
CHAPTER 9 

RESULTS: THE ROLE NORM INVENTORY DATA - 1978 (CASTLE HILL)

9.1	 INTRODUCTION 

As explained, that part of the research concerning the students'

own and attributed views was replicated in 1978 in a college setting

quite different in various respects to the first in an effort to

ascertain the extent to which the levels of consensus and patterns

of role perception found in the 1976 study might or might not be

specific to the institution in which the data were gathered. Whereas

these 1976 data came from a college that was in a rural setting,

relatively large, residential and multi-purpose in its teaching

functions, the 1978 data were collected in a college that was urban

in its setting, relatively small, non-residential, single-purpose

and for Catholic students.	 On the face of it at least therefore,

the two colleges were dissimilar.

The results of this phase of the study are presented below.

It is not intended to provide the detail given previously. Rather,

summaries will be made of the relevant role sector analyses with

full tables of mean responses, standard deviations, multivariate

and univariate F values, and Agreement Scores being provided in

appendices.

9.2 THE FACTOR ANALYSIS: COMPARISON WITH MITCHELL DATA

The first step taken, as for the 1976 data, was to factor analyse

the responses of all students to all four inventories by role

sector (i.e. four analyses) using the same principal components
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computer programme.	 The results of these analyses are presented

in Appendix 10.	 Though there were minor differences, the factors

extracted were essentially the same as for the 1976 data thus enabl-

ing the basic descriptive framework to be retained for the 1978

responses.	 Tables 9.1 to 9.4 compare the factor structure of

the two sets of responses as a means of establishing this close

similarity. Table 9.1 shows the comparison for the classroom role.

The table shows clearly that in respect of the loadings on

the major contributing variables the factor structure of each set

of responses was very much the same.	 A sixth factor was extracted

from the 1978 data with loadings of -.76 on variable 14 (express

own political views...), -.52 on 10 (smoke in front of pupils)

and .44 (give homework) but since the sort of behaviour this factor

appears to describe seems similar to that covered by the factor

'formal teaching behaviour' and since it accounted for only 6.68%

of the variance in the responses, barely achieving the accepted

eigenvalue criterion of 1.00, it was not considered further as

a separate entity.



TABLE 9.1

COMPARISON OF FACTOR STRUCTURE OF 1976 AND 1978

FACTOR

DATA:

GROUPS

ACTING TOWARD PUPILS

VARIANCE	 VARIABLES AND LOADINGS

Traditional 1976 15.07 12 (.60), 3	 (.58),	 1	 (.58),
Authoritarian
Behaviour

4 (.57),	 7 (.56)

1978 14.45 3

12

(-.78),

(-.55),

7	 (-.61),

4	 (-.32)

Freedom of 1976 11.33 13 (-.79), 14	 (-.78),
Expression

15 (-.48)

1978 8.55 13

14

(-.78),

(-.19)*

15	 (-.69),

Pupil-Centred
Teaching

1976

1978

9.36

9.99

11

5

9

2

(-.75),

(-.34),

(-.66),

(-.34),

9	 (-.69),

8	 (-.23)*

8	 (-.63),	 11	 (-.54)

5	 (-.25)*

Progressive 1976 7.38 6 (-.67), 8	 (.61),	 5	 (.50),
Teaching
Behaviour

15 (.44)

1978 7.95 6

12

(.69),	 5

(.36),

(-.61),	 10	 (.42),

1	 (.32),	 8	 (-.15)*

Formal 1976 6.88 2 (-.73), 1	 (-.32),	 10	 (.63),
Teaching
Behaviour

4 (-.16)*

1978 7.13 4 (.64),	 2 (.62),	 1	 (.49)

*	 Did not reach accepted .30 criterion but included for purposes
of comparison.
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Table 9.2 compares the factor structure of the two sets of

data for role sector two:

TABLE 9.2 

COMPARISON OF FACTOR STRUCTURE OF 1976 AND 1978

FACTOR

DATA:	 ACTING TOWARD COLLEAGUES

GROUPS	 VARIANCE	 VARIABLES AND LOADINGS

Professional 1976 21.12 24	 (-.76),	 17(.73),	 19	 (-.53),
Political
Activism

20	 (-.53),	 18	 (-.31),

22 (-.22)*

1978 14.33 24	 (-.84),	 17	 (-.75)	 21	 (-.32),

19 (-.23)*,	 18 (-.20)*

Extra-Curricular 1976 15.37 22	 (-.72),	 25	 (-.62),	 18	 (.56),
Professionalism

23	 (-.43),	 21	 (-.30)

1978 11.43 22	 (.80)*,	 25	 (.73),	 21	 (.47),

23	 (.11)*,	 18	 (-.24)*

Extra-Curricular 1976 10.66 16	 (.72),	 21	 (-.64),	 20	 (.47),
Altruism

23	 (.40),	 17	 (.29)*

1978 22.80 16	 (-.78),	 21	 (.51),	 20	 (-.66),

18	 (-.37),	 17	 (-.34),	 19	 (--.32)

Did not reach .30 criterion but included for purposes of comparison.

Inspection of Table 9.2 again reveals how similar were the

two sets of responses.	 A fourth factor accounting for 10.31% of the

variance was extracted in the 1978 analysis. It shows loadings of

-.81 for item23 (discuss serious personal problems with the principal)
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and -.59 for 19 (include other teachers in their circle of close

friends).	 This appeared to be describing behaviour toward coll-

eagues characterised by closeness, warmth, respect and trust and

so these descriptors were borne in mind when the patterns of role

perception were later discussed.

Table 9.3 presents the same comparison for the role sector

Acting Toward Parents:

TABLE 9.3 

COMPARISON OF FACTOR STRUCTURE OF 1976 AND 1978

FACTOR

DATA:

GROUPS

ACTING TOWARD PARENTS

VARIANCE	 VARIABLES AND LOADINGS

Teacher-Parent 1976 20.54 33 (-.70), 32 (--.65), 34	 (-.63),
Co-operation

31 (-.56), 28 (--.34), 26	 (.10)*

1978 12.91 33

34

(.71),

(.41),

26

31

(.67),	 32

(.13)*

(.48)

Teacher-Parent 1976 14.67 30 (.80), 29 (.74),	 35 (.51),
Distance

28 (.35)

1978 21.90 30 (.87), 29 (.84)

Teacher-Parent 1976 10.47 27 (.70), 26 (.67),	 35 (-.20)*
Formality

1978 10.50 35 (.80), 27 (.61)
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Though, again, the similarity in the factor structure of

the two sets of responses is obvious there were some differences

reflecting quite possibly the fact that components such as 'teacher-

parent distance' and 'teacher-parent formality' tend to overlap

somewhat.	 Once more the 1978 data yielded another factor. 	 It

showed loadings of -.72 for variable 28 (visit every pupil's home...),

-.56 for variable 31 (attend parent-teacher association meetings),

-.54 for 34 (attempt to find out what in the home situation may

contribute to misbehaviour...), -.36 for 27 (insist parents contact

teacher via the principal) and -.31 for variable 33 (contact parents

whenever any problem arises about their children). 	 The problem of

overlap is again apparent here.	 The factor seems very similar

to that labelled 'teacher-parent co-operation'. 	 It is composed of

the same variables for the most part, though with slightly different

emphases.	 In all, it seemed that the descriptive framework previ-

ously derived was adequate to account for this additional factor

so it was not stressed separately.

Finally, Table 9.4 compares the factor structure

of the 1976 and 1978 responses for the role sector Acting Toward

Community.	 Even a brief description of the table reveals factors

that are virtually identical in structure:



TABLE 9.4 

COMPARISON OF FACTOR STRUCTURE OF 1976 AND 1978

FACTOR

DATA:

GROUPS

ACTING TOWARD COMMUNITY

VARIANCE	 VARIABLES AND LOADINGS

Community 1976 25.19 38 (.67), 37 (.64), 42 (.58),
Supportiveness

39 (.55), 40 (.53), 41 (.43)

1978 25.10 38

42

(.71),

(.59),

40

41

(.65),

(.58),

39

37

(.63),

(.55)

Independent 1976 17.48 44 (.92), 45 (.91)
Community
Behaviour

1978 17.86 45 (.92), 44 (.90)

Correct 1976 11.7 43 (.76), 36 (-.68), 41 (-.61)
Community
Behaviour

1978 11.01 43 (-.79), 36 (.66), 41 (.24)*

Did not reach accepted .30 criterion but included for purposes of
comparison.

In brief, Table 9.4 shows the factors emerging in the same

order for each set of responses with each factor being composed of

the same variables with closely similar loadings.

Overall, with the addition of a descriptor such as 'profess-

ional camaraderie' to take account of the extra factor found for

the role sector Acting Toward Colleagues, it was considered that

the factors derived from the 1978 analysis were so similar to

those obtained from the 1976 data that the descriptive framework

used for the latter could be retained.
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Having established such a framework there follows a role sector

by role sector description of patterns in the data in terms of the

content of the students' own and attributed views and the levels

of consensus found.	 This will then provide a basis for comparison

of the patterns of role perception found in the 1976 and 1978 studies.

9.3 ROLE SECTOR 1: ACTING TOWARD PUPILS*

In respect of their future role as primary teacher the 6th

semester students saw themselves as open and progressive (role

norms 6, 8, 5), as generally non-authoritarian (7, 12) though permiss-

ive about depriving pupils of privileges (3), as not overly formal or

traditional (1, 2, 4), as mildly pupil-centred (11, 9, 5) overall,

and as democratic concerning issues pedagogical (6, 13, 15), though

not so when it came to matters political (14).

This pattern held for the 2nd semester group with some vari-

ations in degree.	 Table 9.5, which summarises all of the relevant

comparisons for the two student groups, shows 5 statistically signif-

icant differences between them.	 The tendencies were for the 2nd

semester group to be rather more formal (2) and a little less pupil-

centred (5, 11) in orientation but perhaps even more democratic (6,

14).

Both groups were idealistic in that for 6th there were no

differences between their own norms and expectations, and for 2nd

only one difference (they considered that, in practice, they thought

they would be even less likely to express their own political views

*	 Means, standard deviations and multivariate F-values for Castle
Hill respondents are given in Appendix 11.
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TABLE 9.5 

DIFFERENCES PER ROLE NORM, MEAN DIFFERENCES PER ROLE NORM, AND STATISTICALLY

SIGNIFICANT DIFFERENCES FOR ALL 2ND AND 6TH SEMESTER COMPARISONS (CASTLE HILL):
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. .02 .46* .36 .82* .62* .52* .98* .53*
,

.12 .82* .45* 1.27*

3. .06 .06 .44* .50* .13 .28 .41* .14 .09 .34* .43* .77*

4. .24 .34 .60* 1.06* .04 .19 .19 .09 .09 .11 .45 .66*

5. .20 .12 .92* .80* .19 .13 .38* .05 .14 .31* .68* .37*

6. .12 .08 .36* .28* .43* .35* .19 .05 .19 .32* .74* .42*

7. .06 .04 .58* .62* .20 .36 .45* .48* .10 .21 .86* .65*

8. .20 .16 .74* .90* .35* .15 .25 .15 .00 .26* .54* .80*

9. .28 .40* .26 .34* .04 .06 .27 .11 .26 .09 .19 .28

10.# .24 .04 .24 .28 .24 .09 .16 .23 .09 .04 .25 .21

11. .06 .56* .24 .82* .37* .34* .76* .21 .03 .17 .10 .27

12. .08 .22 .68* .90* .18 .08 .10 .02 .02 .50* .48* .98*
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14. .04 .24 .06 .30 .65* .28 .41* .02 .41* .48* .57* .09

15. .06 .04 .68* .72* .00 .29 .28 .36 .23 .24 1.04* .80*

MEAN .136 .203 .508 .659 .251 .264 .354 .177 .139 .289 .561 .601

N.B. An asterisk (*) signifies a statistically significant difference
(1) < .01).

# signifies univariate-F not statistically significant.
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in the classroom than they ought).	 The differences between the groups'

expectations were very similar to the differences between their

norms:	 the 2nd semester group tended toward greater formality

in approach (1, 2) and less pupil-centredness (11) but were even more

democratic (6, 13).

The 6th semester students saw lecturers as very open and pro-

gressive (5, 8), as non-punitive (3, 7, 12), as pupil-centred (9,

11, 5) and as democratic in respect of teaching concerns (6, 13,

15) though this did not extend to expressing one's own political

views in the classroom (14).	 Though perceived as very strongly

approving of making and carefully following lesson plans (2), in

other respects (1, 4) lecturers were seen as less than formal and

traditional in approach.

Again, this pattern was repeated for the 2nd semester group.

However, there were numerous differences of degree as reflected in

the 7 statistically significant differences between the norms each

group attributed to lecturers.	 The 2nd semester students saw

lecturers as being much more formal than 6th (2), as more punitive

in respect of depriving a pupil of privileges (3) but less as regards

using academic work as punishment (7), as less pupil-centred (5,

11), and as less democratic in respect of encouraging discussion

about religious beliefs (13) but more so as regards the expression

of political views in the classroom (14). Overall, lecturers

were seen as progressive by 2nd but less so than 6th semester saw

them as being.



Whereas 6th semester perceived little difference between them-

selves and lecturers, 2nd semester perceived a good deal more.

For 6th there were only 3 statistically significant differences with

lecturers being seen as more formal in respect of lesson preparation

(2) not surprisingly, and as even more pupil-centred (9, 11).

For 2nd there were 8 differences. Though compared with the students

themselves lecturers were seen as even less punitive (3, 12) and

more open and progressive (5, 8) they were also seen as more formal

(2) and less democratic (6, 13, 14, 15).

Summing up, 6th semester saw themselves as closer to lecturers

in viewpoint about the classroom role than did the 2nd semester

group.

Though the 6th semester students perceived teachers to hold

views that were characterised by less than enthusiasm for democratic

(13, 14, 15) and pupil-centred (9, 11) approaches, they were also

not seen as overly formal, traditional and authoritarian (1, 2,

3, 4, 7, 12) in an absolute sense and, indeed, as moderately open

and progressive in certain respects (5, 8, 6). 	 Relative to the stu-

dents' own position, however, the differences were many and often

substantial as the relevant column in Table 9.5 reveals. 	 There

were no fewer than 10 statistically significant differences between

the students' own norms and those they attributed to teachers.

Relative to the students themselves, teachers were seen as more

formal, traditional and authoritarian (1, 3, 4, 7, 12), less open

and progressive (5, 8) and less democratic (13, 15, 6).
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Once again this pattern was basically the same for the 2nd

semester group.	 They saw teachers as more formal (2) and more

punitive (7) than did 6th but about the same in other respects.

However, relative to their own views, like 6th semester, they saw

teachers as more formal, traditional and authoritarian (1, 2, 3,

4, 7, 12), less open and progressive (5, 8) and less democratic

(6, 13, 14, 15), the extent of this perceived distance being reflected

not only in the number of statistically significant differences (twelve)

but also in the magnitude of them (0.657 for the 12 differences,

and 0.561 over the entire sector).

Essentially then, both student groups perceived teachers as

holding views about the classroom role that were much less progress--

ive overall than the students' own.	 These were mostly substantial

differences of intensity, though there were also directional differ-

ences (3 for 6th and 5 for 2nd). 	 Table 9.5 also makes clear that

both groups perceived even more distance between lecturers and

teachers than between themselves and teachers. 	 There were 11 stat-

istically significant differences between the norms the 2nd semester

group attributed to lecturers and those they attributed to teachers

and a mean difference per role norm of .601 for the whole sector, and

.742 for the eleven differences. For the 6th semester group there

were 13 differences with mean differences per role norm of .716 for

these and .659 for the sector. Both groups saw lecturers as hold-

ing views that were less formal, traditional and authoritarian

and more open, pupil-centred and democratic - in brief, more progress-

ive - than those held by teachers.



9.4 ROLE SECTOR 2: ACTING TOWARD COLLEAGUES

For the role sector Acting Toward Colleagues the multivariate

F value of 4.9139 was statistically significant (p < .01) with

statistically significant univariate F values for variables 16, 17,

20, 21, 22 and 25. 	 Scheff4 tests on these variables for all rele-

vant within- and between-group comparison revealed the patterns

shown in Table 9.6.

Reference to the table in the appendices showing all of the

data for this role sector will show that, in terms of the descriptors

derived from the factor analysis, both group's orientations might

reasonably be described as professionally dedicated and altruistic

(16, 21, 20), responsible (22, 25, 18, 23), moderately activist (17,

24) and relatively desirous of trust and closeness in professional

relationships with colleagues (19, 23). 	 Both groups' expectations

closely followed this pattern as did the norms they attributed

to lecturers and, indeed, the norms they attributed to teachers.

That there were differences of emphasis, however, is shown in

Table 9.6.	 The 6th semester group foresaw the possibility that

they would be somewhat less activist (role norm 17) than they ought,

while they perceived lecturers as holding views that were rather

more activist (17) and even more professionally responsible (22,

25).	 By contrast they saw teachers as less activist (17), less

dedicated and altruistic (16, 20, 21) and less professionally

responsible (25).	 Thus they perceived a substantial difference

between lecturers and teachers.	 As Table 9.6 shows there were
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TABLE 9.6 

DIFFERENCES PER ROLE NORM, MEAN DIFFERENCES PER ROLE NORM, AND STATISTICALL)

SIGNIFICANT DIFFERENCES FOR ALL 2ND AND 6TH SEMESTER COMPARISONS (CASTLE HILL
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6 statistically significant differences averaging .720 per role

norm for the six, and .496 over the whole sector, with teachers

being seen as less activist (17), less altruistic and dedicated

(16, 20, 21) and less professionally responsible (22, 25) than

lecturers.

2nd semester, too, saw lecturers as even more dedicated (16)

activist (17) and responsible (22) than they, the students themselves,

were.	 And, like 6th semester, they saw teachers as rather less

responsible (22). 	 However, unlike 6th, they saw teachers as rather

more than less activist (24). Again, like 6th, they saw lecturers

as more altruistic (16, 20, 21) and more professionally responsible

(22) than teachers, but, unlike the 6th semester group, a little

less politically activist in orientation (25).

The difference between the student groups was minimal irrespect-

ive of inventory.	 In respect of both their own norms and expect-

ations 6th semester saw themselves as being more professionally

dedicated (20) than did 2nd and also attributed to both lecturers

and teachers greater dedication than did 2nd.	 As well, 6th saw

teachers as being less activist in the professional political sense

than did 2nd.

9.5 ROLE SECTOR 3:	 ACTING TOWARD PARENTS 

The F-statistic for the multivariate test of equality of mean

vectors for this role sector of 3.3008 was statistically significant

at p < .0001 and follow-up univariate F values were statistically

significant (p < .01) for all variables except role norms 26 and

33.	 Table 9.7 shows the pattern of differences between the student

groups for all relevant comparisons.
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TABLE 9.7 

DIFFERENCES PER ROLE NORM, MEAN DIFFERENCES PER ROLE NORM, AND STATISTICALLY

SIGNIFICANT DIFFERENCES FOR ALL 2ND AND 6TH SEMESTER COMPARISONS (CASTLE HILL):
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Inspection of the table in the appendices showing the full

data for this sector will show that both groups' norms and expectat-

ions revealed an orientation toward parents marked by a strong

co-operativeness of intent (33, 26, 32, 34, 31), but in matters per-

haps seen to be exclusively in the professional domain, a need

to preserve some formality (35, 27, 26) and some distance (30, 29,

35, 28).	 In respect of this latter, the three statistically signif-

icant differences between the groups shown in Table 9.7 for role

norms 30, 29 and 28 revealed this to be less pronounced in the

2nd semester group.

Both groups saw lecturers as holding views very similar to the

students' own.	 2nd semester saw them as being rather less distant

in one respect (28) but more so in another (29) whereas 6th saw

them as, if anything, even more co-operative in respect of teacher-

parent relationships (31).	 Compared with 2nd, 6th semester saw

lecturers as more distant in respect of discussing pupil's scores

on standardized tests with parents (29) but less so in respect

of visiting pupils' homes (28).

The 2nd semester group tended to see teachers as more formal

in respect of teacher-pupil relationships (27), less unwilling to

preserve professional distance (29) and, to a degree, not so co-

operative (31, 32) compared with themselves. 	 6th semester also saw

teachers as less co-operative (31, 32, 34) and more formal (35)to a

moderate degree only. 	 Nonetheless, for both groups the differences

they perceived between lecturers and teachers were larger than

those they saw between themselves and either. 	 Both groups saw
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teachers as less co-operative (31, 32, 34) and more inclined to

parent-teacher distance (28, and, for 6th, 35).	 Compared with

2nd semester, the 6th semester group saw teachers as more desirous

of keeping some professional distance on the issues of standardized

testing and I.Q.'s (29, 30) but more approving of visiting pupils'

homes (28).

9.6 ROLE SECTOR 4: ACTING TOWARD COMMUNITY 

For the role sector Acting Toward Community the multivariate

test of equality of mean vectors once more yielded a statistically

significant (p < .0001) multivariate-F value (3.0947) and univariate-

F values that were statistically significant on 8 of the 10 variables

(all except role norms 37 and 42). 	 Read in conjunction with Table

9.8 below which summarises the statistically significant differences

for all relevant comparisons, the table in the appendices showing

full details of the responses to this sector of the four inventories

shows that both student groups held norms in respect of relationships

between the teacher and the community that could be described as

moderately supportive (37, 38, 39, 40, 41, 42), cautious as regards

'correct' or decorous public behaviour (36, 43, 41) but relatively

'independent' in respect of behaviours perhaps seen to be private

concerns or widely tolerated (44, 45). 	 In practice, 2nd semester

thought they would be even more cautious (43) and publicly supportive

(39) than they ought, as did 6th semester (40, 43) who also saw

themselves as being likely to be even more independent than they

ought (44).
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Both groups saw lecturers as even more supportive than they,

the students, were (38, 40) while 6th semester saw them as even more

approving of the necessity for a primary teacher to remember that

a stricter standard of conduct is expected of him (41). Compared

with 2nd, 6th semester saw lecturers as more approving of a cautious

public image for the primary teacher (36, 41).

Apart from 6th semester's perception that, in one respect

(role norm 39) teachers were mildly less supportive, neither group

saw much difference between themselves and teachers in respect of

relationships with the community.	 However, both groups did see

lecturers as more supportive in orientation than teachers (role

norms 38, 39, 40). Also, 6th semester saw lecturers as less approv-

ing of a primary teacher making political speeches and teachers

as more approving of visiting a pub (45).	 The 2nd semester group

saw lecturers as more cautious about the primary teacher's public

image than teachers (36, 41). 	 6th semester saw teachers as more

cautious (36, 41) than did 2nd but, in one respect (role norm 45),

rather more independent. Finally, compared with 2nd semester, the

6th semester thought they might be more cautious about their public

image in one respect (role norm 41) when they began teaching, but

also more independent (44, 45).

9.7 COMPARISON WITH THE MITCHELL RESULTS 

9.7.1	 TRENDS IN STUDENTS' OWN AND ATTRIBUTED VIEWS 

The foregoing relatively brief analysis will have made clear

how very similar the results obtained at Castle Hill were when colm-
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pared with those obtained for Mitchell and given in detail in chapter

6.	 It is the intention here to draw attention to the most salient

trends in summary form only. 	 These are as follows:

With few exceptions the norms held for the primary teacher

role by both Castle Hill student groups were very much the

same as those characterising the role orientations of their

respective Mitchell counterparts.	 That is, they were progress-

ive, democratic, pupil-centred, dedicated, responsible, moder-

ately activist in respect of professional political concerns,

desirous of warm professional relationships with colleagues

and strong co-operation with parents, formal with parents

as regards strictly pedagogical matters, moderately supportive

of the community, and cautious about matters of public propriety

but relatively independent about private concerns. 	 On the whole

these tendencies were more pronounced in 6th semester than

in 2nd semester students, as was the case for the Mitchell

Cohorts.

Idealism, as measured by the degree of congruence between stu-

dents' norms and expectations, was high for both student groups,

as it was for the Mitchell groups.

Both groups saw lecturers as being more like themselves in the

norms held for the primary teacher role than they saw teachers

as being.	 As in the Mitchell study, this tendency was stronger

in the 6th semester cohort.	 The 6th semester students saw

themselves as closer to lecturers and further from teachers

than did the 2nd semester group, and also perceived greater

and more numerous differences between lecturers and teachers
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than did 2nd semester.	 Essentially though, this trend was

apparent for both groups, as in the Mitchell study. Table

9.9 below summarises these trends. 	 It gives the mean differ-

ence per role norm and the number of statistically significant

differences found for each group for each relevant role norm

inventory comparison by role sector and by total role.

Table 9.9 reveals that, as in the Mitchell study, there was

little difference between the Castle Hill students' own norms

and expectations, less perceived distance between students

and lecturers than between students and teachers, and greatest

perceived distance between the norms attributed by students

to lecturers and those attributed to teachers. This is pre-

cisely the order of differences found in the Mitchell study

where, however, the trend was more marked.

Again, as in the Mitchell study, the role relationship sectors

signifying greatest potential conflict were those concerning

the classroom in particular, and parent/teacher expectations.

On the other hand, the lowest level of potential perceived

conflict was found for the role sector Acting Toward Community,

as in the 1976 study.

Though the differences between the 2nd and 6th semester cohorts

from Castle Hill were not as large, on the whole, or so numer-

ous as those for the relevant Mitchell comparisons, there

was the similarity that for both sets of data the greatest

overall difference between the groups lay in their perception

of lecturers.
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* Notwithstanding the overall similarity between the Mitchell and

Castle Hill data, there were of course differences worthy

of mention in responses to the role norm items. 	 Notable

amongst these were differences between the Castle Hill and

Mitchell groups in responses to items 13 (encourage pupils

to discuss various religious beliefs in the classroom) and

39 (attend church regularly). 	 While the Mitchell groups

tended to be equivocal or even mildly disapproving of these

propositions the Castle Hill groups were solidly in favour -

as perhaps is not surprising given the fact of their training

in a specialist Catholic college.	 Though not quite so marked,

disparities between the colleges were also found for the same

items for students' attributed views.

9.7.2	 ROLE CONSENSUS

The same analyses previously described for the Mitchell data

were carried out. That is, firstly, between-group sector-by-sector

comparisons were made and then Agreement Scores calculated for

each role norm item for each group for each of the four inventory

conditions.	 These data are given in appendices and the following

summary of trends derived from them.

The between-sector comparisons revealed that, as for the

Mitchell data, between-group consensus was very much the

exception.	 For the sixteen comparisons (4 inventories by 4

role sectors) between 2nd and 6th semester consensus was only

found for the groups' own norms and own expectations for the

role Acting Toward Community.
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The Mean Agreement Score calculated for each inventory showed

that, as for the Mitchell data, within-group consensus was

higher for 6th than for 2nd semester for every inventory

and for the total role, with the exception in the Castle

Hill case that for R.N.I. 4 (norms attributed to teachers)

consensus was a little higher for 2nd (Mean Agreement Score

of 0.436 to 6th's 0.422).	 On a sector-by-sector basis the

pattern was also somewhat similar:	 consensus was higher

for the Castle Hill 6th semester (compared with 2nd semester)

for 11 of the 16 relevant comparisons while for Mitchell

this was the case for 14 of the 16 comparisons. For both

sets of data, consensus was higher for 6th than 2nd for the

students' own norms in every role sector.

As for the Mitchell data, the mean level of agreement per

role norm over all inventories was, for both groups, highest

for role relationships with colleagues or the community and

lowest for the classroom role.	 Overall levels of agreement.

were, on the face of it, low, seldom exceeding 50% agreement.

for any group for any sector.	 This, again, mirrored what.

was found in the 1976 study, the only difference being that.

overall agreement levels were rather lower for the Mitchell

2nd semester students than for their Castle Hill counterparts.

Analysis of Agreement Scores for each role norm item revealed,

as in the 1976 study, a wide range for each group for all

inventories. That is, on the whole, consensus ranged from

very low to very high whether it was for students' own or attrib-
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uted views.	 Unlike the Mitchell data, however, there was a

tendency for the range of Agreement Scores to be somewhat

high for the Castle Hill 6th semester when compared with

their 2nd semester.	 Despite this difference there was the

same tendency as in the Mitchell results for the extreme

low Agreement Scores to be lower for 2nd than for 6th and

extreme high scores to be higher for 6th than for 2nd.

Moreover, the distribution of scores when ranked and plotted

from low to high was very similar to that found for the Mitchell

groups, thus indicating ranges that were truly wide rather than

reflecting atypically high or low clusters of scores.

Comparison with the Mitchell data of high and low consensus

items for each Castle Hill group (see chapter 6) also reveal

marked similarities.	 For Castle Hill, the highest consensus

was found over all inventories for role norms 35 and 42 (appear-

ing 8 times out of a possible 8), 5, 16, 26, 31 and 38 (6 times)

8, 19 and 37 (5 times) and 45 (4 times). 	 Eight of these 11

items were ranked in the top 11 (i.e. top quartile) for Mitchell.

Similarly, 8 of the 11 items about which there was least

consensus were the same for Castle Hill as for Mitchell.

For Castle Hill these low consensus items were 36, 27, 32 and 30

(8 times out of 8), 29 (7 times), 7 (6 times), 15 (5 times),

14 and 33 (4 times) and 18 and 28 (3 times).

Overwhelmingly there were strong similarities between the

relative degree of agreement accorded each role norm by the

6th semester groups when compared, and the 2nd semester groups.



The Agreement Scores for each group for each inventory were

ranked from 1 to 45 and comparisons using Spearman's Rank Order

Correlation Coefficient (rho, or r
s
) were made as shown in

Table 9.10 below:

TABLE 9.10 

COMPARISON OF RANKED AGREEMENT SCORES: RANK ORDER CORRELATION

COEFFICIENTS FOR MITCHELL AND CASTLE HILL 2ND AND 6TH

SEMESTER COMPARISONS, BY INVENTORY

INVENTORY 2nd	 (C.H.)
vs

2nd (M)

6th	 (C.H.)
vs

6th (M)

2nd	 (C.H.)
vs

6th (C.H.)

2nd (M)
vs

6th (M)

1 .783 .683 .706 .851

- p <	 .001 p <	 .001 p <	 .001 p <	 .001

2 .774 .532 .704 .592

p <	 .001 p <	 .001 p <	 .001 p <	 .001

3 .723 .532 .606 .630

p <	 .001 p <	 .001 p <	 .001 p <	 .001

4 .495 .272 .403 .573

p <	 .001 NS p <	 .01 p <	 .001

The table shows that for only one of 16 comparisons - that

between the 6th semester groups for the norms they attributed to

teachers - was there a statistically significant difference in the

relative degree of agreement accorded each of the 45 role norms.

Overall then, the rankings (of Agreement Scores) for each of the sets

of data from the two colleges were very similar.
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Comparisons were also made between the Mitchell and Castle Hill

data in respect of the ranking of factors according to the

average Agreement Scores (taken over all inventories) contribut-

ing to the factor in question.	 When the role norm items

contributing to the ranked factors for the 1976 data in Table

6.27 (Chapter 6) were compared with the same items in the

Castle Hill data, a rank order correlation coefficient of

0.90 (p < .001) was obtained.	 While other comparisons of the

sets of ranked factors yielded lower coefficients, this result

does indicate that, insofar as the factor structure of the

two sets of data was earlier demonstrated to be similar, there

was a marked similarity in the relative degree of agreement

characterising the various factors extracted from the two

sets of data.

9.8 SUMMARY 

With only minor exceptions, the Castle Hill results were

essentially the same as those found for Mitchell. 	 There were

marked similarities between the two sets of data in respect of

students' own and attributed views, the levels of consensus found,

and the numerous within- and between-group relationships concerning

these matters.	 Perhaps the major difference between the sets of

data was that differences between 2nd and 6th semester groups were

rather greater for the Mitchell groups than for Castle Hill.

However, the phenomenon of increasing identification by students

with what were perceived to be the views of lecturers and decreasing

identification with what were perceived to be the views of teachers

over the period of training was found in the Castle Hill as well

as the Mitchell data.
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CHAPTER 10 

SUMMARY, DISCUSSION AND CONCLUSIONS 

We shall not cease from exploration
And the end of all our exploring
Will be to arrive where we started
And know the place for the first time.

- T. S. Eliot

(Four Quartets: Little Gidding, 239-243)

10.1 INTRODUCTION 

In view of the predominantly descriptive intent and exploratory

nature of this investigation, the results of the study - given in some

detail and summarised throughout - largely speak for themselves.

A summary is given only of the major findings therefore, by way

of recapitulation. There follows a discussion of some possible

implications of the more notable trends to emerge from the numerous

analyses undertaken.	 In turn, this is followed by a brief listing

of some of the limitations of the study and suggestions for further

research.

10.2 SUMMARY OF MAJOR FINDINGS 

1. Both student teacher groups' conceptions of the ideal primary
teacher tended to be progressive for teacher/pupil role relation-
ships, professionally responsible, dedicated and activist
in respect of relationships with colleagues, co-operative
with parents but insistent on professional distance as re-
gards matters seenas strictly teachers' affairs, mildly supp-
ortive of the community, cautious about the teacher's public
image and relatively independent as regards certain 'private'
rights.	 These tendencies were more pronounced for 6th
semester students for teacher/pupil and teacher/parent expect-
ations.

2. In the above respects lecturers were consistently more 'pro-
gressive' in orientation than teachers.
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3. Idealism was high for both student groups in that they foresaw
minimal modification to their ideal role conceptions for
all role relationships when they began teaching.

4. Sixth semester students saw themselves as being very close
to lecturers in role viewpoint and much closer to them than to
teachers, especially for role relationships with pupils
and parents.	 Overall, 6th semester perceived a substantial
gap in viewpoint between lecturers and teachers. Teachers
were seen as much more formal, traditional and authoritarian
than lecturers, less pupil-centred and democratic, more
formal with colleagues, less professionally dedicated, more
activist in the professional political sense, more formal
with parents and less co-operative, and less supportive
of the community in which the teacher works.

5. Second semester students saw themselves as a good deal less
close to lecturers than did 6th.	 Also, neither did they
see themselves as close to teachers, though they perceived
less distance than did 6th. The nature of the differences
perceived between lecturers and teachers was essentially
the same as for 6th semester.

6. There was a notable degree of inaccuracy in both student
groups' perceptions of lecturers and teachers. The tendency
was to overestimate how traditional, formal and, generally
unprogressive teachers were and to overestimate how progress-
ive lecturers were.	 Overall, 6th semester were less accurate
about teachers than were 2nd but more accurate about lecturers.

Both groups were closer than they thought to teachers.
While there were substantial differences between lecturers
and teachers, especially for the classroom role, the gap
between them was mostly seriously overestimated by both
student groups, particularly 6th semester. Students were
correct about the nature of the differences between their
significant others but wrong about the degree.

7. While 6th semester students identified strongly with lecturers
but not teachers, 2nd semester identified closely with neither.
The major difference between 2nd and 6th semester was that
the latter saw themselves as closer to lecturers than did
2nd.

8. On the whole, both between- and within-group consensus appeared
to be low.	 It was consistently lowest for the pupil and
parent role sectors and highest for relationships with the
community and colleagues. Overall, consensus tended to
be higher for lecturers and 6th semester than for teachers
and 2nd semester.

For all groups, consensus was almost continuously distributed
from near zero to almost full agreement, with the relative
degree of agreement accorded each role norm by each group
being similar.



Most agreement was found for expectations concerning the
teacher's role as a supporter of the community and certain
of his rights as a private citizen within that community.
Least agreement was found for role behaviours concerning
freedom of expression on sensitive and controversial topics
both inside and outside of the classroom, about aspects of
the teacher's custodial and pedagogical functions in the
classroom, and about certain teacher/parent role relationships.

9. Perceived differences amounting to possible incompatibility
and hence potential conflict were found between 6th semester
students and teachers for role relationships with pupils
and parents. These trends were also evident, but not so
pronounced, for 2nd semester students.

Objectively, the difference between students and lecturers
was not as marked as perceived by students. Therefore,
to the degree that there was misperception, such conflict
was illusory.

Conflict was also perceived by students to exist between
lecturers and teachers for role relationships with pupils
and parents. Again this trend was more pronounced for 6th
semester students than for 2nd, and again, students overesti-
mated the differences between their significant others.

10. A considerable proportion of 6th semester students perceived
differences between the role orientations of lecturers and
teachers during practice teaching also. Predominantly,
the difference was seen to be between the child-centred
emphasis of the lecturer and the adult-centred preference
of the class teacher. Fewer students saw themselves as in
accord with their class teachers than with their college
lecturer during practice teaching, though the degree of
congruence with both was not high. A majority of students
reported a shift in preferred role style during practice,
chiefly from a style emphasising discovery learning to one
emphasising control. There was a substantial degree of com-
pliance with college or school supervisors when taken singly,
but much less compliance with both supervisors taken together.
Overall, perceived congruence between students and lecturer
role models was considerably greater than between students
and teacher role models.

11. The perceived normative world of all groups was characterised
by greater proportions of permissive (may/may not) and prefer-
ential responses than mandatory responses, with 2nd semester
being most demanding and least permissive, and lecturers
the reverse of this.

Permissiveness was highest for all groups for role relation-
ships with the community and colleagues and lowest for those
with pupils and parents. The reverse of this was true
for mandatory response categories.
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Both student groups - especially 6th semester - overestimated
how demanding lecturers were as regards role behaviours,
and underestimated how demanding were teachers. 	 Students
also overestimated the difference between lecturers and
teachers in these respects.

12. Changes in role perception between the beginning and end
of the training period as gleaned from the longitudinal
data mirrored the differences found between 2nd and 6th
semester in the cross-sectional comparisons. 	 The major shift
toward lecturers occurred for the classroom role. 	 Idealism,
as reflected in differences between norms and expectations,
remained high.

13. Evidence was found to suggest that degree of perceived role
congruence with significant others, just prior to entering
teaching, degree of commitment to teaching at that point
and subsequent adjustment to teaching may be associated.
It was found that for various sub-groups of one 6th semester
cohort, high degrees of perceived role congruence with sig-
nificant others and high levels of commitment to teaching were,
together (and in some degree singly), associated with a rela-
tively satisfactory adjustment to teaching, and vice versa.

14. Replication at Castle Hill College of Education of that
section of the study using the Foskett Role Norm Inventory
uncovered similar patterns of role perception, similarities
in students' own and attributed views, and similar consensus
levels to those found for the Mitchell College students
of both the present study and the study out of which the
present investigation arose. While differences between
the Castle Hill 2nd and 6th semester students were rather
less pronounced than those between the Mitchell groups,
the same pattern was found of increasing identification
by students with lecturers over the training period and
a concomitant increase in perceived distance from teachers.

10.3 DISCUSSION 

At the conclusion of the review of literature (Chapter 2) a

number of broad questions that appeared worth investigating were

asked.	 It was argued that there was a dearth of Australian data

about the issues which gave rise to these questions: the nature

of the gap between theory and practice in teacher education, the

influence of lecturers and teachers on student teachers' developing

role conceptions, the levels of consensus amongst student teachers
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about appropriate teacher behaviour, and so on. The broad quest-

ions asked were broken down into more specific queries which could

be answered - albeit limitedly - by this study.

The detail of the study's results, and the summary of those

results given above, do in themselves provide some tentative data

on the specific questions asked at the end of the literature review,

and hence on the four broad questions from which those specific

queries were derived.	 To orient this concluding chapter, the

'answers' yielded by this investigation to those four broad questions

will be outlined immediately below. 	 These answers will then be

amplified in the discussion that follows.

The first of the broad questions investigated asked to what

degree there could be said to be a 'normative world' of the student

teacher.	 That is, the question was concerned with the degree

of consensus about the primary teacher role amongst and between

student teachers.	 Realistically, less than full agreement about

clusters of important role expectations was to be expected.

It could be anticipated however, that there would be at least

some degree of agreement.	 Whatever this level was awaited empirical

exploration since there were no published Australian data available

on the matter.

Briefly, this study has suggested that, in an absolute sense,

consensus amongst student teachers about their future role might be

low:	 it falls short of even a reasonably high level when the

primary teacher role is viewed as a whole. 	 Whether, in a relative 

sense, consensus is low could not be assessed by this study.

It would require data from comparable occupational groups to furnish

such an answer.



What this study has been able to indicate about the student

teacher's normative world is that it appears to be characterised

by levels of agreement on single role expectations within and

between groups that vary from no agreement to full consensus,

with noticeably more instances of low consensus than high consensus.

It has also revealed that agreement levels vary for different

teacher role relationships. 	 On the face of it, consensus was low

on arguably the most crucial role relationship - that concerning

the teacher's relationship with pupils in the classroom setting.

The second question posed concerned the prevailing views

of student teachers and their significant others about important

teacher role relationships. 	 Very broadly, the data of this study

suggest that, by the end of their teacher training, students'

views have generally become more child-centred, progressive and

liberal, and that this constitutes a shift toward both the actual

and perceived views of their lecturers.	 A somewhat more conserv-

ative view of the teacher role was found amongst teachers, and

amongst those students who were close to the beginning of their

College training.	 On the whole, these findings conformed to

the patterns consistently reported in studies on student teacher

socialization.

The third broad question concerned the 'impress' of lecturers

and teachers on students. 	 In all, it was found that, over the

period of training, lecturer 'influence' on students' role concept-

ions appeared to strengthen.	 However, no such growth of teacher

influence was discerned. 	 Even during practice teaching, where
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the impress of teachers could be expected to be at its strongest,

their influence was rather less pronounced than that of lecturers.

Lecturers and teachers were seen by students to hold different

views about the teacher role.	 By identifying increasingly with

what they saw as lecturers' views, students moved away from what

they perceived to be the prevailing views in the profession they

were about to enter. 	 The actual differences between students and

their significant others were, to varying degrees, compounded

by misperceptions.	 While students accurately perceived the gap

between lecturers and teachers on the whole, they over-estimated

the differences between the two.

The fourth question posed was about how the student teacher's

normative world changed between entering College and leaving it to

join the profession.	 Broadly, this study has shown changes occurr-

ing in the direction of more progressiveness of viewpoint, increasing

identification with lecturers, decreasing identification wit'l

teachers, and some increase in consensus about the teacher role.

Also, no decline in idealism by the end of training was found. How-

ever, the tendency toward misperception of teachers' views increased,

if anything.

Some of the findings of the study such as those concerning

the idealism characterising student teachers' in College years, and

the growth in progressiveness and liberality of viewpoint, are, as

stated, in accord with trends reported in the literature on teacher
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training over the years. 	 Since possible reasons for this were fair-

ly fully discussed in Chapter 2 they need not be canvassed again

here.	 However, these student  teacher  training-period character-

istics do appear to be related to the major problem explored

in this study - that of  the discontinuity between theoryan1Luact-

ice.	 The discussion that follows will therefore focus mainly

upon those aspects of the discontinuity theme mentioned above

in outlining the findings for the four broad questions which orien-

tated the study.	 These aspects are:

the growth of student teachers toward their lecturers and

away from teachers;

the nature and some possible consequences of student teachers'

misperceptions;

the locating of particular role relationships (and specific

clusters of expectations within those relationships) which

revealed most potential for conflict; and,

some possible implications of the consensus levels revealed.

This study, then, provides one body of empirical data which suggests

that the gap between teacher training college and school frequently

and for many years pointed to in the teacher education literature,

and almost universally bemoaned, may possibly constitute the per-

ceived reality for the student teacher in training.	 The results

of the present investigation not only confirm the findings of

the author's original study (as summarised in Chapter 1) in virtu-



ally every important detail, but indicate through the very similar

results obtained from Castle Hill students, and data emerging

from recent inquiries into teacher education in Australia, that

the patterns of role perception discovered may not be confined

merely to the institution in which the research was conducted.

Predominantly, it was found that by the end of training

the students of this study perceived substantial differences in

viewpoint between lecturers and teachers about numerous recurrent

aspects of teacher/pupil classroom role relationships in particular,

and also about role relationships with parents.	 Moreover, at

the end-point of the course the students tended to see themselves

as considerably closer to their college lecturers than to the

teachers they were about to join in the school system.	 Disturb-

ingly perhaps - depending upon one's viewpoint - this perceived

distance from teachers and, more especially, perceived closeness

to lecturers, had noticeably increased between entering and leaving

college.	 Given that no college could, or would, acknowledge

that it was doing other than its best to ensure that its graduates

might see themselves as teachers by the end of training and take

their places in the schools with a minimum of trauma, such a result

should provide no little cause for concern. It would appear to lend

some credence to the Anderson and Western thesis mentioned in

the opening chapters that while the concept of being socialised into

a professional culture was appropriate for such professions as medi-

cine, law and engineering, it might not be so for teaching.
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If student teachers were being satisfactorily socialised

into a professional culture it might reasonably be expected that,

at the conclusion of training, there would be relatively strong

identification by them with what they see to be the views character-

istic of the profession they are to join. It might also be expected

that students perceive a reasonable degree of agreement between those

who have trained them, about the nature of the service provided

to the teacher's clients. It might further be hoped that such

perceived accord between training institution and school be matched

in reality.

This was undoubtedly not so for the students of this study,

when looked at overall.	 Substantial and numerous differences

between lecturers and teachers (and also between final-year students

and teachers) were perceived, not only as elicited by the hypothet-

ical situations students responded to in the role norm inventories,

but also in the real situation of practice teaching as conveyed by

the results of the Teaching Style Inventory. 	 In effect, as train-

ing proceeded, students increasingly perceived - and therefore had

to cope with - two frames of reference for teaching rather than

one (cf. Finlayson and Cohen, 1967).

Overwhelmingly, the preferred frame of reference was that

of the training college insofar as students oriented themselves

strongly to the expectations of lecturers in important role areas,

and away from teachers. This is scarcely surprising when it is

considered that the students concerned had no extended contact

with teachers as student teachers until as late as the fifth semester

of a six semester (3 year) course, that - as in most colleges
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- there was much more interaction between student and lecturer

over the training period than between student and teacher, that

student-lecturer relationships at the college in question could

reasonably be characterised as relatively close (see Chapter 5),

and that, in the final analysis, it was the college which had

the power to determine whether or not a student entered the profess-

ion.

At the time this study was commenced therefore, the students

involved had their first real taste of life in classrooms as a 

teacher only in their final year.	 As related in Chapter 5, there

had been much criticism by both students and co-operating teachers

during this period that the practical component of the course

was inadequate.	 Responses to questions asked of students before

and after leaving college about satisfaction with their training,

about the relevance of courses, and about what emphases there

should have been in their course, clearly register both the thorough-

going practical orientation of the group and their strongly held

view that practice teaching should be the most important component

of a teacher training course. 1 -	 In addition, a number of lectur-

ing appointments to the teacher education programme from the ranks

of practising teachers during those years resulted in further

pressure for change to rectify what was then almost universally

conceded to be a serious deficiency in the course.	 These pressures

coincided with the arrival of a new Director of Teacher Education

1.	 This can be gleaned from responses to the relevant questions
in the background section of the Teacher Training Project
Questionnaire and in the Follow-Up Survey (see Chapter 5,
and the relevant appendices).
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who himself had spent many years as a successful classroom teacher.

The upshot was that, as a first step, the course was soon revised

to incorporate a third semester as well as fifth semester practice.

However, as persuasive as it might appear to argue that

the placement of practice teaching so late in the course may have

been principally responsible for many students identifying with

lecturers but not teachers, and failing to 'feel' that they were

'already...a member of the teaching profession' (see Chapter 5),

it is likely to be only one factor in a complex situation. 	 The

fact is that the same patterns of role perception were found for

the 1978 6th semester (Mitchell) students who had been the 2nd

semester group of 1976, and yet these students underwent a 3rd

semester practice as well as one in 6th semester.	 Similarly,

the trends in the data were essentially the same, if not so pro-

nounced, for the Castle Hill groups despite the fact that they

had earlier and more frequent practice teaching sessions. 	 Clearly

then, the relative failure of students in this study to identify

strongly with practising teachers is not reducible to explanation

solely, or necessarily even chiefly, in terms of earlier and more

sustained contact with teachers.

This is not to say that earlier and more frequent contact

with the profession would not contribute - perhaps considerably

- to closer identification with it.	 The important recent State

and Australian reports on teacher education all insist upon adequate

and properly integrated teaching practice. 	 However, as raised

in the review of literature, those reports also stress the importance
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of the quality, as well as the quantity and placement, of the stu-

dent's practical experience. 	 For example, The Report of the 

National Inquiry Into Teacher Education (1980: xxviii) pointedly

recommends that supervising teachers should be carefully selected

co-operatively by the teacher education institution and the head-

master of the co-operating school, and should receive appropriate

training from college and school.	 It also advises that teachers

chosen as supervisors should have an appropriate time allowance

built into their teaching programme to facilitate proper performance

of their additional duties. (Report: xxviii).

Implicit in such recommendations, and explicit elsewhere

in the National Inquiry and various State reports is criticism

of a perceived, widespread relative lack of co--ordination and

co-operation between training institutions and schools. 	 As the

chapter on the institutional context for the present study suggests,

such was commonly held to be the case for the college concerned

at the time the data for this investigation were collected.	 Thus

it may be advanced that infrequent and lack of sustained contact

by students with teachers, the very late placement of practice

teaching in the course and inadequate relationships between college

and school may, in conjunction, have contributed to the propensity

of students to grow away from the profession rather than toward

it.

Even so, this was very likely compounded by other factors.

The data show, for instance, that there were actual differences

between the college (as manifested in lecturers' views) and its

/467



4-68

co-operating schools (as represented by the views of teachers).

Generally speaking, these differences were along well-established

progressive/traditional lines.	 No doubt there are many reasons

for such differences.	 An adequate consideration of this would

necessitate a discussion of matters such as the degree to which

lecturers are divorced from classroom reality (practice) and teachers

divorced from theory, the degree to which schools need to take

more responsibility for preservice education and colleges for

inservice education, the nature of the reasons as to why those

who left teaching to become teacher educators did so, and so on.

Some such issues were touched upon in the review of literature

so it is not intended to belabour them here. 	 Suffice it to say

that because there were real differences between college and school,

and this was perceived to be so by students, any shift toward

lecturers - for whatever reason - meant a corresponding shift away

from teachers and thus exacerbated problems of identification

with the profession.

In turn, such problems were worsened by the fact of student

misperception.	 While students correctly perceived the nature

of the differences in expectations between lecturers and teachers

overall, they overestimated the extent and degree of those differ-

ences.	 Moreover, the degree of misperception of teachers increased

by the end of training.	 Summarising the discussion so far then,

it has been suggested that factors such as amount of practice teach-

ing, its late placement in the course, questions about the quality

of supervision and other aspects of the linkage between college



and school, the nature of the real differences that exist between

lecturers and teachers about important teacher role relationships,

and overestimation of those differences by students provide, when

considered together, a plausible explanation in one particular

context for the relative failure of students by the end of training

to see themselves as being like the practising professionals in

the schools.

As mentioned, the findings of the present study replicate

those of the author's original investigation.	 In the wake of

those original findings a number of recommendations were made

which were aimed at fostering a greater degree of co-operation

between the College and its associated schools. 	 It was suggested,

inter alia, that there ought to be earlier practical experience

for students, that supervisors should be carefully chosen as good

role models and, where possible 'matched' with their student teacher

in certain respects, that they should be brought into the College

periodically so they and the College lecturers might arrive at

a better appreciation of each others viewpoints and develop sets of

common expectations, that local teachers be co-opted to contribute

to the in-College training of students, and that lecturers be

required to increase their overall involvement in schools, espec-

ially by teaching in them. It was hoped that the implementation

of such proposals insofar as they proved to be feasible might

go some way toward narrowing the gap between college and school

and, by presenting one frame of reference rather than two, facili-

tate a smoother transition for students from the hitherto relatively

isolated world of the training college to the school system.
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Subsequently the previously mentioned State and National inquir-

ies into teacher education overwhelmingly confirmed the findings

of the author's original study and hence those of the present invest-

igation.	 A recurrent theme in these important recent reports is

the urgent need for real rather than token co-operation between

training institutions and schools. 	 For example, the New South

Wales inquiry Teachers For Tomorrow (1980: 241) has recommended that:

...in view of the importance of teaching practice
in pre-service programmes, adequate arrangements should
be made by teacher education institutions for the train-
ing of supervisors and for consultation with schools
about mutual expectations

while, similarly, The Asche Report - Teacher Education In Victoria 

(1930: 215), devotes a chapter to the question of communications be-

tween teacher training institutions and schools, noting that:

During the last ten years or so, there have been in-
creasingly frequent calls for improved communication
between teacher training institutions and the schools
on which they must depend...

and that:

Among the benefits seen as accruing from improved
communications two seem especially important. On
the one hand, institutions and schools need to be
able to develop common expectations of the school
experience programme.	 On the other, the student
teacher needs to be able to see a common purpose between
the theory and practice in his or her course.

The recommendations made by these reports and the National

inquiry to bring about the desired rapprochement between theory and

practice, are very much along the lines advocated by the author

following his initial study, except that, as befits such influential

reports, their recommendations are more numerous and detailed,

and are costed.	 They pertain to a host of matters all apparently



designed to ensure a more adequate professional socialisation

for the student teacher by presenting him, not with two frames

of reference for teaching, but one in which theory and practice have

been seen to be better integrated.	 Thus it is that many specific

recommendations are made in the reports about matters such as:

the need for earlier, better planned, better supervised,

and more practice teaching, involving the careful selection

of experienced supervising teachers and a more active role

for college lecturers

the provision of courses by training institutions for school

practice supervisors

the encouragement of exchanges of staff between schools

and teacher education institutions

the involvement of teachers and educational authorities

in the planning of pre-service programmes

the formation of associations between training institutions

and their co-operating schools in order to improve communi-

cation, make possible joint decisions about school experience

and create frameworks for planning in-service activities

the importance for lecturers to have had, and continue to

have teaching experience in schools and the need for teachers

to try to keep abreast of new developments and theory.

Thus it is at the time of writing, that a number of substantial

Government reports have emerged in Australia articulating what

can now be seen as widespread concern about issues in the profess-

ional socialisation of the student teacher which were the raison 

d'etre of the author's original and present studies. 	 Recommendations
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such as those listed above therefore, and those made in respect

of the author's original investigation, are precisely those that

would need to be made for this present investigation since the thrust

of them is to improve the quality of preservice education, primarily

by fostering genuine co-operation and more enduring links between

college and school.
2.

Notwithstanding the good sense behind these recommendations

and the likelihood of their improving teacher education in this

country, it is probable that there will always be some differences

between the training institution and the school. 	 Arguably, as

long as such differences are recognised and respected, this is

desirable, for a degree of tension between theory and practice may

be vitalising for both. However, it is where such differences are

not known about or misperceived that avoidable trouble can occur.

Some possible implications of students' misperceptions as

found in this study warrant mention.	 Because students and teachers

were in fact less unlike each other than the former realised, it is

possible that many students are not entirely aware of the degree

of understanding and support they may receive when they go into the

schools.	 It is imperative that the real nature of the differences

that do lie between students and teachers be comprehended by both

for there is always the possibility that misperceptions can result

2. It perhaps needs to be stated that since the time when the
data for this investigation were gathered, the College's
pre-service course has been substantially modified, very
much in the direction of subsequent recommendations made by
the National and State inquiries.
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in a student teacher unhappily attempting to accommodate his behav-

iour to perceived differences in role expectations between himself

and his more experienced colleagues that objectively may not exist

at all or to any appreciable degree.	 Thus it is possible for

example, as the literature on probationers would affirm, that

the neophyte may sometimes over-react to an overestimation of

what he sees as his colleagues' views on classroom control, and

become too authoritarian - against his own and (if it were known)

others' wishes.	 An actual instance of this as reported by one

of the students (027M) of this study may be cited. 	 In an interview

a few months after entering teaching the student revealed that

he was 'very tough on the kids' because he wanted to gain his

colleagues' respect.	 This caused the parents of the pupils to

complain because, as he put it, 'I didn't punish one, I punished

the whole lot'.	 He was defended by his principal who however

advised him to 'tone it down a bit'. He subsequently did so. 'But,'

the student observed, 'the kids hated me.'

More generally, if students enter teaching misperceiving the

nature of their colleagues' views - as indeed the students of

this study did in overestimating how formal, traditional and con-

servative teachers were - then they may attempt to adjust to situations

which may barely exist and hence actually create problems, as

the above example illustrates.	 Clearly, underestimation of differ-

ences can result in similar problems for it can result in behaviour

by the neophyte which he thinks is acceptable but which may be re-

garded as deviant or capricious by his colleagues.



A similar observation may be made as regards misperceptions

of the degree to which behaviours are held to be mandatory by

colleagues.	 If, as found in this study, students underestimate

the degree to which teachers see some role behaviours as mandatory,

then failure to conform may elicit disapproval or censure. Again,

failure to appreciate how permissive teachers' expectations are

for other behaviours may result in neophytes feeling constrained

to act in ways where there is little real pressure to do so. In

all, the point to be made as regards the misperceptions found

in this study is that they are potentially more troublesome than

if there is awareness of differences.	 A consequence of recommend-

ations previously made about bringing colleges and schools into

a more co-operative, organically integrated relationship is that

the scope for student misperception would be minimised and differ-

ences appreciated.	 Where differences are known to exist then

a degree of legitimacy may attach to another viewpoint, and a

firm basis exists for greater tolerance of and discussion about

different views.	 An implication of this for all of those concerned

with the induction phase of teacher preparation is clear: policies

planned to help ease the transition from student to teacher must

be underpinned by an adequate knowledge base which will include

both awareness of the important differences that exist between

teachers and those about to enter the profession, a means of ensur-

ing such differences are properly communicated, and provision

for discussing the more critical discrepancies of viewpoint.
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Indeed, perhaps one of the more useful results of this study

has been to help begin provide such information by pointing to,

amongst other things, particular role relationships and specific

expectations within those relationships where students entering

teaching are most likely to see differences between themselves

and their colleagues-to-be.	 Repeatedly, students saw themselves

as different from teachers in respect of how pupils should be taught

and the degree to which parents should be involved in the educative

process. Moreover, role norms within these areas were generally

those for which lowest within-group consensus was found for all

groups.	 That is, the evidence strongly suggests that some degree

of disagreement and ambiguity may characterise the nature of the

service provided by the primary teacher to his most important

clients - his pupils and their parents. 	 Though comparative studies

would need to be undertaken before such a thesis could be more

generally sustained, the review of literature in Chapter 2 did

point to research such as that by Foskett (1967a), Sieber and

Wilder (1967), Musgrove and Taylor (1969) and Anderson and Western

(197;:) which corroborated this.

With respect to consensus levels, another major result of

this study has been to present a body of data bearing on the ques-

tion of the extent and degree of agreement amongst and between

student teachers and their significant others. 	 The data show

that even amongst professionally trained groups assumedly cohesive

by virtue of a common professional ethic and purpose, there seldom

was found full agreement, that agreement varied on a virtual continuum
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from zero to full consensus, and that, on the whole, average agree-

ment levels were not high, often falling below fifty percent.

This finding accords with a great deal of research in the last two

or three decades which has made untenable the always unrealistic

'postulate' of role consensus (cf. Gross et al., 1958), with its

apparently implicit assumption of shared norms between groups

of related position incumbents and hence virtually full agreement

on role expectations.

While, a priori, it might have been hypothesised that a

common working situation and professional orientation, relatively

high levels of interpersonal contact, similar levels of education,

and other such factors should have resulted in higher degrees of

agreement than were found amongst and between the groups in this

study, it must also be said that very similar consensus levels

were found amongst teachers, principals, and other school and

community groups in the Foskett studies, and that the question

of what is a 'high' or optimum level of agreement awaits empirical

exploration.	 Also, as Foskett (1969: 111) has observed, the

very factors associated with consensus formation may also generate

differences of viewpoint.

Part of the answer as to why agreement was apparently low

might be found in the nature of the role norms themselves. Though

there were only a few items where consensus was truly high for

all groups, there were, comparatively, a good many more where agree-

ment was truly low, whether it was for respondents' own or attrib-

uted views.	 That is, while there were some norms which were

relatively unambiguous in the sense of being clearly defined, there

were more which, irrespective of respondent group, were not widely

accepted.
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Examination of these more ambiguous norms reveals that some of

them would appear to embody disagreements that transcend the teach-

ing fraternity.	 In general such norms reflected issues of freedom

of expression and behaviour which are not confined to educators

but are very much part of the wider culture. 	 For example, norms

such as those concerning the expression of views on sensitive

or controversial issues both inside and outside of the classroom

(items 13, 14, 15, 36, 43) would seem to exemplify issues of wider

concern. Thus it is possible that the degree of disagreement

found for such norms in this study is partly a consequence of

disagreement about such issues in the wider society and that other

groups outside of teaching might equally reflect such ambiguity.

Similarly, other low consensus role norms dealing with aspects

of the teacher's custodial and pedagogical functions may be touching

upon nerves as raw outside the community of educators as within.

For example, arguments about matters such as the role of the 'basics'

and rote learning in the education of the child (role norm 4)

flared again in the 1970's, reflecting a perennial tension between

progressive and traditional 'philosophies' of education which

went to such extremes at times as to devolve upon considerations of

ideology, with politicians and others 'outside' of education making

their views known. 	 In addition, other items showing low agreement

for all groups dealt with the part that parents might play in

the educative process. These issues too were not only the focus

of vigorous community debate in New South Wales in the 1970's

(as mentioned in Chapter 2), but may have been subsumed in the

broader issues of democratic rights. Summing up therefore, it might

be, as Foskett (1967a: 83) suggests in explaining similar findings,
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that the seemingly low levels of agreement found for teacher role

relationships with pupils and parents are as much a function of

circumstances outside of teaching as of any absence of a consensus

forming process within.

The results lend empirical substance to Anderson and Western's

(1972) notion that there is not an unambiguous image of the teacher

with which students can identify. No doubt such ambiguity is

compounded by factors such as the diffuseness and diversity of

the teacher's role (Wilson, 1962) and that the teacher has become

a 'victim of role inflation' as was advanced in an article cited

well over a decade ago by Kelsall and Kelsall (1969: 55).	 Long

before that the novelist D.H. Lawrence perhaps best summed up

the situation when, in reflecting on his own teaching experience,

lamented that '...you never know what you have done or if you

have really done anything' (Lawrence guoted in Spolton, 1965-6: 31).

Finally, in respect of results obtained from exploring relation-

ships amongst perceived role congruence with significant others,

commitment to teaching and subsequent adjustment to the profession,

it must first be said that the status of the findings based on

analyses of relatively small sub-groups of students is such as

to suggest, only, that there may be grounds for more intensive

investigation of the relationships found.	 Since the approach

used in these analyses was essentially associative or correlational,

the direction of the findings was equivocal.	 Thus it could be

said equally, for example, that high committed students who perceived

themselves as close to their significant others in role viewpoint
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tended toward subsequent high satisfaction in teaching or that those

who proved to be highly satisfied with teaching tended to be the ones

who had been highly committed before leaving college and had been

relatively close to one or both of their significant others.

It must be stressed that this part of the investigation was under-

taken as much in response to suggestions in the literature that

the variables in question might be associated as to any accumulation

of studies showing that they were (and which thus provided a found-

ation to build upon).

The results that were obtained, while not to be taken for

granted, came as no surprise since they are in accord with theory

which posits, for example, that role congruence tends to equate

with harmonious relationships, job satisfaction, high morale,

and the like (see chapters 2 and 3). In this study the findings

suggested a strongish link between degree of commitment and degree

of perceived role congruence and that these factors may, together,

be more strongly associated with subsequent adjustment to teaching

than either variable taken singly. 	 The study thus underlines

the importance of role models in teacher socialisation (cf. Ander-

son and Western, 1973) and suggests that role identification and

commitment may develop together and facilitate subsequent adjustment

to the profession.

However, the associations found overall tended to be moderate

thus indicating - not surprisingly - that factors other than level

of commitment and identification with significant others are import-

ant for adjustment to the profession. 	 It is suggested therefore
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that, while degree of commitment and degree of identification with

significant others would need to be incorporated in any subsequent

investigation of factors associated with adjustment to teaching,

they would be only part of a more comprehensive model and that, if,

sample sizes permitted, techniques such as path analysis and mult-

iple regression analysis might be used to assist in determining

the direction of relationships and the relative importance of

contributing factors.	 Moreover, this would need to be followed

up by intensive, interview-based case studies to acknowledge the

complexity inherent in any such data. 	 In this present study, while

commitment and role identification were broadly associated with

adjustment, there were one or two students, for example, who appeared

to have no role model, were nonetheless highly committed, and

subsequently made a satisfactory transition to teaching. Clearly,

much research needs to be done before the relative significance

of factors such as commitment and role identification can be properly

assessed.

10.4 CONCLUSION 

This study points to the need for the closest collaboration

between teacher training institutions and their co-operating schools

in order to foster in student teachers the development of expect-

ations congruent with those of the profession and thus facilitate

the difficult transition from student to credible professional.

Specific recommendations to achieve this end have been mooted

in the discussion above. 	 They reflect urgent proposals made by



very recent government-sponsored reports into teacher education

in Australia which, amongst other things, have argued forcefully

that the quality of preservice programmes is largely dependent on

the forging of closer, more organic rinks between the school system

and the training institution.

As well, the findings of this study suggest that those involved

in the delicate process of inducting the neophyte into teaching need

to base policies on bodies of data such as presented here, for

studies like this can point usefully to areas of potential trouble

for students entering teaching and thus contribute to their amel-

ioration. This investigation, for example, has indicated possibly

troublesome role relationships, specific areas of student mispercep-

tion of teachers and other relevant information such as that con-

cerning levels of agreement on role expectations. 	 Forewarned

is forearmed: only when such information is known can it be commun-

icated, and when it is communicated only then does a rational

basis exist for tolerance of differences and resolution of problems.

10.5 LIMITATIONS OF THE STUDY 

Some of the more obvious limitations of the present study are

summarised below:

( i ) The normative network analysed was less than complete in
that, while it encompassed the views of students, lecturers
and teachers, and students' perceptions of the views of
these 'others', it did not accommodate lecturers' and teach-
ers' perceptions of each other's views and of the views
of students. Such an approach is necessary and possible
but it was considered that it would add further complexity
to what was already a considerable number of relevant and
essential comparisons.
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(ii) Reliance on questionnaire data: it is always possible that
responses were distorted by factors such as untruthfulness,
ignorance and the like. While precautions were taken to reduce
the likelihood of obtaining other than honest responses, the basic
doubt always remains with questionnaire data as to the degree
of correspondence between actuality and what was reported.

(iii) The generalisability of the results. Either a series of compara-
tive studies would need to be undertaken, or one in which respond-
ent groups were properly sampled over a wider population before
it could be known as to how representative were the results
of this study. The Castle Hill data provides some external
validation for some of the principal findings.

(iv) For the most part, the study was conducted at the macro level 
of the whole group and thus individuality was inevitably sacri-
ficed. However, the principal concern was to explore trends
and patterns in the data.

10.6 RECOMMENDATIONS FOR FURTHER RESEARCH 

The experience of completing this study and the findings that

have emerged from it suggest the desirability of research into the

problems listed below.

1.	 How teacher training institutions and their co-operating schools

can together present students with a more clear-cut, less potentially

conflicting set of norms for the primary teacher role. 	 The point

of this would be to facilitate the difficult transition to practising

professional rather than to add to those difficulties by unwittingly

presenting seemingly opposed views of teaching for students to resolve.

If, as appears possible, the major findings of this study are more

widely applicable, it is suggested that the most productive areas

to probe might be teacher role relationships with pupils and with the

parents of pupils.	 If the student teacher is to enter teaching with a

less ambiguous professional image it is suggested that factors such

as:

ignorance of the norms held by significant others for crucial
role relationships
the misperception of others' norms

- shared misperceptions
- accurate knowledge of and tolerance for others' norms, and

levels of consensus on teacher behaviours
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might need to be considered as at least one aspect of the problem faced

by training institutions and schools in presenting a more united front

to students.

2. If and how differences in the norms student teachers perceive

lecturers and teachers to hold contribute to problems students might

subsequently experience in adjusting to the profession. 	 It is suggested

that, in part, this might need to proceed by intensive case study

in accord with verstehen interpretive approaches that characterise

some current methodologies in this field.	 As mentioned earlier in

this chapter, there appears to be a need for more such research into

the development of identification with the teaching profession.

3. The nature, extent and origin of differences in norms held for

the primary teacher role by lecturers and the co-operating teachers

with whom they are associated. While this study provides some leads

in this respect, there is a clear need for Australian research into

this problem as an important part of the broader problem of how and

why student teachers tend to see theory and practice as independent

rather than perceive its essential interdependence.

More generally, it might be recommended that similar future

research consider matters such as:

- extending analyses to incorporate both the actual and perceived
views of all respondent groups so as to describe more completely
the relevant normative network;

- sampling across institutions so that findings are more generalis-
able;

- using case study and interview material to flesh out questionnaire
responses and reduce reliance on questionnaire data;

- using terminology developed recently by Biddle (1980) as a step
in the directions of precision and clarification in a field
beset by terminological confusion in the past;

- updating instruments such as the Foskett inventory which, though
containing items of perennial relevance in teaching, would need
to include material on matters like team teaching, open classrooms
and school-based curricula to reflect adequately the educational
zeitgeist of the 1980's and beyond.
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