didn’t understand where I 

had come from…couldn’t understand why I was always asking, clarifying. She just assumed 

that I should already know. So it wasn’t the best support, but there wasn’t no support. So the 

support was there but it was very minimal. 

In his current school, despite picking up a new class partway through the year, he was able to 

experience success, because of the more supportive school context: 

I pretty much walked in the last term where these kids had had free rein, and it was a full-on 

class. And the support here is just amazing. The DP who is next door, she just bends over 

backwards. She is just amazing and it’s a real whänau [family] atmosphere. It doesn’t matter 

what ethnicity you are, it’s real…everybody looks after everybody. If there is a problem you 

say ‘What would you do different?’ and it’s not seen that you’re stupid or you don’t actually 

know what to do. (James, 26–30, intermediate) 

Ellen was assigned a class that had previously been the responsibility of a veteran male 

disciplinarian. The class had a reputation for being “difficult”, with several high needs students, 

one with a full-time teacher aide. While her colleagues were sympathetic to the situation, no-one 

helped her and she had to draw on all of her personal resources to survive the year: 

I don’t know, I think that voice was there, ‘This is hard, too hard’, but I think once you start 

in survival mode, you know, [you] do one day, survive it, do the next day, survive it, I 

couldn’t look too far ahead ‘cause that’s when that voice said ‘Don’t do it’, you know, but 
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just managing myself…and sometimes it was lesson by lesson, ‘Do this lesson’, once I’d 

done that one, ‘Focus, prepare yourself for the next one.’  

Unlike teachers in more supportive work contexts, she was also burdened with curriculum 

responsibilities in her first year: 

I walked in, I was put in charge of social studies, which we do as a kind of big chunk of the 

week and I got told I was in charge and I had to plan all the [teaching] units…and I had to 

spend all my holidays, all my weekends preparing them, but you had to do that unit and then 

that test, and then the answers and all the resources to go with that and I did it all by myself. 

(Ellen, 20–25, intermediate) 

Ellen stayed in teaching because her passion for her work overrode the adverse circumstances her 

school placed her in, but her employers appear to have taken advantage of her disposition to give 

of her best, even at the expense of her personal life.  

Associated with inadequate mentoring was the practice of assigning teaching assignments to 

teachers without sufficient content knowledge, although this practice sometimes occurred in 

schools that were supportive in other ways. Ksenya told us that she had been required to teach 

drama, a subject for which she had no background: 

Drama, I got nothing, absolutely nothing. I was shown the book that had some lesson plans 

from the previous person and I was teaching Year 9 and 10 drama and that’s the only 

conversation I ever had with the head of arts faculty who was meant to be the person who 

was inducting me. That was the only conversation I had with him all year about drama. 

(Ksenya, 41–50, secondary) 

Some departments in secondary schools had particular internal pressures that meant they were not 

able to give much time to beginning teachers. Leanna was assigned to teach a new subject that she 

had not trained in, and no-one else in her department had this experience either. She was able to 

enlist support by contacting School Support Services who arranged for her to meet regularly with 

teachers from other schools in her area: 

Being the only teacher of this subject in the school left me somewhat high and dry. My 

HOD, as I said, had been away, had missed the NCEA training the previous year and he was 

teaching technology so he was very much focused on that, plus we had another staff 

member in our department that got cancer in the year, so he was also trying to keep his 

classes going as well, so we had quite a lot happening within the department. My backup 

came from getting involved with the cluster groups, which had made traipsing off to 

[another school] a couple of times a term, but they were fantastic people from a huge range 

of schools, some very low-decile and some private ones…so we had all sorts of different 

stuff that we could do and to a large extent, sitting back and listening to what they had to say 

about how they were assessing and what they were doing and we would all take [student] 

work in and say ‘Well I think this is a nexus, what do you think?’…yeah, okay, I am on the 

right track and just talking to other people who’d been doing it and getting some feedback 

from where they were, what they were doing and how they were teaching, so that was my 

life saver in that first year, um, just being able to say right, I’m heading in the right 

direction, because otherwise I’d be running blind. (Leanna, 41–50, secondary) 
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The only observations that some teachers received were restricted to “tick-the-box” compliance 

with regulations: 

Oh I had a person who was my peer reviewer or did the performance review. But it wasn’t 

till the end of the first year that he thought, ‘[expletive deleted] we’ve got to do something’. 

So we just sat down and he came and observed right at the end, and that was that done. The 

same thing happened last year, he didn’t even come into my class…we filled it out at the 

end, and that was it. (Kent, 26–30, secondary) 

“I know there are other disadvantages in the private sector, and I love 
teaching, but….” 

Unlike previous generations of teachers, many of these teachers had experiences in other 

workplaces, and while these experiences had not been all positive they were able to contrast the 

more public working conditions in other occupations with the privatised work cultures in many 

schools. Steven noticed the difference between the isolated work conditions in secondary teaching 

and the teamwork he had previously experienced in his prior work in retail:  

It’s not often that the [classroom] door is broken and people are coming in and it’s so 

different to what I was in previously, being in retail, where you were working as part of an 

explicit team. (Steven, 26–30, secondary) 

Ksenya, a secondary teacher, also contrasted her previous work experience in business with that 

of a school: 

In the corporate environment you’re working with each other a lot more. You’re coming and 

going, you’re in and out of people’s offices, you’re having meetings together and it’s always 

a team achievement, whatever it is you’re setting out to do is usually a team achievement. 

Here you’re really isolated in a classroom environment, and I think it’s really easy to lose 

perspective and certainly in my first couple of years I think I really big time lost perspective, 

and it was around those times that I lost perspective that I got to the stage where I thought I 

didn’t make the right decision here, I shouldn’t be a teacher, I’m not that sort of person.  

Secondary induction 

The reasons why almost half of the secondary teachers reported limited induction support in their 

schools are unclear. The decision to allocate all of the time allowance directly to the beginning 

teacher may contribute to the lack of systematic induction programmes, as there is no scope for 

other teachers to be released to assist the beginning teacher. Inadequate induction practices could 

also reflect the intensification of secondary teacher workload reported in Kane and Mallon (2006), 

inadequate time allowances for heads of departments, individualistic work cultures, or belief in 

the myth that possession of a teaching diploma prepares graduates to teach unassisted in a 

classroom (Moir & Gless, 2001).  

Inattention to induction could also reflect understandings of what is meant by “learning”. A 

number of secondary teachers in our sample tended to conceptualise student learning as 
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acquisition; their role as teachers was therefore to know their subjects, and “impart the 

knowledge” in order for students to pass their external examinations. If this is a commonly held 

view, then it suggests that secondary teachers may feel that the teaching act is not technically very 

difficult, thus beginning teachers should, if properly prepared, be able to work things out on their 

own. It would be useful to investigate whether this is generally true of secondary teachers’ views 

of learning to teach and what it takes to teach. 

Summary  

Despite positive accounts of New Zealand teachers’ willingness to support the induction of 

beginning teachers, the experiences of a substantial minority of these beginning teachers illustrate 

that induction in this country is not of consistently high quality. Most teachers began teaching 

feeling prepared and with high ideals to make a difference to students’ learning, but successful  

entry into teaching was strongly influenced on the organisational conditions and professional 

learning cultures in their schools. They expected to be able to work with and have structured 

opportunities to learn informally from their colleagues. They flourished when schools enabled 

them to learn from their more experienced colleagues, in collaborative work cultures. They looked 

to their workplaces to provide them with models of good practice, helpful teaching resources, and 

constructive feedback on their teaching. They were prepared to change schools when it became 

apparent that school workplace conditions made it unlikely that they would achieve their goals. 

While some turnover was outside the control of schools, a number of schools lost committed 

teachers to other schools when they neglected their personal and professional needs. Teachers’ 

experiences foreground the importance of everyday workplace learning, and suggest that policies 

which develop coaching and mentoring skills within schools, and conditions to exercise them, are 

likely to enhance current advice and guidance programmes. As Bartell (2005, p. 6) comments, 

“we can leave teachers to struggle or get by as best they can during this period, or we can 

structure and guide this entry period so that it is a period of rich, continued learning and 

development that leads to success and expert practice”. 

Given that some beginning teachers were not provided with mentors and did not have their 

teaching assessed, we cannot be confident they all met requirements for full teacher registration. 

While they may be satisfactory teachers they are unlikely to have made optimal progress.  As 

Bartell (2005, p. 6) has pointed out, the goal of support for new teachers is not just for them to 

have ‘survived’ their first two years of teaching, but to “succeed and thrive”. If all students are to 

experience effective teaching practices, all beginning teachers should experience effective 

induction practices. The literature on induction indicates benefits including: higher retention of 

beginning teachers; increased levels of professional efficacy and satisfaction; improved teacher 

performance; earlier identification of weak teachers; more consistent use of instructional practices 

that lead to higher levels of student achievement; improved ability of new teachers to engage in 

reflective practice and critical examination of their work; and establishment of norms of 

collegiality and expectations for continued learning. (Bartell, ibid, p. 16) 
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Policies need to maximise the likelihood that all teachers experience quality induction, including 

valid, reliable, manageable, and defensible judgements of teacher quality. Berliner (2005) 

suggests that to adequately assess the competencies that underlie classroom practice “probably 

requires us to use multiple discerning observers on multiple occasions” (p. 212). The induction 

system currently operating in New Zealand provides these occasions for observation, and would 

be further enhanced with further opportunities and recognition for tutor teachers and supervisors 

to enhance their classroom observation and feedback skills, and working conditions that provide 

time and incentives for this to occur. 

The data point to the need for a larger-scale study on the nature of advice and guidance 

programmes in the New Zealand context, to explore how schools are using the guidelines offered 

in the Towards Full Registration support kit, and the supports and professional development that 

may be required for more consistent provision of effective induction programmes for 

provisionally registered teachers. Information on how schools and provisionally registered 

teachers document evidence of assessment against the Satisfactory Teacher Dimension, and “Fit 

to be a teacher” criteria required for full teacher registration, and what teachers gain from it would 

also add to understandings of how this process works in practice. 

 54 © NZCER 



Part Two: The third year of teaching 

Second-stage teachers: developing a professional identity 
and opportunities to learn 

Our second interviews and survey focused on teachers’ views of their experiences as fully 

registered teachers, with an emphasis on the factors that affected their work and lives, and 

contributed to their ongoing development of professional identity and professional learning. In 

this section we start by looking at questions such as: How do teachers think about their work as 

professionals, and what do they think accomplished teaching looks like in practice? Where do 

their accountabilities lie? How do they evaluate their own growth as teachers and what sources of 

feedback do they utilise?  

Next we look at the opportunities that these teachers have had for their professional learning in 

their third year of teaching. Totterdell, Bubb, Woodroffe, and Hanrahan (2004, p. 4) note that 

internationally “There is clearly a trend to see induction as part of a continuum and to extend 

support for new teachers beyond their induction year into the first three years of teaching via 

some form of structured (as opposed to merely episodic) early professional development.” 

Berliner (1994) has estimated that it takes about five years to proceed from novice, to expert 

beginner, to the competent stage of development as a teacher and reports other research 

suggesting that about seven years is needed for teachers to maximise their students’ test 

performance, thus concluding that “classroom teaching is too complex a job to be learned very 

rapidly” (p. 361). He also points out that the development of expertise in any endeavour requires 

“practice during which coaches help you get some aspect of performance right” (p. 368). We were 

therefore interested in talking to these teachers about the opportunities that have been provided for 

them to develop their expertise, as well as the opportunities that they have sought out for 

themselves.  

Finally we describe how this research will develop into the next stage. 

Who is still teaching? 

By the end of their third year of teaching, 52 of the 57 teachers were still employed as teachers in 

New Zealand classrooms. Three women teachers had temporarily left teaching for overseas travel 

and one was on maternity leave. Another woman had resigned from teaching to take up a teaching 

position in an education trust, which required her to teach health programmes to groups of 
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students in different schools in a mobile classroom. While she had not been dissatisfied with 

teaching she said:  

I have to say also that I didn’t realise how discontented I was with teaching until I stopped 

doing it. It’s the old brick wall scenario, you know, you don’t realise how much damage 

you’re doing until you stop banging your head… Since I’ve left I have realised how much 

extra work I was doing out of school, how much work I was doing that was unrecognised… 

So, yeah, I think it was definitely a case of not realising how run down I was getting even 

after 2½ years of teaching. I didn’t realise until I stopped doing it and I would’ve probably 

just kept plodding along but a lot of people have said to me that I’m a different person since 

I’ve stopped so, different in a good way. (Claudia, 41–50, primary)  

A male intermediate teacher had accepted a full-time tutoring position at the institution where he 

had gained his teaching credential. He was looking forward to the interaction and collegiality he 

expected the new position would provide: 

I went through [the programme] so I know the model and I know the way that it operates 

and there’s a lot of tutor interaction with the students so I’ve got a fairly good idea of what 

they do and how they fill their days. I think a large component is keeping good sound 

professional relationships with schools, principals, teachers, because I’ll be talking to 

supervising teachers, I’ll be talking about the students, I’ll be relating to the principals, 

talking about you know, who they’re getting and our [the institution’s] expectations and a 

lot of it will be appraisal and feedback and observing. Seven weeks of the school term I’ll be 

in schools every day, timetabling my own day with my set number of students and I’ll be 

giving lots of feedback, lots of anecdotal notes. I’ll have to do a lot of writing, 

documentation, you know, and where people are at and monitor their progress. There will be 

a lot of interaction I think on a collegial level between the tutors at [the institution] because I 

know that’s a large part of what they do. They talk continually about where people are at 

and strategies and ideas and different things like that. (Gary, 26–30, intermediate) 

He explained that although he had not been unhappy with teaching he had been feeling less 

motivated and “wasn’t really being stretched, not really being challenged”. He did not discount 

the possibility that he could return to teaching at a later date.  

Taking on new roles  

Donaldson (2005) points out that once a teacher receives “tenure”, she has reached “the highest 

formal position her profession has traditionally registered” (p. 3). There are somewhat more 

opportunities available to a New Zealand teacher who has attained his/her full registration as a 

teacher, although there is no clear career structure. A recent survey of career paths in the primary 

school sector (Cameron & Dingle, 2006) found that over 60 percent of teachers held a leadership 

position (most commonly for curriculum leadership). This survey identified 22 roles undertaken 

by classroom teachers in addition to their classroom teaching, with the most commonly reported 

roles being: deputy principal; literacy or numeracy leadership; tutor teacher for a provisionally 

registered teacher; and senior teacher (usually for leadership of a teaching team). However, there 

 56 © NZCER 



is frequently no time provided to perform these additional roles (apart from the tutor teacher role) 

and teachers reported minimal tangible reward for extra responsibility. 

In both secondary and primary schools, additional money—”management units”— are technically 

available for recognition of leadership responsibilities. There are comparatively fewer units 

available in primary schools and frequently most of these are allocated to senior management 

roles. In both primary and secondary schools allocation of units is at the discretion of the principal 

leading to perceptions of “favouritism” and “arbitrariness”. Teachers in both primary and 

secondary schools currently perceive that opportunities for advancement are limited unless they 

aspire to school management positions. 

The Satisfactory Teacher Dimensions include the statement that beginning teachers will “lead and 

support other teachers” (Towards Full Registration, Appendix One, p. 8). Just over half (29) of 

the teachers in our study were taking on roles in addition to their classroom teaching 

responsibilities. These included senior and middle management positions, curriculum leadership 

roles, responsibilities for a range of extra-curricular activities, and acting as a mentor for 

beginning teachers. 

While 23 teachers were primarily focused on their classrooms, almost all the secondary teachers 

and over half the primary teachers had experience as associate teachers to student teachers.  

Three female primary teachers had been appointed as tutor teachers for provisionally registered 

teachers. Two of the three teachers had been well supported and mentored in their first years of 

teaching, while the third considered that neither her initial teacher education nor her induction 

experiences had sufficiently developed her knowledge of planning classroom programmes, 

catering for learning needs, and assessment to undertake this role. 

For some teachers the addition of associate teacher role was a big “step up” and challenge. In 

Xanthe’s case, the simultaneous assignment of associate teacher and tutor teacher roles created 

stress: 

At the moment it is actually quite a stressful term for me, it’s a bit stressful. Mainly because 

of the changes and developments, because this term I’ve become an associate teacher and a 

tutor teacher both of them [for the] first time. So just getting a handle on doing that and 

becoming a mentor to other people but now it’s better. So I sort of know how I can support 

and when to come back to stop supporting, or how much to give without sort of controlling 

the progress of the other person, so it’s been really interesting. So I’ve got a student teacher 

in my class right now who’s on full control and that’s been fantastic, and a beginning 

teacher in a new entrants’ room which is also very interesting 'cause I’ve only ever taught 

Year 5 and 6 but my principal said “If you can teach kids you can teach kids” so… (Xanthe, 

26–30, primary)  

She was given no training for either of these roles and it appears to have been left up to her to “get 

a handle” on how to do them. Supporting a teacher in a class level where children are just 

beginning their school journeys without prior teaching experience at this level would be a 
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formidable challenge for any teacher. Xanthe was very aware that this extended her 

responsibilities beyond her classroom teaching, describing her role as being: 

more about the bigger picture because you’re number one when you’re helping a student 

teacher prepare for their life as a teacher then that’s actually contributing to the profession as 

a whole and not just yourself.  

She was very conscious of the potential consequences of not doing this role well:  

I’m thinking if I don’t support this person [student teacher] enough then it’s potentially a 

really great teacher goes down the drain, or if I pass them when they shouldn’t be passed, 

then I’m unleashing that into the profession. So there’s sort of a bigger picture feel and then 

the same with the beginning teacher that I’m mentoring. (Xanthe, 26–30, primary)  

Although teachers reported that they enjoyed these roles, there appear to be risks in assigning 

these roles to early career teachers, given the lack of formal training for this role and the 

variability in their own mentoring experiences. 

Two secondary teachers were already in acting HOD positions; both had come to teaching as 

second careers. One of these teachers did not intend applying for the permanent HOD, preferring 

to concentrate on her teaching. Another young Mäori teacher was a deputy principal in a small 

primary school and a third was in a shared syndicate leadership role. A male secondary teacher 

was in charge of his subject for a particular year level. Three teachers had been appointed as 

deans in mid-decile secondary schools. All were career changers.  

Fourteen primary teachers had additional curriculum responsibilities. The most common 

curriculum leadership was in the arts domain (music, dance, or drama). 

Only three curriculum leaders were from the secondary sector, reflecting the smaller size of 

primary schools with fewer people to assume leadership roles. We did not explore what these 

responsibilities entailed but will return to in our next interviews.  

Three of the women and one male in primary schools also had responsibility for teaching kapa 

haka, 13 and two males had responsibility for sports co-ordination.  

Most teachers were positive about their extended roles, although there was awareness that too 

much responsibility too early had risks for their teaching practice, if their energies were diverted 

from teaching before their teaching practice had become fluent: 

I think on reflection I need to know when to say ‘Stop’, or ‘No’ to responsibility. I’ve 

enjoyed taking on extra responsibilities, however I think the main priority in any school is 

the children. It concerns me that any one individual taking on quite a lot will result in the 

children losing out, whether it’s energy wise or time wise. (Emily, 20–25, primary) 

                                                        

13  Kapa haka is a traditional Mäori performance art which involves singing, dance, facial expression, and 

gestures which link to the words. 

 58 © NZCER 



A secondary teacher in a dean’s position reported that he was finding the pastoral role more 

interesting and rewarding than classroom teaching: 

Being in the classroom is all right, but doing the pastoral stuff, I absolutely love it. So I’ve 

been more motivated to sit in an office all day and do pastoral stuff, deal with problem 

kids… I like teaching, not to say that I’ve lost interest in teaching, but I like this job more. 

(Kent, 26–30, secondary) 

He had found that it was possible to interact more positively with students in this role than he was 

able to as a classroom teacher. His shift from teaching to management has also resulted in a much 

improved salary, which reinforces the perception that rewards accrue from increases in 

management rather than from improvements in teaching. Kent had intended to take a break from 

teaching in 2006 to travel, but was offered a management position in his school, and put these 

plans aside for the moment. While clearly his rapid promotion is a source of satisfaction for him, 

it is very early in a career to shift focus from teaching to pastoral care. 

Future career plans 

Over 70 percent of primary and secondary teachers thought it highly likely that they would remain 

in the classroom to develop their teaching expertise over the next five years. Virtually no teachers 

thought this was unlikely, although about a quarter of the primary teachers were also considering 

taking on a different kind of education-related work. About half the primary teachers and 

somewhat less of the secondary teachers thought it likely that they would move schools. About a 

quarter of the primary teachers and half of the secondary teachers were considering moving into 

the independent school sector although they were undecided about this. About 60 percent of 

teachers expected to develop their careers by taking on additional leadership and management 

responsibilities. Two primary teachers expected to become principals within five years, and six 

were undecided. Three secondary teachers were undecided about whether they would be 

principals in the next five years. About 30 percent of teachers were thinking about taking time out 

for travel, and a further 20 percent were undecided. Taking time out for parenting responsibilities 

was viewed as likely/highly likely by about a third of the primary teachers and only two 

secondary teachers.  

Development of a professional identity  

Being “professional” 

Although much has been written about whether teaching is a “real” profession, with debate about 

whether teachers are really professionals, Fenstermacher (1990) contends that teachers’ work is 

constituted differently from other professions to which it is frequently compared in at least three 

ways. Firstly, in other professions, professional knowledge has a mystique that teaching lacks; 

while other professions tend to guard their knowledge base from outsiders, a good teacher gives 
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knowledge away. Secondly, the relationship between professional and “client” lacks the social 

distance frequently common to other professions, and teaching in fact requires teachers to be close 

to their clients. The third major difference between teaching and other professions relates to the 

reciprocity of effort. For teaching to be effective, the student also has to expend effort; much more 

effort than would be required of a client consulting a lawyer for advice, or remembering to take 

their prescription medicine. This is one reason why teachers are required to invest comparatively 

greater efforts to harness the co-operation of their “clients”; if they do not succeed in engaging 

students, they face adverse consequences, including student disruption and loss of control. 

Teaching has two other features that make it different from other professions. In other professions 

relationships between professionals and their clients are rarely compulsory and are often 

intermittent and one-off; and professionals are usually able to attend to clients one at a time. 

Schooling is compulsory, so teachers, particularly those of older students, have to try to achieve 

their goals with some individuals who would prefer to be somewhere else, and, in addition, they 

face large classes, usually alone.  

The knowledge base of professions such as teaching and law is perceived to be more rigorous 

than that of teaching, although the knowledge required of an effective teacher is probably 

underestimated by many. According to Hinds (2002, p. 2) “just 15–20 years ago and even today, 

in many lagging schools, a quality teacher was one who maintained order in the classroom, 

covered the required texts and topics and made sure most students were learning”. He quotes 

Levine as saying that a successful teacher must: 

know about children’s development, different learning styles, pedagogy and the plethora of 

different ways for reaching children, curriculum, assessment, classroom management, ways 

to teach students who don’t speak English, and children who have disabilities, and of course 

the teacher must know the subject matter well. Apart from that the job is pretty easy! 

Those who do not acknowledge the complexities of skilled teaching are unlikely to see teaching 

as a “real” profession, and to consider that teachers’ skills are easily gained. Indeed, until recently, 

some universities in New Zealand and Australia resisted involvement in teacher preparation, 

seeing it as less prestigious than other endeavours as Bessant and Holbrook (1995) explain: 

Teacher training was never accepted at the Universities of Sydney or Melbourne in the same 

manner as the professional training courses such as medicine, law or engineering. This has 

been seen as closely related to the low status of teachers in the community compared with 

those more prestigious professions. Teaching was associated with the public service and 

apprenticeship training (p. 266). 

Teaching is therefore better defined in terms of its intentions rather than by its status. 

Fenstermacher defines teaching: 

not by the technical skills of its practitioners, but by the educative intentions and moral 

purpose with which they undertake their work. Thus the knowledge base helps teachers 

teach more effectively than they could before, but it does not clarify what it is that teachers 

ought to teach, or at what purposes this improved teaching is aimed (1990, p. 139). 
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Teachers in our study primarily defined their professional identities in altruistic and moral terms, 

referring to the values and practices that underpinned their work, as well as the possession of 

relevant knowledge and skill to help them achieve their intentions. Locke (2004) asserts that there 

is agreement that the defining criteria for a profession are knowledge, autonomy, and altruism.  

Teachers identified a range of purposes that underpinned their teaching, which had strong 

synchrony with the reasons that led them to choose teaching for a career. Without exception these 

were related to their commitment to children, and to their desire to impact positively on their lives 

by helping them to become “better people” and “the best person they can be”. They were driven 

by values that compelled them to do good (Carr, 2006) and to educate broadly: 

Education is more than just the curriculum. As well I think there’s a lot to be taught with 

regards to emotional development, so making sure children feel safe, learning the skills that 

will help them be educated in the future. (Emily, 20–25, secondary) 

[Having] integrity and having a passion for what you’re doing. There’s no point in 

pretending you know, students can see straight through you. Second one is honesty you 

know, you have to be real, you can’t pretend and just relationships. It’s important for me to 

be relational and actually get to know how people tick. (Ellen, 20–25, intermediate) 

Despite views that teaching is increasingly described in competency-based, results-driven terms 

(Day, Stobart, Sammons, & Kington, 2006) teachers in our study expressed a passion for teaching 

that included, but extended beyond a concern for “effectiveness”:  

I love teaching. I have got a real passion for it. I want the kids to learn and I want them to 

love learning. I love learning. So if I can instil that in them, then I have achieved what I 

want to achieve. I think that as a new entrant teacher you have got to do that. It is your 

absolute responsibility to be able to instil that passion in them. (Tan, 20–25, primary) 

Personal qualities were inextricably woven together with professional qualities. Teachers in our 

study expressed views about teaching in accord with those of Day (2004) who writes: “Good 

teaching is to do with teachers’ values, moral purposes, attitudes to learning (their own as well as 

those of their students) the caring and commitment to be the best they can at all times and in every 

circumstance for the good of their students” (pp. 15–16). The majority of teachers in our study 

described purposes that included developing children’s engagement and love of learning, building 

self-confidence and independence in learning, and encouraging a belief in themselves as 

competent learners. Many teachers wanted to help their students to develop enjoyment and a love 

of learning which would stay with them throughout their lives:  

[To develop] a love of reading and writing I think and maths…feeling confident in 

themselves that they can do these things and even if they come across something that they 

find hard that they know how to get there. (Jane, 20–25, primary)  

To be able to say that being with me as a teacher they’ve enjoyed learning. (Kirk, 41–50, 

primary)  
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The commitment to assisting students to believe in themselves, to have confidence in their 

abilities, and to develop people who are able to think for themselves was expressed by many 

teachers: 

First, I think the first thing…is that they believe that they have something valuable. They 

believe in themselves. Sixty-five percent of my class are from shattered homes, nearly 70 

percent have no father. In fact the 70 percent it’s not dysfunctional in a sense of problems, 

but there have been problems and a lot of them really struggle with believing that they had 

actually anything to offer. (Sam, 41–50, primary) 

The one thing I want to teach a student is not what to think but how to think for themselves. 

That’s for me, that’s the bottom line, that’s the key philosophy of teaching so we don’t have 

a society of robots but a society of people that are prepared to think and make their own 

minds up and if necessary challenge anything that they disagree with and be able to argue 

coherently. (Paul, 26–30, secondary) 

Teaching is not just about the head, but involves the heart as well. Teachers talked about needing 

qualities like “compassion and understanding” and love for children. Zoë elaborated: 

I think…my faith has a lot to do with the teacher that I am and I think one of the biggest 

qualities for me is love, is loving the people I work with, loving my parents, loving my 

children, making sure and the fact that for me love is not that ooey gooey sort of feeling, it’s 

the fact that it’s patient, it’s kind, it’s all those things and does for me, yeah I think the most 

important quality is ‘Do I love what I do, am I loving my children, am I actually showing 

that through the way I act and through the things that I say to them?’ And that’s a constant 

challenge and reminder and keeps me in check. (Zoë, 20–25, primary)  

Caring for students was expressed through wanting to have classrooms where students felt safe, 

where it was “ok to take risks”, and where students were encouraged to care for each other:  

Just genuinely caring about the students and being personally upset if they’re not doing well 

or they’re not coming to class and that sort of thing. Yeah it concerns me, I think that’s a 

part of the teacher I am. I mean just letting them know that I’m concerned about that… I 

think I take the time to explain through to them. (Jack, 31–40, secondary) 

Making sure that it’s a safe environment so that kids can feel like no matter what’s going on 

at home or in the playground, they come in, they know they won’t be harassed and that’s an 

important thing and hopefully, I mean obviously there’ll be times when that won’t happen 

but as much as you can making that safe. (Anita, 26–30, secondary)  

It is much better when there is a community where they feel they have a part to play and 

they are a contributor of that group and they are supported by the others as well. (Jane, 20–

25, primary)  

Being accountable 

We did not explore the question of accountability with teachers, but the theme emerged in our 

analysis of their second interview. In general teachers expressed accountability in terms of doing 

their best to ensure that all students were successful learners. They saw their major accountability, 
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in moral terms, as being to the students themselves. This accountability compelled them to “teach 

well”, “create the best environment for learning”, “ensure children reach their potential”, and “be 

personally and professionally available”. They also expressed their accountability to their 

colleagues, expressing this as “being reliable and trustworthy”, “supportive”, “upholding 

professional expectations”, and contributing to their team.  

They also identified accountabilities to the wider profession. This was reflected in comments such 

as “uphold the standards and expectations of the profession”, “keep up-to-date and improve 

teaching practice”, “use research-informed methods”, “contribute to other colleagues’ learning”, 

and “help to develop student teachers”. Some teachers also described their accountabilities to 

families and the community noting that “we are all working towards the same goals”, and “we 

need to reach out” “be approachable” and “be honest”. 

A number of teachers said that they were constantly aware that others would judge them even out 

of their workplaces; for young teachers especially, this meant that they were “on duty” wherever 

they were in public. Thus they were ever vigilant that their “conduct” was appropriate for a 

teacher:  

I always make sure I’m dressed sensibly because you are setting an example, and you do 

bang into them [students] wherever you go. So that’s affected me. I feel like ‘My word, got 

to be careful’. When we went to Australia for our honeymoon, I felt like ‘Oh I don’t know 

anyone’, walked around in my singlet and shorts, and felt, you know, free. (Ellen, 20–25, 

intermediate) 

When I’m out socially, I think about what I’m doing or saying a little bit more [than before]. 

It’s not a job you can leave behind…you’ve got to be aware of that too. For example I’m not 

going to go on a pub crawl around the ------- pubs or anything like that. (Ruby, 26–30, 

secondary) 

I know for sure that I’ve got to watch my tongue so to speak. I can’t speak back to a referee 

or anything like that and if I do, it makes me think ‘What kind of example am I setting for 

my students?’ I’ve really had to become a lot more responsible and a lot more aware of how 

I act and react, not just in school, but in out-of-school situations where there might be school 

kids around. (Paul, 26–30, secondary) 

There was less explicit reference to accountabilities to policy mandates and the need to 

demonstrate measurable test results, although this was inherent in secondary teachers’ comments 

about ensuring that their students did well in NCEA assessments. They did, however, 

acknowledge that a major part of their work was keeping on top of demands for “paperwork”, and 

documenting planning and assessment, to allow their schools to comply with accountability 

requirements. 

A number of primary teachers’ comments, particularly those from low-decile schools, showed 

that they had internalised government priorities to “reduce the tail” of educational achievement, as 

illustrated by the teacher who confessed that “Sometimes I forget they are only six years old” 

when she pushed her children to improve.  
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Views of accomplished teaching 

Twenty years ago (Doyle, 1986) identified the complexity of the teaching environment, 

characterised by qualities of multidimensionality; simultaneity; immediacy; unpredictability; 

publicness (to students, not to colleagues); and history. Most teachers we interviewed certainly 

shared the view that accomplished teaching was very complex and required much more than 

technical expertise, although they recognised the importance of these elements of practice. They 

viewed accomplished teachers as people who could keep “on top” of classroom complexity, while 

exhibiting exemplary teaching and professional qualities:  

Somebody who has all these areas that make up being a teaching professional, have them all 

running well, very well. Someone who keeps up to date with like, current trends and the sort 

of, the stuff that most people haven’t heard about in terms of professional practice and 

they’re trying new things and they’re putting in new ideas and they’re keeping themselves 

sharp as a teacher and the way that they implement the material is varied and they are 

catering to different learning styles and they’re a good assessor. They assess well and they 

seem to have up-to-date and good quality data on all of their children. And as a team player 

they’re reliable, they’re dependable, they’re the ones that are always there and always seem 

to be on top and always seem to be organised and they are always organised. And they look 

out for other younger teachers and…maintain a great learning environment in their 

classroom and they care about the children, they’ve just got all these areas, they manage 

behaviour well, they seem to be on top of that, they’re just reliable. (Gary, 26–30, 

intermediate)  

The ability to be well organised and purposeful was also mentioned frequently: 

So I guess for me an accomplished or expert teacher is someone who’s got the systems very 

well laid out, knows exactly what they’re aiming towards at the end of the year and is 

organised, working towards that. (Emily, 20–25, secondary) 

There was wide agreement that teachers needed to be “lifelong learners”, open to new knowledge 

and approaches throughout their career:  

Someone who is up-to-date with learning things, learning theories and learning experiences 

that, you know, that they’re innovative and not scared to give something new a go, not being 

afraid of change, not putting up the wall and saying ‘I tried that 20 years ago and it didn’t 

work.’ (Kate, 20–25, primary)  

I think you have to constantly be able to reflect on your practice and be prepared to make 

changes no matter how far on in your career you are and always look for new things and 

look for ways to do things better rather than feeling like I’ve been teaching for 10 years, I’m 

an expert and that’s it. (Ruby, 26–30, secondary)  

I think they’ve been teaching for a number of years, I think they’ve probably had a variety 

of different levels okay, so they’ve had the experience throughout the school. However, in 

saying that they still need to be somebody that’s still willing to try out new things though 

you know, so they’ve got all these different things behind them that they’ve tried. (Holly, 

20–25, primary) 
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Accomplished teachers were seen to know how to employ “multiple strategies”, with the ability to 

“differentiate, manage, recognise and develop different learning styles and abilities within one 

classroom” whilst “being explicit with students about what they’re doing and why they are doing 

it” as well as possessing: 

…a superb subject content knowledge and I think I’m there with that. Once again, just that 

teaching cycle, you know, the assessment, assessment in teaching and to learn sort of stuff. I 

think I need to do more of that to be more accomplished; I think that’s what makes a really 

accomplished teacher…knowing the levels but also being able to cater to those levels within 

a classroom. I think that’s what makes a really good teacher, being able to…just bring the 

best out of every student in a class. (Jack, 31–40, secondary) 

Some teachers considered that a teacher with real expertise would have built up a working 

knowledge of when to “let go” of rigid planning when it would be more productive to “go with 

the flow” and follow student interests. They considered that this degree of responsiveness to 

student interest was not possible until their experience allowed them to do this “unconsciously”. 

They envied their colleagues who projected:  

that sort of eternal calmness, they seem to have like you know, nothing sort of phases them 

and you can just sort of stand back from events and just be doing that more naturally. (Anita, 

26–30, secondary)  

As Jane, a primary teacher explained, she would like to be more able to:  

grab the teaching moment so that when there is something really great happening in the 

classroom that isn’t on my plan, to be able to go with that in a good way. I’ve tried that 

before, I think it’s really important not to be shut off to [the possibilities] if a child brings 

something in [to the classroom] to just can whatever it is you’ve planned. Sometimes I feel 

as though I don’t do a very good job at this, and sometimes things fall apart a bit as well. It 

is like kids get out of hand and crazy because it’s not maybe as structured as a normal day 

is. I’d like to be able to know how to go with the children’s excitement and ideas a bit more 

perhaps. (Jane, 20–25, primary)  

Jane also felt that if she were more accomplished she would be:  

better at integrating everything. I always enjoy it when we do a topic where the maths and 

your writing and your reading all fit in together. I know that it’s not always possible but as 

much as possible I really like being able to do that. So to be able to do that more I think 

would be really good. The other thing is encouraging children’s independence and 

responsibility in their learning. I try really hard to do that now but I think I just hope I’ll get 

better at it at helping them to find their way and feel that they can have the skills and 

strategies to take responsibility for their learning as well. I think a good teacher would be 

able to do that. (Jane, 20–25, primary) 

Personal qualities such as intangible “presence”, and broad commitment to children were also 

seen as contributing to accomplished teaching. Robyn described a secondary colleague as a 

teacher with:  
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real presence and I always enjoy seeing what she is doing and what she is teaching and how 

she is teaching. I know the students really revere her and they all hope they get in her classes 

even though she has a reputation for being quite strict as well; she’s got a reputation for 

being really fun. She is always involved in extra things in a school but she is not just a 

name, she really gets into it and makes a difference. She really approaches everything with a 

lot of energy as well. (Robyn, 26–30, secondary) 

A number of teachers defined accomplished teachers as people who had developed a degree of 

self-confidence and assurance in their ability. A male secondary teacher defined such a teacher as 

having:  

come to a point where they’re confident in who they are as a teacher, a person who has 

thought and worked out who they are as a disciplinarian, a classroom manager. A person 

who was comfortable and confident as a classroom practitioner, you know, a person 

confident in people and their subject matter and capable of instituting staff relations. A 

person who is confident in themselves at the same time too…and who has the ability to 

organise and structure themselves to be prepared. (Paul, 26–30, secondary) 

Views of teaching expertise 

In our interviews we tried to get a measure of teachers’ views of their current expertise by asking 

them to identify where they placed themselves on a continuum from novice, advanced beginner, 

competent, proficient, to expert. This framework was described by Berliner (1994). Teachers 

tended to reject a linear construction of their development as a teacher, pointing out that 

depending on the group of children, the subject being taught, and other factors they could be more 

or less competent: 

I mean they just have to introduce a new piece of technology and that could totally change 

everything, the way we teach, and you’re right back to being a novice again because you’ve 

got to learn how to deal with all that and move yourself up through that so teachers who 

don’t have any technology in their classrooms could be proficient and as soon as you put 

technology in the classroom they’re back to being advanced beginner. (Zoë, 20–25, primary) 

Paul, a secondary teacher, saw himself as proficient in his subject knowledge and “delivery”, 

while considering that there were gaps in terms of being efficient administratively: 

I put myself as competent because in some areas I believe I am competent and some areas I 

believe I am proficient and that’s my delivery and that’s my subject knowledge and in some 

areas I would fit myself in between an advanced beginner and competent. That’s definitely 

in regard to organising my department…the organisational side of things and I believe I’m a 

competent classroom manager some days, an efficient classroom manager, other days I’m 

an advanced beginner. Oh there’s parts of me that are advanced beginner and I’ll admit that 

and there’s parts of me that I think are proficient, but I think mainly in the majority it’s 

competent. (Paul, 26–30, secondary) 

Another teacher explained that in “some areas I’m competent, you know, and other areas I think 

I’m still learning”. In her view she saw herself as competent in planning, student learning styles, 

and her relationship with her students, but less competent in:  
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developing assessment tasks, I do ask for help with that. I mean I know what I want them to 

learn but actually assessing what they’ve learned I mean. Because I don’t like tests, you 

know, I hate the word ‘test’ and we do a lot of that. (Hannah, 41–50, intermediate) 

Teachers were also critical that by placing “expert” at the end of a continuum, we were implying 

that there was an end-point at which teachers were expert, knew everything, and therefore had no 

more learning to do. If this were the case, they argued, they would cease to be interested in 

teaching, as part of its appeal was the constant challenge:  

Because I believe that, I don’t know if anyone can ever really, do you ever arrive? I don’t 

know if anyone ever really arrives at being expert or accomplished ‘cause if that was the 

case then what else is there for you to do? (Xanthe, 26–30, primary)  

It’s only my third year in the profession, it’s a profession I would hope to be challenged in 

and if I felt that I was an expert or you know, fully accomplished at this level I don’t think 

it’s a job I’d want to be in. It’s a job that you should constantly be challenged and work 

through and be…everything and I mean I see the expert teachers at this school, teachers who 

have been teaching you know, 10, 15 years and that’s where I’d like to see myself as being. 

(Anita, 26–30, secondary) 

While teachers placed themselves at different points along the line, they acknowledged the growth 

in their expertise since beginning teaching, and awareness of areas where they still needed to 

grow. They were well aware that ‘the complexity and nuances of teaching take time to develop 

and master’, (Bartell, 2005, p. 28). Comments such as: “There’s just so much more to learn”; “I 

know I’ve achieved a lot in that time particularly with responsibilities and that but I’m still 

learning”; “I mean you’re always going to be learning and growing”; “I feel there’s a lot more I 

can do”; “I still think I could be better”, were frequently expressed.  

Only two teachers (both secondary teachers) described themselves as expert or approaching 

expert. The first commented: “Without being a blow arse of any description probably up here 

[pointing to expert] I think” and the second considered “I think I’ve got it sussed.”  

In the survey all teachers apart from one reported feeling confident or very confident to manage 

student behaviour, plan effective class programmes, and use a range of teaching strategies. 

Almost all felt confident or very confident to cater for a range of student achievement levels, and 

to use information about student learning to inform their teaching. About 10 percent felt “not very 

confident” to work constructively with parents to enhance student learning. 

Worries 

The two main areas of worry for teachers related to their concerns for students and concerns about 

meeting the myriad expectations of their work. In relation to students, they worried about their 

personal wellbeing and that as teachers they were not meeting their individual learning needs: 

I am so committed to my children and the fact that I know that sometimes they go home to 

an environment that perhaps isn’t the best. That makes me worry when I know that they 

might not be very happy and I think you know, over the holidays and stuff and that, by that 
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second week I often have a dream about them you know and so I’m rearing to get back to 

school to make sure they’re okay. (Kate, 20–25, primary) 

Really needy children. I’ll wake up thinking about my really needy ones and am I doing 

enough for them? And ‘What will the teacher think next year when they meet them? Will 

they think ‘yikes what has Rose done last year?’ I don’t think that anyone would do that, but 

the really needy children, and I have three, and I tend to sort of hop from one to the other. 

I’ll get that one sorted and ticking along and then I can see that [this one needs help]. It’s 

like I’m picking them up the whole time. (Rose, 31–40, primary) 

For some teachers the constant demands caused them to reflect on their priorities and worry about 

whether they were keeping up and giving their best for their students: 

I think about things and something I’ve been thinking about lately with teaching is: What is 

teaching? What really is teaching? And how much of teachers’ time goes into different 

things and for me at the moment, I’m really trying to define what the heart of teaching is, in 

terms of: Is it paperwork, the logistics, the administration, the implementation, the colleague 

stuff, the team you know, where is it really? And so I guess I think hard about that and I also 

think, I think hard about what I’m doing and ‘Is it the best possible thing for these students? 

Have I let them down this year in any area? Have they missed out because of me? Are there 

areas that I’ve been just slack in and haven’t, you know, catered for them?’ and, yeah, so I 

guess I think about those things but not to the point where I’m worried sick… (Gary, 26–30, 

intermediate) 

Teachers worried when they were unable to “reach” students, or when they perceived them to be 

acting in ways that impeded their learning. Although the numbers are small, five secondary 

teachers, two intermediate, and one primary teacher identified student characteristics and 

behaviour as their biggest frustration in teaching. Secondary teachers expressed anxiety about 

students who were not “putting in the effort” to succeed in external examinations: 

Student apathy, students not engaged in their study and also, you know, which is reflected in 

attendance and things like that. I’m particularly worried about senior students two or three 

weeks out from exams and I know they’re not as well prepared as they should be and that 

keeps me awake at night. (Jack, 31–40, secondary)  

So that puts a lot of pressure on me and as well just the thinking about have I lost a number 

of students, how can I maybe try and get them back? Do I just forge on with the students 

that I know that I have engaged or is it the case at this stage of the year I start to think well 

they’re Year 13 students, they’ve made a choice? If they’re not going to attend class, if 

they’re not going to sit summative assessments, I go through all the forms and procedures 

with the deans and the pastoral care and things like this but if they’re still not going to do it, 

do I need to let go and not worry about them any more? But of course as a professional I 

want to still keep doing my utmost for them right up to the very last minute of the last lesson 

because that’s my job and that’s just the way I am. But a part of me says ‘You need to take a 

step back from that perhaps and just say well maybe they’ve made a choice’ and another 

part will say ‘Well why are you so driven about the results because at the end you can lead 

horses to water?’... On study leave, they have to study, they have to do the work, you can’t 

do the work for them at that stage. So it’s like an internal battle that goes on and those are 

the sorts of things that ding dong around, sort of keep me awake and yeah, relentless 

 68 © NZCER 



pressure of getting through content and material because this time of the year you’ve just got 

to. (Steven, 26–30, secondary) 

Much has been written about the intensification of teachers’ work in recent years (Smyth, 2001), 

and a number of teachers’ comments reflect this clearly: 

If I look back, now I’m making lists and ticking them off, but somehow I’ve found this year 

time has been beyond, it’s felt beyond my control. I would plan what I’m going to do and 

then I’d have two teachers come to me and say ‘How do I do this?’, ‘What do I do? I need 

help with this’, or you’ve got a crying student and you have to change your plans that 

you’ve very carefully made. With the limited time you have to go and do something else 

that’s immediately more urgent and so time, I do worry about time and prioritising what I’m 

doing and am I using my time efficiently or wasting time? I get very upset when I feel like 

‘Well that was a waste of an hour’, so that’s the only other thing I really worry about I guess 

when I go home. (Ruby, 26–30, secondary) 

Sometimes I’m just awake thinking of things I didn’t catch up on today. ‘Oh I forgot to 

catch up on how their trip went’; or ‘How is that person going with this?’ and things like 

that are the things… ‘Ooh I forgot to photocopy that’, they’re the things that [I think about], 

but then sometimes I worry, usually the first term with students I struggle to build a 

relationship as quickly [as I would like]. Like some days I lie in bed thinking ‘How am I 

going to tackle it?’ you know, and just running through scenarios and I don’t know if it’s 

normal but I do. And I also worry sometimes about my top and bottom kids, my bright ones 

and my strugglers and sometimes I know I do a good job of teaching to the middle. Some 

days I know I do a really good job of teaching to the tops and the bottoms but I’m constantly 

thinking ‘Am I doing my job for all three groups?’. (Ellen, 20–25, intermediate) 

Parents 

The interview data highlighted a number of teacher concerns about working with parents. A 

quarter of primary teachers and a third of secondary teachers identified their relationships with 

parents as highly satisfying, with almost all of the rest rating them as “somewhat satisfactory”. 

Some teachers reported worrying that they were not meeting parental expectations:  

I guess what worries me is my relationship with children and parents. I guess it comes back 

to the professional question. It concerns me if someone doesn’t think I’m professional, or if 

they have an issue that I feel is my responsibility to fulfil or help them solve and I guess I’m 

quite self-critical sometimes. (Emily, 20–25, secondary) 

The parents can be quite difficult in terms of they do want a lot for their children. Yeah I 

think there’s a perception that in lower-decile schools the parents aren’t that interested. Well 

I actually find that some of them can be just as, you know, there at your door wanting to 

know what’s going on at school. (Bridget, 31–40, primary)  

Teachers in high-decile schools were more likely to consider that parents put additional demands 

on them, particularly in relation to homework: 

The homework seems to have worked itself out because I’ve spoken to all the individual 

parents concerned and we have adapted. I think I’ve probably got four different types of 
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homework going home. There’s not a one-size-fits-all which actually makes sense. (Rose, 

31–40, primary) 

Other teachers expressed frustration that they did not know how to work constructively with 

parents of disengaged secondary students: 

The problem with senior parents is that after the second phone call they [parents] just sort of 

say ‘I can’t do anything else beyond this now.’ You know, and it gets a bit disheartening so 

it’s kind of more, it’s written on their reports. The people who didn’t attempt the exam 

papers have got an F, for fail to sit and say they have not achieved so parents can see when 

they didn’t do it. Yeah, there’s kind of a limit but the head of school knows, head of 

department knows and that was pretty much, there’s a limit to what you can do. (Anita, 26–

30, secondary) 

Some schools appeared to lack policies and procedures for handling parental complaints and the 

following incident illustrates how a young teacher felt patronised and ignored by the manner in 

which her principal dealt with a parent concern:  

I think in the community I work in there is like a minority of parents who can be quite 

negative. Unfortunately their voice is the loudest one that you hear. At the beginning of this 

year there were a few parents who had made some complaints about some things from my 

class from last year. They thought that the children’s books weren’t neat enough and they 

were things that to me I just don’t think are important at all and I felt frustrated because I’d 

been intentionally not fussing about that sort of thing to try and encourage the children to 

write creative and interesting stories with lots of good content. Unfortunately I didn’t have 

the opportunity to say that and I didn’t see the point in trying to pursue it. I don’t think they 

would have necessarily listened to me anyway. Unfortunately I felt as though the principal 

wasn’t, I mean I know that it is really difficult being a principal when you’re trying to 

balance so many things. In his attempt to kind of smooth things over with the parents I felt 

as though he just kind of said ‘Oh well she’s a young teacher’ and a few things like that. 

When he told me that those were the things he said it felt as though he hadn’t actually stood 

up for the fact that I had made a professional decision in what I was doing. It wasn’t just that 

I’d slipped up. That was not a very nice way to start the year because I felt like I’ve been 

working so hard and parents don’t even like me or think that I’ve done a good job. It seems 

as though that is a common thing as well in the community; that they are really nice to you 

when their child is in your class and when your child isn’t that’s when they say the things 

they haven’t been happy about. (Jane, 20–25, primary) 

Some New Zealand research (Thomas, Lai, Robinson, Agbede, & Pythian, 2003) has pointed out 

the reluctance of experienced teachers to talk honestly and constructively to parents about low 

student achievement, and the comment below suggests that new teachers may need assistance in 

talking to parents about problem areas: 

I find for me, from my perspective, I find it quite hard to talk to them about areas their child 

has trouble with or concerns with. That’s an area that I am constantly battling with is 

bringing up issues, big concerns of the parents, like not academic concerns but more things 

that are personal about their child. And so from a parent’s perspective maybe, yeah, I’m 

definitely not blunt with my parents. I definitely stand back on that aspect whereas with my 
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kids I’m quite straightforward. They know what I expect and what I don’t like, whereas with 

parents I tend to try to sit on their good side. (Zoë, 20–25, primary) 

Learning how to work alongside parents may be an example of knowledge that is built up during 

teaching, after teachers have crafted a professional identity they feel comfortable with, and when 

they have been supported by specific guidance to work constructively with parents in ways 

advocated by their particular school. However, the findings of Thomas et al. (2003) point to a 

need for experienced teachers as well as novice teachers to learn how to communicate effectively 

with parents about student achievement. 

Motivation and job satisfaction 

Motivation and job satisfaction are related concepts. The classic management theorist Herzberg 

(Herzberg, Mausher, & Snyderman, 1959) theorised that motivators such as achievement, 

recognition, responsibility, promotion, and intrinsically satisfying work lead to job satisfaction. 

Job dissatisfaction is caused by factors such as poor supervision, low salaries, poor working 

conditions, and unpleasant colleagues. In his view, employers need to attend to the factors that 

cause job dissatisfaction, but they should emphasise the motivators if they want their employees 

to perform better. 

In our study, more than two-thirds of the teachers reported that they were feeling more motivated 

to teach than when they began teaching, with the rest equally divided between feeling the same 

and feeling less motivated.  

The main reason for greater motivation was the sense of achievement they felt, and greater 

confidence in their teaching. Teachers enjoyed knowing more, “feeling more on top” of their 

work, finding things less of a challenge, and being able to relax a little more:  

I think I’m enjoying it a lot more than I was probably at the beginning of the year and 

definitely over the last couple of years just in terms of, I don’t know, becoming a bit more 

relaxed and feeling in control of everything that you’re doing… I think it’s been more from 

my experience and just myself realising that I am doing a good job, so now I’m kind of 

reprioritising I suppose and thinking about you know, what I can be doing to spend more 

time with them and different ways to approach things I suppose, but it’s more to do with 

confidence I think in myself and just knowing that I’m doing it right. So just relaxing a bit 

more and therefore enjoying it… Like I think it matches what I hoped it would be like at 

training college and what I got from teaching experiences and the enjoyment I had then. I 

think then you hit the reality of the learning curve in the first two years and now I’ve gone 

back to how I hoped it would be, getting past the other stuff. (Danielle, 20–25, primary) 

Motivation was strengthened by the enjoyment from intrinsic aspects of their work with students, 

such as “getting a kick out of seeing them achieve”: 

I feel really good any time that I get some sort of feedback from the kids that I know is 

genuine and it just pops out. Where they express perhaps something that was really 

interesting, or they really enjoyed that or they’ve now found out something that they’d never 

have known or they really enjoyed the way something was presented to them. Those sorts of 

 71 © NZCER 



tangible things make me feel good. The times when I get those external results and I see 

perhaps someone has really peaked and they really came up and they really did the job, 

those are very satisfying things and make me feel good because I’ll have produced a result. 

(Paul, 26–30, secondary) 

There was clear agreement that the most satisfying aspect of teachers’ work was their “core work” 

with children. Data from the surveys showed that the most satisfying aspect of teachers’ work was 

their relationships with children, with 29 primary teachers and half of their secondary colleagues 

rating their relationships with children as very satisfying. Comments from the interviews illustrate 

how closely teacher satisfaction is tied to their students and the outcomes of their teaching: 

I feel really good about my teaching when my children enjoy themselves and experience 

success and I mean to be honest as well also when things that I plan actually go right and 

don’t fall in my face. Yeah, I think I gauge a lot of my self-perception from my children so, 

for example, if they seem unsatisfied I sit up and take note ‘cause it makes me feel that I’m 

not doing my job. So I guess for me when I feel good about teaching I know they’re happy 

and, yeah, meeting their potential. Also I like knowing that the children are experiencing 

new things as well. I think that also makes me happy in my teaching. (Emily, 20–25, 

secondary) 

When you see those score results but also when you’re working in the moment with a child 

and you can see they’ve got it. (Morag, 26–30, primary)  

When kids look like they’re enjoying themselves, when they’re motivated. I really like it, 

you know, like teaching a maths strategy and they go ‘Oh yeah’ and you can see that 

click…the light bulb’s gone on so you sort of know that you’ve got somewhere with them. 

(Holly, 20–25, primary) 

The times I feel really good are when I’m in the middle of a class, I feel like I’ve learnt 

something along with the kids and that they’ve really become interested in some topic we’re 

discussing. Yeah, that’s the main thing, main time, when we’re kind of learning together. 

(Leah, 31–40, secondary)  

Other teachers were motivated by a mix of factors, including feeling successful in helping 

children succeed, and by opportunities to take on further responsibilities. Robert, a career changer, 

explained:  

Just the satisfaction you get from helping kids and seeing them develop and also just the 

environment, professional environment, working with others who are, well most of them or 

most of the time thinking along the same lines, yeah… There’s still opportunities for me to 

keep extending myself here. I suppose after nearly three years you shouldn’t be getting stale 

anyway, but you know, there’s still plenty of room for me to keep taking on responsibilities 

or starting to take on more responsibility. (Robert, 26–30, intermediate). 

At the time of writing this report Robert had just contacted us to let us know that he had been 

appointed to a senior teacher position in his school. 

Despite the challenges of keeping on top of all the demands of teaching, the majority of teachers 

were generally upbeat about their work, their students, and their colleagues: 
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I couldn’t speak highly enough of the profession, I love it, absolutely love coming to school 

and I look forward to it. I look forward to seeing staff members and I look forward to seeing 

the kids every day. (Donald, 26–30, primary) 

Several teachers described their motivation as “fluctuating” depending on what was happening in 

their school or lives. The teacher who made the following comment has subsequently resigned 

from teaching:  

Sometimes I feel really motivated and other times I don’t at all and it depends maybe on the 

term or what’s going on, there’s always other factors I think that are affecting your 

motivation… It’s not been a good year at school this year and not so much for the teaching 

of the children, just with…things and I’d like to be in a better position. I don’t particularly 

want to look for great promotion or anything. (Bridget, 31–40, primary) 

Teachers tended to report more motivation at the beginning rather than at the end of the year, 

particularly in secondary schools when the focus changed from teaching to getting students to 

revise for final examinations: 

Oh motivation is fine yeah, still motivated. I know it changes throughout the year like at the 

moment I’m frustrated and the motivation is waning because it’s a critical time of year as far 

as revision goes but the kids still haven’t come on board yet. I get annoyed. Motivation of 

course is still there but sometimes you have to try and motivate these really annoying 

useless kids and yeah. We’ve finished all the courses now so it’s just revision at the moment 

and that is also hard as a teacher because it is boring to be honest. You’re not teaching them 

new stuff so you’re not being a practitioner any more, you’re just getting them to do work 

and then you’re just walking around and answering questions so it’s a fairly boring time of 

year but a vital time of year of course. (Degz, 31–40, secondary) 

There was a range of factors that had the potential to contribute to job dissatisfaction, but in some 

cases these had been addressed successfully by school management. Class composition is one 

such factor. A number of teachers had challenging children leave their class which, in their view, 

resulted in a much more settled class. Sam reported feeling “much more settled” because:  

I had a child removed from my room and put into another room because he had major 

psychological problems which I wasn’t coping with and that has completely changed the 

dynamic of my class where I was not managing one boy. He was quite extreme and has been 

for four years so that has changed things and everything’s lighter and more fun, so on the 

management side it’s just so much easier. (Sam, 41–50, primary) 

The improved classroom dynamics allowed him to “push the boundaries” of his teaching, and 

“stretch the children into new areas” now that he was not preoccupied with the behaviour of one 

child. Conversely, Morag described the impact of a new child with high needs who had just been 

placed in her class:  

I don’t feel like I’m any less motivated to do my job. I think energy levels, especially getting 

to the end of the term your motivation does…. I’ve got this new child and she has zapped 

my energy already. No, it is all just dependent on what is happening within the school at the 

time and the time of the year and the children. (Morag, 26–30, primary)  
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Barrie reported that he was much more motivated with his class this year as he had not managed 

to “jell” with his class the previous year: 

I’m more motivated than ever really. This class has instilled a lot of [my] faith back into 

children I think. Yeah, I think there’s a lot of potential out there. I was a little disheartened 

last year, just a little disheartened with the way the children ended up. I didn’t feel like I 

made enough progress with them. But this year they’re so full of character. I enjoy the 

challenge and I feel like I relate well to children. I feel like I’m doing, I’m in a career that 

I’m good at I suppose. A lot of the time they’ve got a lot of problems at home. I mean like I 

didn’t mean to whinge before but a lot of kids have huge problems at home and the 

classroom’s their only stability. So I wanted to be part of that solution really I suppose. 

(Barrie, 20–25, intermediate) 

While individual dispositions of teachers contribute to what they experience as motivating, the 

way schools are organised and managed contributes both to teachers’ motivation and the 

satisfactions they are able to derive from their work.  

Most of the dissatisfactions reported by teachers appear to result from school factors. Negative 

school micropolitics and feelings of overload contributed to job dissatisfaction and led teachers to 

look for teaching positions in other schools; for jobs outside teaching where they could use their 

teaching skills, or to consider taking time out for travel. A change in school management led 

Sarah to decide to look for work in a different school:  

Yeah the management has changed since I’ve been here in the way that it operates, like 

there’s a ‘them and us’ [division]...and I don’t know that that’s been deliberate but I mean it 

definitely hasn’t been deliberate. I don’t know quite why but I don’t feel like there’s a lot of 

collegiality and I don’t like that. (Sarah, 26–30, intermediate)  

When we interviewed Rose she was outspoken about how demoralising it was to work in a culture 

where teachers were blamed for the problem behaviours of their students: 

I can’t believe how much it’s played a part this year. Not just for me, I think for everybody, 

yeah, just negative stuff going on and you just wonder why you bother getting up in the 

morning and coming in. You know what makes me laugh but [research] it’s telling you 

about positive reinforcement for the children, you see the effect on a classroom and to 

positively reinforce, to always look at the positives, you know…it’s all the way you’re 

treated as a member of the staff ‘cause it always seems to focus on the negative, there’s no 

positive reinforcement and when it comes it’s not from the heart…you try and do all things 

for the children but you know, you’re told if your children aren’t behaved then ‘you have to 

look at your programme’. At the end of the day a lot of the time I think you go into a 

classroom in a grumpy mood….because of outside [things], part of the school life you 

know. (Rose, 31–40, primary) 

Some teachers were finding that it was becoming difficult to maintain their commitment to 

teaching, because the “other stuff” in addition to teaching sometimes caused their passion to 

“wither away”, although they still derived satisfaction from their work with students:  
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It’s probably, in terms of the children I’m just as motivated as I ever was but I do find that 

all the other stuff does get you down at times and it’s not until you’re back in front of the 

children that perhaps you go ‘Oh this is why I’m in this job’, like you know, just in terms of 

like staffing politics and feeling the disappointment at not getting other [teaching] jobs and 

that sort of thing. I think, I mean it gets anyone down so you know, it’s just that natural 

thing I guess, but I mean I love the children, and the minute I’m in front of them you know, 

rekindles any passion that was slowly withering away. (Kate, 20–25, primary) 

Because my motivation to teach is the same but I have a better understanding of all the 

admin that’s associated with teaching so that part I don’t enjoy as much. Maybe my 

motivation to teach what I’m doing now is less. (Ellen, 20–25, primary) 

Several teachers talked about “third-year blues” noting that they felt more pressured now that they 

no longer had access to the release time they enjoyed in their first two years. Secondary teachers 

typically had at least one other timetabled class, and sometimes more senior classes with higher-

stakes assessment. One source of dissatisfaction for teachers is assignment to teach subjects for 

which they have little training or educational background (Ingersoll & Kralik, 2004). Some 

secondary teachers complained about being required to teach classes where they lacked content 

knowledge and previous preparation:  

I’d have to say this week my motivation is quite high, I’m enjoying it, but I’ve been through 

some real, I suppose third-year blues and lows this year where my motivation has not been 

very strong at all. I would put that down to two factors: one all the business and change that 

has been going on in my life this year and also teaching subjects at school that I do not enjoy 

or am trained to teach has been a major impact on my enjoyment level. (Paul, 26–30, 

secondary) 

Two secondary teachers described how being required to teach out-of-field impacted on their 

confidence. Olivia told us:  

I’ve experienced teaching a subject that I didn’t know much about at all. I was just told 

‘You’re teaching it’ and I had an hour session on it. They just said to me ‘Oh something has 

happened in the timetable and instead of your colleague you’re teaching it’ and I felt 

completely left out in the loop. It’s like asking a mathematician to teach physics. Even 

though certain components and formulas might be the same it does not mean that you know 

how to do it and nobody said to me ‘We’ll send you to a course first’… I thought ‘Wait a 

minute, this should not be happening, I feel completely incapable of teaching this subject 

and I know the kids will know it as soon as they see me up there.’ (Olivia, 20–25, 

secondary) 

Another source of dissatisfaction was being required to change courses every year without time to 

revisit, refine, and develop confidence and expertise in an area. Paul said that he had been begging 

his head of faculty to: 

let me have two years in a row where I’m actually teaching the same thing twice, 'cause 

every year I’ve had something new. (Paul, 26–30, secondary) 
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But only a handful of teachers described themselves as becoming dissatisfied with teaching. A 

young Mäori teacher, who had already changed schools once because of school politics, appeared 

quite emotionally disengaged in his work:  

I suppose the energy is gone. The enthusiasm has not gone yet but it’s on the way out. It 

depends where you are at anyway because I have moved, too, and it’s a different type of kid, 

and a totally different type of environment, and a totally different staff. The way you interact 

with those three can be quite important. If one is out they are all out. (Graham, 26–30, 

primary) 

Contributing to his disengagement were resistance from the school community to utilise his 

bicultural skills, stress, a heavy workload, and inability to balance his personal and professional 

life. He felt unacknowledged and unhappy, but still saw himself as continuing to strengthen and 

develop his classroom practice during the immediate future.  

Working conditions 

Certainly many of us who enter teaching do so knowing that it has, in most cases, never 

been a highly paid or prestigious occupation. But I was taken aback by the lack of 

understanding or regard for the teaching job. It seemed completely counterproductive to me 

that many of the intrinsic rewards, such as the satisfaction of making an impact, of imparting 

one’s knowledge, of working in a supportive and positive environment, and having input 

into the way things operate, were missing (Ingersoll & Smith, 2003, p. 3). 

At the time of the survey and second interview most of the teachers still teaching in our study 

were reasonably satisfied with their overall working conditions. The majority of teachers felt 

proud to work in their school (46); worked in a collegial atmosphere (44); felt part of an effective 

team (40); and were encouraged to be innovative (39). Three-quarters of primary teachers and half 

of secondary teachers agreed that they worked in schools with consistently supportive principals. 

Some aspects of their work were less conducive to the realisation of teachers’ aspirations for 

themselves and for their students. Areas of concern related to: lack of scheduled time for them to 

work collaboratively with their colleagues; inadequate recognition for their teaching 

achievements; limited involvement in school decisions that affected them; and limited 

opportunities to develop their leadership skills. 

Salary and career development 

While salary had not been a strong incentive in their decision to teach, only a minority of teachers 

now agreed that their current salaries were appropriate for their work (n=14). A small minority of 

teachers, seeing their peers in other occupations receiving much higher salaries, found that salary 

(in combination with other factors) figured quite highly in their decision whether to stay in 

teaching or not. Ajay told us at his second interview that he had made up his mind to leave 

teaching. Although he had been aware that there were “issues with salary” when he decided to 

become a teacher he expected that other compensations such as sharing his love of science, and 

time to develop his interests during the holidays would provide sufficient rewards. However, a 
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combination of factors, including lack of feedback on his teaching and no access to professional 

development, meant that salary concerns became important: 

I realised that if I keep at this pace I’m not going to achieve what I want to achieve in the 

next five years. My mid-term goals are to go overseas, have an OE, and get some money 

behind me so that I can look toward buying some property, getting something solid…and 

also making sure that I’m moving on a career pathway that will be useful in the future and 

will give me what I want in the long-term future. ...I just don’t think [education] has been 

sorted out to the point where it is going to retain someone like me in the job. Apparently 

young males are in high demand in the job, but I’ve still got a student loan, you know I’ve 

still got all those other things that I want to do with my life and the job’s not allowing me 

the freedom to do that. (Ajay, 20–25, secondary) 

Ajay had another career in mind with better remuneration, but on reflection decided that “that 

kind of work could easily drive me up the wall”, and “I’m not sure I could handle the lack of 

excitement”. He decided to stay in his current position in the short term and make plans for future 

travel. 

While most teachers were not actively considering how to advance in the profession, Millie, an 

ambitious young secondary teacher with a previous career potentially offering high financial 

rewards, said that she was “always looking at the next step”. She said that she had been “very 

open about it whether it’s in teaching or not”. In her view: “The problem with teaching as a job is 

that there’s no recognition for performance. I have a big problem with that.” She said that “I do 

very well, I work my butt off, and my students achieve very well, but I still get paid the same.” 

While she acknowledged the intrinsic rewards in teaching, she said that “At this stage that’s not 

enough for me. I want to be recognised for my hard work and my success.” She liked the notion 

of rigorous performance reviews that had real consequences for her career and noted how a friend 

(an accountant) had performance appraisals every year, with pay increases dependent on 

performance. “That’s where I want to be. I want to be in a job that does that.” “Money is a way of 

recognising achievement.” It irked her that “the teaching pay scale is based on time, not 

performance. A teacher can be useless, using 20-year-old worksheets out of the cabinet, and can 

get paid more than me.”  

While she was aware that student achievement is not totally reliant on teacher skills, “that’s a load 

of rubbish”, she believed that the quality of teaching would be improved if there were more of an 

emphasis on performance, with a result that teaching would attract and retain a lot more high 

achievers if it offered the opportunity to “advance not just job wise, but professionally”. At the 

moment she said that she could: 

get more money by taking on more ‘things’, rather than about developing as a teacher. The 

middle management allowances are all about extra tasks you do, but don’t recognise the 

quality of teaching. There is nothing that does that in any respect. (Millie, 20–25, secondary) 

Millie is currently travelling overseas; it will be interesting to see if she returns to teaching, as it is 

her view that teaching is unsustainable in the long term. Her perspective on the teaching career 

stands out from the rest of the sample. 
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Workload  

Table 9 Hours spent in activities involving student interaction outside regular 

scheduled teaching in average week of teaching 

Hours a week Primary teachers  
(n=35) 

Secondary teachers 
(n=18) 

None 10  (29%) 1 (6%) 

Less than 3 hours 15  (43%) 6 (33%) 

3–9 hours 10  (29%) 9 (50%) 

10+ hours 0  2 (11%) 

 

Primary teachers reported less time in school-related activities involving students outside class 

than their secondary colleagues, with less than a third of primary teachers compared with half of 

the secondary teachers reporting three or more hours a week. Two secondary teachers were 

critical that the health and safety requirements for taking students on education outside the 

classroom were so onerous that they had decided they were not willing to take on the personal 

liability or do the extensive paperwork. “I wanted to take kids on tramps. It turned from a casual 

Sunday tramp into a legal contract. I can’t be bothered. I’ll go by myself,” said Millie. She also 

said: 

You can’t do it [teaching] for your whole life. What you put in at a personal level can’t be 

maintained. Other jobs don’t require so much personal giving. In teaching everything is on 

the personal level. You have to pull up the energy from somewhere. If you get slack you are 

letting yourself and the kids down. I can’t even go out during the week because I’d be too 

tired the next day. (Millie, 20–25, secondary) 

Table 10 Hours spent in other school-related activities outside regular scheduled 

teaching in average week of teaching 

Hours a week Primary teachers  
(n=35) 

Secondary teachers  
(n=18) 

None 0  0  

Less than 3 hours 2  (  6%) 0  

3–9 hours 15  (43%) 9  (50%) 

10+ hours 18  (51%) 9  (50%) 

 

Table 10 illustrates that half the secondary and primary teachers report working 10 or more hours 

outside their scheduled class time each week. 

Half of the teachers agreed that their workload was manageable. No primary teachers and two 

secondary teachers strongly agreed. Thirteen primary teachers and four secondary teachers 
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disagreed or strongly disagreed that their workload was manageable. Factors that contributed to 

workload were mostly related to paperwork, meetings, assessment, and reporting: 

You get slowed down by administration. It’s been a heavy reporting time. We had senior 

reports, junior reports; we also had junior and senior parent teacher nights and we had an 

open night, plus we had an achievement night and we had junior graduation reports, so those 

sort of things can become psychotic and lots of assessment at all levels. So sometimes I feel 

like, you know, plus your two assessments for every level, you know, every term is just 

[awful] and that. So that was just crazy and then you thought well this term won’t be as bad, 

third term won’t be as bad but then we had obviously all the mid-year exams and senior 

reports for the day we got back and this time it’s how we can reassess before the cut-off by 

NZQA? So that slows you down I think. (Anita, 26–30, secondary) 

We have a syndicate meeting every week which I don’t believe is necessary. Probably half 

the meetings could be emailed. That’s every Monday night. The start of the week is 

ridiculous because that’s when you’re full-on planning and getting ready, every week it’s 

just…and then we have a team, then we have a school staff meeting on Wednesday night 

every fortnight. Just seems to be bit over the top, slightly over the top. (Sam, 41–50, 

primary)  

And all these morning meetings! I mean everyone can read; just send a notice by email, 

that’s all you need to do. (Emily, 20–25, secondary) 

That’s right, yeah it’s just frustrating being spread so thinly ‘cause you can’t stay and work 

till 7 every night. That’s one thing I’ve really learnt is that if I’m gonna cope with the year 

of teaching I have to, next year I’m, we’re going to make it an aim. I was talking about it 

with the other teachers to not work past 5 o’clock right from the first term or at least, you 

know, most nights, not past 5. Last year I was working till 6 or 7 for most of the first term 

plus weekends, and then by the third term I’m just completely burnt out, and I’m not giving 

them my best. I felt like I just clawed my way through the third term this year. Especially 

with personal things going on as well, relationship issues. (Leah, 31–40, secondary) 

Table 11 Teacher agreement that the level of work-related stress is acceptable 

 Primary teachers  
(n=35) 

Secondary teachers  
(n=18) 

Strongly agree 0  1  (6%) 

Agree 14  (40%) 9  (50%) 

Neutral 4  (11%) 4  (22%) 

Disagree 16 (46%) 2 (11%) 

Strongly disagree 1 (  3%) 2 (11%) 

 

Secondary teachers were somewhat more likely to agree or be neutral that the level of work-

related stress was acceptable than were primary teachers. Much higher levels of disagreement 

were reported by primary teachers. This finding requires further exploration, given that they do 

not appear to be working longer hours than their secondary colleagues. Perhaps the category of 
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“more than 10 hours a week” for extra hours fails to capture their additional working hours, given 

the numbers of teachers who talked about working evenings and weekends. 

Table 12 Teacher agreement that they are able to maintain work-life balance 

 Primary teachers 
 (n=35) 

Secondary teachers 
 (n=18) 

Strongly agree 1  (3%) 2  (11%) 

Agree 18  (51%) 10  (56%) 

Neutral 6  (17%) 1  (6%) 

Disagree 9  (26%) 5  (28%) 

Strongly disagree 1  (3%) 0  

 

About half of both primary and secondary teachers felt that they were managing a balance 

between their work and their personal lives towards the end of their third year of teaching, but as 

the table above shows, around a quarter disagreed that they were able to do this. Primary teachers 

appeared somewhat less able to draw boundaries between their work and home lives, although 

only a handful of teachers appeared to be able to leave their work at school: 

It doesn’t keep me awake at night. I don’t think a job should do that. You shouldn’t be in it 

[if it does]. (Elisabeth, 20–25, secondary) 

The cognitive demand that teaching requires also kept teachers awake planning their next day’s 

work: 

Quite often my mind will be racing, not worrying even that might be the wrong word, just 

thinking about it and planning ahead for the next day or whatever. I do that quite often but 

it’s not an issue or problem… I was up till midnight the other night and then I went to bed 

and I couldn’t sleep because my mind was just going with all these buttons. (Robyn, 26–30, 

secondary) 

No, I mean you’re always, as a teacher I don’t think your brain ever turns off. You’re 

always thinking about how you can better yourself or the learning and the teaching in the 

classroom but I don’t think anything worries me because it may be the progress of a child 

but instead of me lying there worrying about it, I’ll think we could do this or I could do that. 

I’d rather try and solve a problem, you know, that’s where my whole positive thing comes 

from. (Tan, 20–25, primary) 

We found, as did Day et al. (2006), that teaching had a large impact on life outside school, 

although these third-year teachers were learning how to monitor their workload and make 

decisions to limit their time spent working. Single male teachers appeared better able to maintain 

their leisure activities, and married women frequently reported their disappointment at not being 

able to do so: 

I am a keen tennis player. I haven’t been to tennis for I don’t know how long and I really 

should just make that my priority. I also like doing yoga on Wednesday night. I haven’t 
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been able to get there for the last three weeks, because I’ve had marking to do, reports to 

write and that sort of thing, so tennis and yoga have been out the window. Often on a 

weekend we might be arranging to do a family trip somewhere and my husband is glaring at 

me as I am putting a bag of health books into the car and saying ‘Well if I get a spare second 

I can mark some of these’, and he’s like ‘You cannot take those on our trip’. (Vanessa, 31–

40, secondary) 

Women teachers with young children said that they felt their own children sometimes missed out 

on family time together, and two single parents teaching in low-decile schools said that their own 

children sometimes went without because of the need to supplement meagre school resources: 

Money and stuff in the classroom is the other big thing; like I’d hate to think how much I 

fork out a year alone for this. We get a budget of $25 a term but I’d spend four times that. 

Going to set up your classroom in your first year and it would have cost me $300 and I don’t 

get anything but $25 back… I mean, I spent $100 on materials for my walls at Christmas 

time and it still hasn’t covered all of them…why should I have to pay for it? It’s two pairs of 

shoes and some clothes for my daughter or a trip to Rainbow’s End or something. I have to 

say to her ‘Oh no, we can’t do that this week’ because I’m a solo mum you see. (Amanda, 

31–40, primary) 

Resources 

Two-thirds of teachers considered that they had enough access to resources to support their 

teaching. However, 15 primary teachers reported that they spent their own money on classroom 

resources, with those in decile 1 and 2 schools more likely to do this. Only two secondary teachers 

reported spending their own money on resources. A minority of teachers was unsatisfied with the 

availability of teaching resources: 

I mean, sometimes I said ‘I just cannot create as many units as I have to this year.’ I wanted 

to buy one and I wasn’t even allowed to…and they said ‘Well we did it that way, you should 

have to do it that way.’ But I mean those people who are saying that came into teaching 15 

years ago when there was no behaviour and other stuff expected of them and the curriculum 

was different as well, it wasn’t all these other [expectations], it was just essays... (Anita, 26–

30, secondary) 

Secondary teachers occasionally reported that they were impeded in their work because of lack of 

technology such as readily accessible photocopiers, graphic calculators for mathematics, 

computers in the classroom, and interactive whiteboards. Most did not have easy access to 

telephones, enough classroom computers, or easy access to photocopiers. There was limited 

availability to administrative support, particularly in primary schools. 

Teaching and working space 

Most teachers were satisfied with their classrooms, although some reported that they would like 

“better rooms”. Problems with temperature control (too hot in summer, too cold in winter) 

detracted from teaching in some schools. Primary teachers generally had no place to work outside 

their classrooms, and the workrooms in the secondary schools we visited were generally too small 

and cramped for ready access to resources and room to work. Given the importance of teachers 
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working together, the shortage of space apart from the staffroom in many schools appears to be a 

barrier to collaboration.  

Summary 

Overall, the first three years of teaching were both challenging and exhilarating for the majority of 

teachers in our sample. They were heavily invested emotionally and professionally in doing their 

best for students, and had a tendency to push themselves beyond what could reasonably be 

expected in a worker. Not enough of the teachers were actively supported in ways that allowed 

them to focus their efforts on learning to do their jobs well. Too often they were diverted from 

their key teaching role to meet other demands. While they frequently gained satisfaction and 

stimulation from other responsibilities, too often this was on top of their teaching with no 

reduction in teaching to compensate for major personal investments of time. 

Teaching is highly interactional work yet it was not always easy for teachers to communicate and 

co-ordinate with their colleagues. Despite expectations for provision of achievement data they 

were not served well by technology: the few tools they had were cumbersome and unreliable, and 

administrators still tended to rely on face-to-face meetings when information could be 

disseminated by email. Primary teachers typically had no administrative support. Yet the majority 

appeared to have accepted the “culture of scarcity” they found themselves in. 

The maxim, “teachers’ working conditions are student learning conditions” (Hirsch, 2004), 

applies to the teachers in this study. Those who worked in performance enhancing schools, with 

systems that worked, cultures that encouraged a focus on effective teaching, and realistic work 

assignments were likely to report greater satisfaction with their careers. Their working conditions 

fostered success and the fulfilment of the intrinsic rewards that had attracted them to teaching. 

Ongoing professional learning 

Introduction 

Since the completion of initial teacher education, the contexts in which our teachers work have 

largely determined their learning opportunities. Unwin and Fuller (2004, p. 1) emphasise the 

importance of workplaces as sites for ongoing learning, and observe that organisations differ in 

the way they create and manage themselves as learning environments. In addition, workplace 

organisational history and culture, attitudes, and capabilities impact strongly on teachers’ 

opportunities to learn. Unwin, Felstead, Lee, Butler, and Ashton (2005, pp. 7–8), also report the 

work of Ashton (2004, p. 45) who argues that whilst the individual employee’s “motivation to 

engage in the process of learning is seen as determined by their previous experiences…these 

interact with organisational constraints in four main areas: in the extent to which the organisation 

facilitates access to knowledge and information; in the opportunity it provides to practice and 
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develop new skills; in the provision of effective support for the learning process; and the extent to 

which it provides rewards”. 

Hatch, White, and Capitelli (2005) contend that current supports for teacher learning are “far too 

meagre” and “Teachers today are more likely to develop their understanding about good teaching 

despite the conditions in which they work, rather than because of them” (pp. 323–324). 

Unwin et al (2005) also point out that workplaces are also subject to different external and 

internal pressures that influence what and how learning occurs. An example of external pressures 

that impacted on the teachers in our study is the introduction of NCEA. While government 

policies provide induction funding for the first two years of secondary teachers’ careers, the 

introduction of NCEA created pressures in secondary schools that may have diverted energies 

away from the learning needs of provisionally registered teachers. At the same time, though, 

NCEA regenerated opportunities for secondary teachers to talk about assessment, which 

inevitably involved discussions about their subject areas and curriculum.  

We have found the work of Hodkinson and Hodkinson (2005) provides a useful frame for looking 

at the learning of our teachers. Building on the work of Fuller and Unwin (2003) they characterise 

work environments as being on a continuum from restrictive to expansive. 

Table 13 Expansive-restrictive learning environments (from Hodkinson & Hodkinson, 

2005) 

Expansive Restrictive 

Close, collaborative working Isolated, individualistic working 

Colleagues mutually supportive in enhancing teacher 
learning 

Colleagues obstruct or do not support each other’s 
learning 

Explicit focus on teacher learning as part of normal 
working practices 

No explicit focus on teacher learning except to meet 
crises or imposed initiatives 

Supported opportunities for personal development  
that goes beyond school or government priorities 

Teacher learning mainly strategic compliance with 
government or school agendas 

Time to stand back, reflect, and think differently Narrow, short training programmes 

Opportunities to integrate off-the-job learning into 
everyday practice 

No opportunity to integrate off-the-job learning 

Opportunities to participate in more than one working 
group 

Work restricted to home departmental teams within 
one school 

Opportunity to extend professional identity through 
boundary crossing into other departments, school 
activities, schools, and beyond 

Opportunities for boundary crossing only come with a 
job change 

Support for local variation in ways of working and 
learning for teachers and work groups 

Standardised approaches to teacher learning are 
prescribed and imposed 

Teachers use a wide range of learning opportunities Teachers use a narrow range of learning opportunities 
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Restrictive learning environments result in individuals working alone, alongside colleagues who 

do not support each other’s learning while expansive learning environments allow for close, 

collaborative working relationships with colleagues who are mutually supportive. Restrictive 

environments provide few or narrow opportunities for teacher learning, while expansive 

environments allow time for people to work together and think about their work, and provide 

opportunities to learn in multiple contexts within and outside the school. 

The expansive-restrictive framework has potential to characterise the workplace characteristics of 

the teachers in our study, although we will need to explore this more fully in the next stage of the 

research. In most cases workplaces had a mix of opportunities to learn, with some teachers having 

access to a wider range of opportunities. In addition teachers’ personal orientations to learning 

and their personal circumstances are likely to influence the degree to which they respond to 

learning opportunities and seek out learning opportunities for themselves.  

Opportunities for teacher learning 

Teachers as individual learners 

Teachers identified their learning inside the classroom as a powerful source of knowledge. They 

talked about “reflecting” on their teaching, and learning from mistakes:  

Reflecting! I remember we got so sick of that word at teachers college but it is true, it is so 

important to actually look at what you’re doing and think how well is that working? And if 

not, well I’ll stop doing that and I’ll try something else. I think that is a really important part 

of growth. (Jane, 20–25, primary) 

Although the term “reflection” may be overused to the point that it can become meaningless, our 

teachers appeared to use reflection to think back on their teaching and decisions as well as feeding 

forward to future actions:  

I still make lots of mistakes and have lessons that don’t go well. Then you need to ask 

yourself why and then often it’s perhaps a gap in your lesson planning or sequence or 

delivery or pedagogy or whatever and so you make steps to improve it for next time. It’s 

personal formative feedback really. (Xanthe, 26–30, primary) 

Just from practice. Just by being on the job practising. Practising and reflecting on it. Just 

thinking about doing something and then trying it again a different way or making a 

mistake, yeah making mistakes and then changing it. (Kimberley, 41–50, intermediate) 

Some teachers said that feedback from students also helped them how to become more effective: 

I just talk to them…you know, ‘What will make it easier for you?’…and they’re like 

‘Well…if we’re having a bad day, you can give us just a bit of a joke, a bit of a nod’ and it 

helps them along so that shows to me that…it’s not just getting, shoving information 

in…there’s a bit of nurture there as well. (Angela, 31–40, intermediate) 
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Only three teachers had embarked on personal study to advance their qualifications and one 

teacher had taken an extramural course in her subject area to strengthen her understandings of 

both the content of her subject and how to teach it. 

Learning within the department or teaching team 

Almost 80 percent (27) of the primary teachers and 72 percent (13) of the secondary teachers 

identified their syndicate leader or HOD as a factor in assisting their confidence in teaching, with 

similar numbers of primary teachers and slightly fewer secondary teachers (11) crediting other 

teachers in their teams as well. Most often learning was informal resulting from interactions with 

their colleagues, and as discussed earlier, the way their work groups functioned made a large 

difference to their access to learning from their peers. For half of the primary teachers, 

collaborative learning with other colleagues in their school happened frequently, compared with a 

third of the secondary teachers. Sometimes this was informal, such as timely conversations, 

sharing ideas, and asking for advice, or joint activity such as collaborative planning, or 

moderation of assessment.  

Without the time allowance they had previously had for induction, their opportunities for learning 

from observing their colleagues teaching or from feedback on their own teaching were sharply 

reduced. While most teachers were occasionally observed teaching, almost a third of secondary 

teachers had not been observed at all in the last year. 

Observing other teachers teaching was identified as highly valuable, but much less frequent now 

that they were fully registered, unless teachers had personal dispositions that inclined them 

towards active seeking out of opportunities for themselves: 

I said ‘Well I’d really like to go to another classroom if possible’ and so I got a release 

morning and did that in my first term… I just found that so beneficial so I’ve sort of just 

pushed it from there, and being the new entrant teacher I’ve done a lot of time in the 

kindergartens as well, so that’s another version of…being out there and seeing that different 

side of things as well. (Kate, 20–25, primary) 

It was clear from some teacher comments that teachers’ practice in some schools was still 

privatised, albeit with some concessions for observations for the first year of teaching. It was 

clearly not “normal” for teachers or students to have other teachers observing in their classrooms: 

Olivia: Within my department, definitely, but I would’ve liked to have the opportunity to 

see how other departments work and how other teachers teach. Once you’re in here, I guess 

in the first year you have a couple of opportunities to observe, but it doesn’t really continue, 

and even though with my head of department we have a chance to see each other because 

we’re in and out of the same room, I haven’t seen my other musical colleague teach and I 

would really like to see how she does and how she approaches the whole teaching aspect of 

things. So there can definitely be more of teacher observation. 

Interviewer: So why do you think that doesn’t happen? 

Olivia: Time probably and also other teachers might not be that open to teachers observing 

them. It’s always a comfort thing as well, but there are some teachers who are happy for you 
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to walk in and just have a sit. It does throw the balance off though, the class, once they have 

an observer. They either act completely quiet and completely abnormal or they play up so 

much…You need to be with the right class with the right teacher to see them at their best I 

think. (Olivia, 20–25, secondary) 

About a third of the primary teachers and two-thirds of secondary teachers had not observed other 

teachers teaching during the last year. At the time they were interviewed, teachers had just been 

given a time allocation of 10 hours classroom release a term, which in theory could be available 

for them to observe other teachers. However it was too early to explore how teachers were 

utilising this time. 

School- initiated learning 

Most school learning our teachers identified was initiated to fulfil Ministry of Education priorities 

or school development objectives. Teachers in primary schools referred to their participation in 

school-based Ministry contracts for literacy, numeracy, ICT, and assessment, while secondary 

teachers usually talked about their experiences with NCEA-related learning opportunities. Nearly 

70 percent of primary teachers in our study had taken an active part in school-based professional 

development contracts in the last year compared with less than a quarter of the secondary 

teachers. The following comment is from an ex-journalist who found that he developed his 

literacy content and pedagogical knowledge through his school’s participation in a national 

Literacy Professional Development Project: 

The literacy contract has been great. It’s really improved the teaching of writing right 

through the school and I think my writing lessons are much better now as well. I mean very 

focused now, not the old traditional ‘just write and we’ll give you an overall mark’. It’s 

actually getting, maybe even smaller pieces of writing but higher quality focused on a 

certain aspect. Yeah, it’s very productive; the kids really enjoy that and modelling as well. I 

mean that taught me how to model writing really which even at this stage is important. They 

did model lessons for us and they taught us how to model writing. It cleared up the 

confusion in genres really and that’s a huge one. My knowledge of genre-based writing 

wasn’t that great. It’s much better now and also, teaching children how to self-assess against 

success criteria and just the discussion. You know, the moderating, working together, 

discussing writing, looking at examples in the school and outside. It’s been very productive. 

I think it’s been great actually. (Barrie, 20–25, intermediate) 

On the whole primary teachers were positive about the impact of government initiatives on their 

own learning and that of their students: 

In terms of effectiveness just seeing the children’s ability to manipulate numbers more. I’m 

involved with the junior syndicate, more of the promotion of numeracy, you know, it’s 

happening more, the children are talking about it more in junior syndicate assemblies. We’re 

asking them mathematical questions. Children are able to talk about the strategies to get that 

they’re using set answers, they’re not just saying 3+4=7 and can’t tell you how…they’re 

being able to verbalise what they’re doing a lot more… No, I would say that in my 

syndicate, you know, over five classrooms I’m seeing evidence of that throughout all of 

those classrooms. I think getting more of an enjoyment out of numeracy and that’s for both 

teachers and children. And I also think that just from the data we’ve just been looking at, our 
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baseline data and compared with our data we’ve just done huge improvements in children’s 

learning, huge improvements which have been brilliant. So, yes, that’s been the numeracy 

project, that’s one. We’ve been involved in formative assessment, been involved with that 

for two years now. I was the lead teacher for that last year but not this year and that’s also 

been still very much a focused PD, but also consolidating the learning intentions, success 

criteria and we’ve had a huge amount of work with the portfolios and making sure that they 

line up with the formative assessment and implementing that whole notion of formative 

assessment into the classroom programme. So that has been another huge big professional 

development this year. (Tan, 20–25, primary) 

The whole-school professional development projects were seen by primary teachers as providing 

opportunities for teachers to work together to increase their collective understandings and agree 

on consistent approaches to teaching and assessment. Some of the initiatives provided 

personalised support with expert teachers working alongside teachers in their classrooms: 

The ICT lady she comes in and actually works with you and you can share work and on the 

spot she is there and that’s the best way I can learn with them right there and doing things. It 

has kind of opened the door for other things. (Isabella, 20–25, primary) 

Some primary schools appeared to provide more expansive learning environments by supporting a 

wide range of professional development options that included government priorities but also 

allowed for personal academic learning, and teacher choice relevant to their own needs and 

interests: 

I guess it’s pretty good here. We’ve completed two ICT papers through our contract and 

finished them at the end of last year. Also if we choose to we can study and the school will 

pay for half of your study fees…hopefully next year I start my Masters. It’s really up to me I 

guess. I mean the school offers plenty of professional development through the ICT and that 

contract. I guess we have to do some things through the school, for example the literacy 

programme we’re doing next year I think but it’s the other stuff to keep your knowledge up 

to date and I guess teaching and learning is kind of up to us really. It’s up to me to take it on 

and go for it rather than expect a school to tell me what to do or design it for me. (Ross, 20–

25, primary) 

Secondary teachers tended to be more critical of school-based professional development because 

most often they had no choice in the selection of the professional development focus, and it left 

no time for their personal development. They often saw it as a waste of time, with no impact on 

their classroom practice: 

This year we had this teacher only day on…I can’t even remember what it was about! It was 

talking about different styles of learners and that sort of stuff. I participated and got into it 

but it hasn’t had any impact on what I’ve done. (Degz, 31–40, secondary) 

It’s just all these things that you have to cross off like all the Treaty of Waitangi stuff and all 

this counselling stuff, I just can’t stand it. It’s not helpful, really it isn’t. At the end of a long 

day and we have somebody coming in to talk to you about a subject and when they make 

you interact in the whole thing and you’re just feeling totally dead, you just don’t, it’s not 

productive, it’s a waste of time. It’s just, I don’t know if there’s this PD craze at the moment 
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but you know, everyone seems to be doing it. We’ve got ours once a week which is a full 

staff meeting which I think is absolutely unnecessary. I mean next week it was cancelled for 

report writing and so it should be but we’ve had times when we have had PD writing and 

report writing at the same time so it’s just ridiculous. (Elisabeth, 20–25, secondary) 

“Lack of time” was seen by teachers to impact negatively on their professional learning. Teachers 

talked about “not having the time to learn new things”:  

I guess probably what every teacher tells you, time, you know, having the time in the day to 

do it. I find I’m a very high energy teacher as well so I’m just shattered by the end of the 

day and my brain is really not in the place you know, to sort of sit down and pick up that 

sort of stuff. (Jack, 31–40, secondary) 

Time is another thing because if you want to do one thing then usually you might have to 

reschedule something else or you might be moving something else along to fit that in. I’ve 

just never felt so at the mercy of a clock or hours in a day when being a teacher although 

that I have to say that I’m quite conscious of even though my mind might be still thinking 

teaching or whirring or keeping me awake or something like that, when it comes to not 

working or sitting down with a pile of papers to grade or something like that I am quite 

conscious there comes a point where I can’t do any more today or I have to stop, I need to 

just relax for a couple of hours or else I’ll just exhaust myself physically. (Steven, 26–30, 

secondary)  

Being so busy so that it feels like almost if I had more time to spend thinking about what I 

could do in my classroom rather than just quickly getting tasks finished I would have more 

time to try out new things and develop I think. That is a big part of it. (Jane, 20–25, 

primary). 

Not having the time to reflect would be it…or not having the time in the term or the day to 

make the changes you need to make. (Xanthe, 26–30, primary) 

We were struck by the dearth of professional reading that was available for teachers in staffrooms. 

While few teachers reported that their professional learning was influenced by professional 

reading, primary teachers were slightly more likely to use research to improve their teaching. No 

secondary teachers reported using publications such as set: Research Information for Teachers14 

(cf. 10 percent of primary teachers) or teachers’ magazines (cf. 13 percent of primary teachers). 

One intermediate school teacher told us that next to not having enough time, lack of access to 

professional reading was the major barrier to her professional learning:  

Probably not having the books, you know. College was brilliant because the books were 

there, you know. All the psychology and sociology books and things like that were there and 

I don’t get the time to go to the public library. I mean I’d love to have some of those books 

here. (Hannah, 41–50, intermediate) 

Teachers identified other teachers as informal supports to their learning. Two-thirds of primary 

teachers and almost 40 percent of secondary teachers in the survey identified other teachers in 

                                                        

14  set is published by NZCER with a teacher audience in mind. 
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their schools as contributing to their teaching development. About half of the primary teachers 

and a third of the secondary teachers identified their principal as a factor in their learning, with 

other school management assisting two-thirds of both primary and secondary teachers. Primary 

teachers had much more access to other support teachers; half had been assisted by specialist 

teachers such as Resource Teachers of Learning and Behaviour (RTLBs), compared with about a 

fifth of secondary teachers. 

Learning outside school 

Three-quarters of the primary teachers had participated in external professional development 

courses, although only a quarter identified these courses as a factor in their becoming more 

confident about their learning to teach. Less than half of the secondary teachers had done so, with 

a quarter of these teachers (only four) crediting these experiences as a factor in improving their 

teaching. Teachers were disappointed when courses did not live up to their expectations. One of 

the risks of entrepreneurial approaches to professional development is the lack of quality control 

over presenters: 

This year I’ve had quite bad PD. I did a course on how to extend bright thinkers and it [was 

advertised as] ‘Ideal for Intermediate teachers’, and it was so childish and it was one idea 

that one lady had made and she was trying to sell us her product. So it wasn’t really about 

developing your ability as a teacher but more: ‘This is what I’ve made up, this is how you 

could use it.’ So that was a real disappointment ‘cause one of my professional goals for this 

year was to work more with my gifted [children]. I’ve got a couple [of children] this year 

that are just out there and so I thought I’d love this course but it was not good. (Ellen, 20–

25, intermediate) 

Nine primary teachers and one secondary teacher reported frequent engagement with subjects or 

specialist associations, although half the primary and secondary teachers did so occasionally. It is 

concerning that almost half of the secondary teachers reported no engagement with their subject 

associations during their third year of teaching. This factor, in combination with unsatisfactory 

formal professional development, indicates that the consolidation and extension of their 

professional practice has been largely left up to individual teachers and their schools. Feiman-

Nemser (2001, p. 1037) emphasises that “no single institution has the expertise, authority, or 

formal resources to create the necessary structures and learning opportunities” to deepen and 

extend teachers’ practice and keep up with new developments in their fields. Some teachers 

identified “shyness” at joining established groups of more experienced teachers who all knew 

each other and others had not been encouraged to participate: 

There is a geography teachers’ association…I think we’ve been to one meeting, one time 

that was to do with NCEA when they were introducing it, that’s a couple of years ago. 

They’ve often sent messages to us as geographers, but our HOD never really emphasised to 

go; no one’s really interested in joining it. (Luke, 31–40, secondary) 

Some secondary teachers considered that their pedagogical understandings were enhanced when 

they were able to contribute to assessment panels for NCEA, although the actual assessment of 

student work at the end of a day’s teaching was an extra load: 
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In about a month or so I’ll be taking on another role for NCEA marking. I’ve marked every 

year that I’ve been a teacher so I started marking NCEA in my first year and I’ve done it 

every year since. I was invited onto a marking panel for a different subject this year so it 

will be a change from marking two years of one subject…and I’ll also have more 

responsibilities with that because I’ll be involved with what they now call the benchmarking 

process with the panel leader before the marking even begins, so that’s a nice responsibility 

and I always see NCEA marking as good professional development. So on the one hand I’m 

looking forward to that ‘cause I quite enjoy the marking process once teaching is finished. I 

don’t enjoy marking when you’re being at school during the day and then having to mark in 

the evenings and the mornings, but once school is over I really enjoy the marking process so 

I’m looking forward to that, more responsibility and greater input into how the process 

works. That will be good professional development I think for teaching that subject. 

(Steven, 26–30, secondary) 

The key message that emerges in relation to teachers’ professional learning is the need for policies 

that build on the practices that have been identified as supporting teacher learning during the 

induction period. This would mean that teachers would have dedicated time to devote to 

understanding how their students are learning and to learning how they can assist students to 

become better learners. But as we have seen with the 0.2 induction time, it is what is done with 

the time that counts most. Some schools have teachers with expertise that can be harnessed for the 

benefit of other teachers. Other schools will need more external support to help them to focus 

their learning efforts more productively. New initiatives such as the four hours a week time 

allowance for specialist classroom teachers to provide professional development and guidance, 

mentoring, and induction of other teachers, may be a step in the right direction. And primary 

schools have teachers who were lead teachers for Ministry of Education contracts who could be 

well positioned to assist other teachers to teach more effectively. We concur with Hodkinson and 

Hodkinson (2005) who suggest:  

A radically different approach to enhancing teacher learning is required. It needs to focus on 

maximising the learning potential within the participatory practices of teachers, and 

recognising that different teachers will respond differently to the same circumstances, as 

each continues to construct his/her own professional habitus. This approach should be based 

on maximising opportunities to learn, incentives to learn and support for learning, increasing 

the likelihood that more teachers will pursue learning and learn more effectively (p. 123). 
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Next steps 

Almost all of the teachers report enjoying their participation in the research. They appreciate 

having an interested listening ear, a luxury in the pressured world of teaching, and the chance to 

think more deeply about their work. They are very good at keeping in touch when there are 

changes in their lives. We want to continue the conversation into their fourth year of teaching later 

in 2006. 

The first phase of this study has highlighted how these new teachers had a range of experiences in 

their first three years of their teaching career. They were selected for this study because they had 

demonstrated a strong personal and emotional commitment to teaching, and for most teachers this 

commitment remained even when the profession let them down in terms of the support they 

received as beginning teachers. They were prepared to look for teaching in better circumstances 

when this occurred. 

This research suggests that while having induction policies and a time allowance for induction is 

necessary, the provision of induction programmes is patchy and the quality is unknown, although 

many teachers, particularly in the primary sector, reported that they were well supported. 

However, as Arends & Winitzky (1999) point out, induction policies are not panaceas for school 

shortcomings. Some teachers worked in cultures where teachers were expected to work on their 

own with little opportunity to interact with their colleagues. They clearly missed out on many 

opportunities to develop their teaching, and those who did not change schools remain in  isolated 

work environments. Some of these teachers expressed negativity about their work environments 

and teaching when we last talked with them, although others appeared resigned to the situation. 

Despite their reservations about their work, over 70 percent of these teachers expect to be still in 

teaching for the next five years. They may have survived their first three years of teaching, but 

what sort of teachers will they become? 

In November 2006 we plan to re-interview the 45 teachers who are still teaching, as well as three 

who are now in other education-related fields. We will also seek information on the work 

experiences of the seven teachers who are currently overseas. 

The next stage will assist us to understand how teachers’ individual career trajectories are 

developing. Are there developmental patterns in their career development? For example, do those 

teachers who were left to cope on their own think differently about their practice than those who 

were supported? Have there been other opportunities which have overcome the impact of 

unsupported beginnings? To what extent do their identities change and develop according to their 

personal and work circumstances? Are those who were negative still negative? What are they 

doing, if anything, to address the concerns that have led them to feel negative? How many have 
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looked for other teaching positions since their last interviews? Are those who were highly positive 

still positive? Do teachers’ views on teaching and learning remain stable or do they alter? What 

about their values, beliefs, and practices? What circumstances influence their changing 

perspectives? Is their career turning out the way they hoped? In what ways are they learning now? 

Do they feel more effective or less effective as teachers now? How do they judge their 

effectiveness? Are they able to sustain the high levels of commitment and agency even against the 

odds (Day, Kington, Stobart, & Sammons, 2006)?  

We are particularly interested in how teachers develop their teaching skills and abilities from their 

fourth year of teaching as this is an “under-researched area and an ill-defined career stage” 

(Wilson, Hall, Davidson, and Lewin, 2006, p. 23). What personal, professional, and work contexts 

support or constrain their on-going learning? Strauss, Ravid, Magen, and Berliner (1998, p. 581) 

argue that “as teachers become more experienced in teaching they should have larger repertoires 

of teaching strategies, see a wider band of classroom situations more richly, etc. And as teachers 

become more experienced, they have a greater likelihood of becoming expert teachers. But, as a 

caution, expert teachers are always experienced but experienced teachers are not always expert”. 

We will therefore focus on teachers’ views of how different experiences foster the development of 

expertise in teaching. We will also explore the ways in which this group of teachers are 

contributing to the profession, given initial predictions that they would do so. 
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Appendix A: First Interview schedule  

Teachers of Promise: Aspirations and Realities 

The First Interview  

Questions about deciding to be a teacher  

1. Please tell me the story of how you came to be a teacher.  

 
 
 
 

 
 
 
 
 
 

 
 

 
 
 
 
 
 
 
 
 

When was it that you decided to become a teacher?  

What were the reasons that led to this decision?  

What were your expectations of teaching as a career?  

What were the reactions of others to this decision?) 

For first careers: 

What other career options did you consider?  

Did you feel you had a lot of choices of career? Or few choices?  

Were there things you wanted to do but couldn’t or didn’t?  

Why?  

Did your parents influence you?  

Why did you decide to reject those other careers?) 

For career changers: 

What did you do before you decided to teach?  

Why did you make the career change?) 

Questions about the induction period  

2. Please tell me the story about your time as a provisionally registered teacher.  

What were your expectations of this period?  

Were these expectations realised in practice?  

What were the challenges and successes in this period?  

How did you resolve these challenges? Who helped you? How?  

What impact did the first two years have on your ideas about teaching?  

On your personal life?  

On your motivation to teach?  

Did you ever think about leaving your job? 

Why did you decide to stay?  
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Questions about the roles of teachers and students   

3. In your view, what is the role of a good teacher?  

 

 
 
 

 
 
 

 

 

How do you think your current teaching practice matches up with this picture of a “good 

teacher”? 

Ultimately, what do you think the key purposes of schooling are? 

What should teachers do to contribute to these ‘ends’?  

What in your view makes a good student?  

What experiences, people or ideas have led you to have these views on learning and 

teaching?  

Experiences 

People 

Ideas  

If nothing comes out about ITE ask  

What influence did your initial teacher education programme have on your ideas about 

teaching and learning?  

 

4. How are things going for you right now? Find out about current teaching situation, e.g. 

same level of class? Different responsibilities?  

How do you feel about being a teacher at the moment?  

5. Next time we will be exploring more about your current life as a fully registered 

teacher and your view of belonging to the teaching profession and being a teacher. It 

would be helpful if you could help to direct this interview by suggesting areas that we 

should explore. Would you be agreeable to our keeping in touch by email between now 

and then? I will send you a summary of what we have talked about today for you to 

read and respond to. Would you be prepared to do this?  
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Appendix B: Second Interview schedule  

 

P O Box 3237, Wellington 6000 
New Zealand 
Education House 
178-182 Willis Street 
Telephone: +64 4 384 7939 
Fax: +64 4 384 7933 
Email: firstname.surname@nzcer.org.nz  

Teachers of Promise 

Interview Two Term Four 2005 

Information for teachers 

The first interview focussed on your reasons for becoming a teacher, and your experiences as a 

student teacher and beginning teacher. This interview will look more deeply at how you see 

yourself as a teacher; changes in your work and home life, how you think you are developing as a 

teacher, the factors that help or hinder your development as a teacher, the challenges you are 

facing and how you go about resolving them. It will contribute to new understandings of what it 

means to be a teacher in Aotearoa/ New Zealand. 

We would also like to check our understanding of the key issues arising from the first interview 

(as outlined in the interview summary) and for you to have a chance to raise any areas that are 

important to you that we haven’t talked about. 

The material is confidential to the research team, and you will not be identifiable in any papers 

from this work. You will receive copies of any papers, and have the opportunity to have input into 

the future directions of this project. 

Part One  

The summary of first interview 

Do you think it is a fair/accurate summary of the important parts of the first interview? Is there 

anything you would change, or add?  

We may also talk about gaps in our understanding from the first interview. For example we may 

ask more about how you came to get your present job, and the quality of information you had 

about what the job would involve. 
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Part Two 

Changes in your personal and professional life 

1. How are things going for you right now? Any changes or developments? 

 

 

 

2. Is your motivation to teach more/less/about the same as when you began your teaching 

career? 

 

 

 

3. Can you tell me why? 

 

 

 

 

Your image of yourself as a teacher 

4. What sort of teacher do you think other people think you are?  

 
 
 

other teachers,  

students,  

parents? ** all need to be asked separately 

 

 

 

5. How do you know? 
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6. What is your personal image of yourself as a teacher?  

 

 

 

7. Has this changed since you began teaching?  

 
 

In what ways?  

Why do you think this is? 

 

 

 

8. How does this connect to who you are as a person?  

 

 

 

9. Has the job of teaching had any effect on your image of yourself as a person?  

 In what ways? 

 

 

 

10. What does it mean to you to be a professional? 

 

 

 

11. What are the things about you that make you the teacher you are?  

 What qualities are really important to you?  
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12. How is this reflected in the things you do as a teacher?  

 

 

 

13. What are the purposes of teaching that are at the heart of your work? 

 

 

 

 

Your confidence as a teacher 

14. How well do you think you are doing your job as a teacher?  

 How do you know?  

 

 

 

15. When do you feel really good about teaching? 

 

 

 

 

16. What are the things about teaching that you worry about or keep you awake at night? What 

can you do about them? 
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Building teaching knowledge and expertise 

17. What opportunities do you think would help to promote your learning as a teacher? 

 

 

 

18. What can you do now that you couldn’t do in your first couple of years as a teacher? 

 

 

 

19.  How did you learn to do it?  

 

 

 

20. Have you been involved in professional development activities inside or outside of school 

this year that you think have made a positive difference to the quality of your teaching? 

 (If ‘yes’ please describe).  

 

 

 

21. What was it about this/these experience/experiences that had an impact on what you do? 

 

 

 

22.  Do you know if this had any impact on the learning of students in your classroom? (If 

‘yes’ how do you know? If ‘no’ explore further). 

 

 

 

23. What are the things that help you to deepen your knowledge and expertise as a teacher? 
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24. What are the things that don’t help you in this development? (or-make it harder for you to 

develop?) 

 

 

 

25. If the line below represents your growth as a teacher, where on the line would you put 

yourself?  

novice advanced 

beginner 

competent proficient expert/accomplished  

26. Why have you put yourself there? 

 

 

 

27. What do you think are the characteristics of an ‘expert’ or accomplished teacher? 

 

 

 

28. Do you have any professional learning goals you want to pursue that will move you further 

towards becoming this sort of teacher?  

 If ‘yes’ How will they be achieved?  

 

 

 

29. Who will help you to achieve them? 

 If ‘no’ Why is this? 

 

 

 

 

Part Three: Any other areas 

30. Is there anything else you think we should talk about? 
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31. How are you finding the experience of being in this research? 

 

 

 

32. Do you have any ideas about where it should go next? 

 

 

 

  

 

Interviewee code:        Date:  
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Appendix C: Teacher Survey  

 

Office use only 

ID: 

P O Box 3237, Wellington 6000 
New Zealand 
Education House 
178-182 Willis Street 
Telephone: +64 4 384 7939 
Fax: +64 4 384 7933 
Email: firstname.surname@nzcer.org.nz  

 

Teachers of Promise 

About the Survey  

This survey is being conducted across all participants in the NZCER Teachers of Promise Study. 

The survey asks for your views concerning the teaching profession, your workload and working 

conditions, and your professional development as a teacher.  

It will contribute to the larger study on the development of promising teachers, which seeks to 

understand the factors that impact on their satisfaction as a teacher, and the career choices they 

make, with a view to informing policy.  

This questionnaire has been trialled and it takes about 15 minutes to complete. It would be most 

helpful if you could complete this questionnaire and give it to your interviewer at the interview in 

Term Four.  

Your answers are confidential to the research team, and you will not be identifiable in any papers 

from this work. You will receive copies of any papers, and have the opportunity to have input into 

the future directions of this project.  

Protecting Your Privacy 

The information you provide is strictly confidential, used only for the purposes of the study, and 

will be reported in summary form only. You will receive a copy of the findings from this survey.  
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Section A: You and the teaching profession  

1. Which of the following best describes your current professional role? (Tick one only) 

 (1) Long-term relieving teacher   

 (2) Class or subject teacher  

 (3) Class teacher with special curricular or other responsibilities  

         Please specify what these are: 

 (4) Head of Department 

 (5) Syndicate leader  

 (6) Other  

        Please specify:  

 

2. How do you envisage your teaching career developing in the next five years? (In each 

line, circle the number that applies best) 

I see myself….. 
Highly 

likely 
Likely Undecided Unlikely 

Highly 

unlikely 

Not 

applicable 

(a) strengthening and developing my classroom 
practice 

1 2 3 4 5 6 

(b) developing my career by taking on 
management/leadership responsibility 
(excluding principalship) 

1 2 3 4 5 6 

(c) becoming a principal 1 2 3 4 5 6 

(d) moving to a different school 1 2 3 4 5 6 

(e) moving to a different part of the school 1 2 3 4 5 6 

(f) moving into a different kind of educational 
work (e.g. advisor, researcher, lecturer,…) 

1 2 3 4 5 6 

(g) leaving teaching 1 2 3 4 5 6 

(h) moving into the independent school sector 1 2 3 4 5 6 

(i) reducing my workload by reducing my 
responsibilities 

1 2 3 4 5 6 

(j) changing from full-time to part-time teaching 
or job sharing 

1 2 3 4 5 6 

(k) working as a relieving teacher 1 2 3 4 5 6 

(l) going overseas for a period 1 2 3 4 5 6 

(m) taking leave for parenting responsibilities 1 2 3 4 5 6 
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3. Please rate your satisfaction as a teacher with the following relationships: (In each line, 

circle the number that applies best) 

 
Very 

satisfying 
Somewhat 
satisfying 

Somewhat 
unsatisfying 

Very 
unsatisfying 

(a)  The students in your school 1 2 3 4 

(b)  Other teachers in your school 1 2 3 4 

(c)  Your principal 1 2 3 4 

(d)  Parents of students in your school 1 2 3 4 

 

4. How much do you agree or disagree with each of the following statements about teaching: 

(In each line, circle the number that applies best) 

 
Strongly 

agree 
Agree Neither 

agree or 
disagree 

Disagree Strongly 
disagree 

(a) Teaching meets the expectations that I originally had 1 2 3 4 5 

(b) Teaching has turned out to be better than I thought it 
would be 1 2 3 4 5 

(c) I think my current salary is appropriate for my work 1 2 3 4 5 

(d) I am not as happy about teaching as I thought I would 
be 1 2 3 4 5 

 

Section B: Workload 

For teachers of Years 9–13 

5. For each class period you are currently teaching, please give the subject, the number of 

students in the class, and the year level. 

Subject  
I have tertiary-level qualification 

in this subject area 
 

Number of 
Students 

 
Year–
Level 

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     

   Yes  No     
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For teachers of Years 1–8 

6. What is the number of students in your class? (Tick one only) 

 (1) Under 20  (2) 30–35 

 (3) 20–24  (4) Over 35 

 (5) 25–29  

 

From now on the questions are for all teachers 

7. In an average week of teaching how many hours do you spend outside the regular work 

day (before/after school, in the evenings, and/or in the weekend) on each of the following 

activities? 

(a) School-related activities involving student interaction (such as coaching, field trips, 

transporting students, clubs, school productions etc) (Tick one circle only) 

 (1) None 

 (2) Less than 3 hours 

 (3) More than 3 hours but less than or equal to 5 hours 

 (4) More than 5 hours but less than or equal to 10 hours 

 (5) More than 10 hours 

  

(b) Other school related activities such as preparation, assessment, meetings etc (Tick 

one circle only) 

 (1) None 

 (2) Less than 3 hours 

 (3) More than 3 hours but less than or equal to 5 hours 

 (4) More than 5 hours but less than or equal to 10 hours 

 (5) More than 10 hours 
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8. Please indicate the extent to which you agree or disagree with the following statements 

about your workload: (In each line, circle the number that applies best) 

 
Strongly 

agree 
Agree Neither 

agree or 
disagree 

Disagree Strongly 
disagree 

(a)  Overall I think that my workload is manageable 1 2 3 4 5 

(b)  The level of work-related stress in my job is 

acceptable 
1 2 3 4 5 

(c)  I am able to maintain a balance between my 

personal and professional life 
1 2 3 4 5 

(d)  My workload is so high that I am unable to do 

justice to the students that I teach. 
1 2 3 4 5 
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Section C: Working conditions 

9. Please indicate the extent to which you agree or disagree with the following statements 

about your working conditions: (In each line, circle the number that applies best) 

 
Strongly 

agree 
Agree Neither 

agree or 
disagree 

Disagree Strongly 
disagree 

(a)  I have sufficient access to resources that help me do 
my job (such as professional space, photocopiers, 
communications technology such as phones and 
email, teaching supplies, computers and other current 
instructional technology) 

1 2 3 4 5 

(b)  I need to spend a lot of my own money (not 
reimbursed) on classroom supplies and resources to 
support my teaching 

1 2 3 4 5 

(c)  School leaders try to keep disruptions to a minimum 
allowing teachers to focus on teaching students 

1 2 3 4 5 

(d)  My principal consistently supports me when I need it 1 2 3 4 5 

(e)  My HOD or syndicate leader consistently supports 
me when I need it  

1 2 3 4 5 

(f)  All teachers are expected to demonstrate high 
personal and professional standards. 

1 2 3 4 5 

(g)  There is a fair and reasonable process for 
performance management 

1 2 3 4 5 

(h)  I receive feedback from performance management 
that helps and motivates me to improve my teaching 

1 2 3 4 5 

(i)  There is scheduled time for teachers to work together 
on curriculum planning and evaluation 

1 2 3 4 5 

(j)  I tend to be left alone to teach and sometimes feel 
isolated in my classroom. 

1 2 3 4 5 

(k)  Teachers are recognised for their professional 
accomplishments 

1 2 3 4 5 

(l)  There are opportunities for me to develop my own 
leadership skills 

1 2 3 4 5 

(m)  Overall the atmosphere in the school is collegial 1 2 3 4 5 

(n)  I feel part of an effective team 1 2 3 4 5 

(o)  I am encouraged to be innovative in my teaching 1 2 3 4 5 

(p)  Teachers are involved in decisions that affect us 1 2 3 4 5 

(q)  To be successful in this school teachers have to 
conform to the “way things are done around here” 
(i.e. conform to the culture of the school) 

1 2 3 4 5 

(r)  Overall the principal fosters an environment that 
allows me to be an effective teacher 

1 2 3 4 5 

(s)  Overall I am proud to work in this school 1 2 3 4 5 

  © NZCER 114



 

Section D: Professional development 

10. Which of the following professional development activities have you experienced in the 

last 12 months? (In each line, circle the number that applies best) 

I have experienced…. Frequently Occasionally Not in the last 12 
months 

(a) being an associate teacher 1 2 3 

(b) being a tutor teacher 1 2 3 

(c) collaborative learning with other colleagues in my school 1 2 3 

(d) collaborative learning with teachers from other schools 1 2 3 

(e) taking an active part in school development processes 1 2 3 

(f) engaging with subject or specialist associations 1 2 3 

(g) participating in external courses or workshops 1 2 3 

(h) observing other teachers’ teaching 1 2 3 

(i) feedback from other teachers on my teaching 1 2 3 

(j) collaboratively examining student data and relating this to 

future teaching 
1 2 3 

 

Other experiences that have contributed to my learning as a teacher 

 

 

 

11. Rate your preparedness when you began teaching to do the following: (In each line, 

circle the number that applies best) 

 
Very 

poorly 
prepared 

Poorly 
prepared 

Prepared Well 
prepared 

Very 
well 

prepared 

(a)  Handle a range of classroom management or 

discipline situations 
1 2 3 4 5 

(b)  Plan effective class programmes 1 2 3 4 5 

(c)  Use a range of teaching strategies 1 2 3 4 5 

(d)  Cater for a range of student achievement levels 1 2 3 4 5 

(e)  Use information about student learning to 

inform my teaching 
1 2 3 4 5 

(f)  Work constructively with parents/caregivers to 

enhance student learning 
1 2 3 4 5 

  © NZCER 115



 

12. Rate your current level of confidence in relation to the following: (In each line, circle 

the number that applies best) 

 
Very 
lacking in 
confidence 

Not very 
confident 

Confident Very 
confident 

(a)  Handle a range of classroom management 

or discipline situations 
1 2 3 4 

(b)  Plan effective class programmes 1 2 3 4 

(c)  Use a range of teaching strategies 1 2 3 4 

(d)  Cater for a range of student achievement 

levels 
1 2 3 4 

(e)  Use information about student learning to 

inform my teaching 
1 2 3 4 

(f)  Work constructively with 

parents/caregivers to enhance student 

learning 

1 2 3 4 

 

13. What factors have led to improved confidence in the areas identified in question 12? 
(Tick all circles that apply) 

 (1) Guidance from school principal 
 (2) Guidance from HOD or syndicate leader 
 (3) Guidance from other management (e.g. DP, senior teacher) 
 (4) Guidance from other teachers with curriculum responsibilities  
 (5) Guidance from other teachers in my team  
 (6) Guidance from other teachers in the school     
 (7) Guidance from other support people (e.g. RTLB, RTLit, Special Needs co-ordinatorAdvisor,…) 
  Specify  

 (8) Guidance from teachers in other schools  
 (9) Professional development contract in school 

  Specify  

 (10) Professional development outside school 
  Specify  

 (11) Belonging to a professional association 
  Specify  

 (12) Professional reading 
         (i) Research 
     (ii) set (Research information for Teachers) 
     (iii) Teachers’ magazines 
     (iv) Ministry of Education publications 
 (13) Study for qualifications 
  Specify  

 (14) Other activities 
  Specify  
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Section E: The teaching profession  

14.  What is your single biggest reward in teaching? 

  

 

 

15.  What is your single biggest frustration in teaching? 

  

 

 

16.  How would you rate the current perception of the teaching profession? (i.e. How do you 

think the general public/media etc rate the status of teachers?) (Circle one number) 

Low  Medium  High 

1 2 3 4 5 

 

Section F: Other comments  

17.  Please use this space for any other comments you wish to make.  

 

 

 

 

 

 

Thank you for taking the time to complete this questionnaire 
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