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Abstract

The teaching practicum is regarded by many as an important part of teacher 
preparation where student teachers try to translate what they have learned into 
practice. This paper examines the confidence levels of student teachers as 
perceived by themselves, by their cooperating teachers and university supervisors 
in their knowledge and skills at the end of the two teaching practicum 
attachments in the third and fourth year of the 4‐year initial teacher preparation 
degree program. The results show a significant increase in confidence levels as 
perceived by all three parties at the end of each practicum, and even more so at 
the end of the second practicum. One implication of this study is that the 
practicum component in the teacher preparation program has been effective in 
meeting its expected objective of preparing the student teachers to be ready to 
assume their role as a full‐fledged teacher upon graduation. 

Keywords: teaching practicum, teaching practice, field experiences, pre‐service 
teacher education, initial teacher preparation
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Introduction

Teaching practice (practicum or field experience) is an essential and integral 
part of teacher education, a position subscribed by teacher educators as evi- 
denced by ample available citations (e.g., Alexander & Galbraith, 1997; Haigh & 
Tuck, 1999; Wilson, Floden, & Ferrini‐Mundy, 2002). Judging from the extensive 
empirical evidence, it is apparent that novice teachers consider field experience to 
be one of the pivotal lessons in pre‐service training (Hascher, Cocard, & Moser, 
2004). Student teachers from Israel and the Netherlands regard the practicum as 
the most valuable part of their teacher preparation (quoted by Smith & Lev‐Ari, 
2005 as well as findings from their own study). Field experience, when combined 
with methods courses, helps bridge the theory‐practice divide.

Many studies have been conducted on teaching practice in teacher education, 
but for different objectives. One area is student teachers’ feelings and anxieties 
about this part of their training. Part of the reason for their ambivalence is that 
their desire to learn is often hampered by their apprehension of being appraised, 
resulting in ‘evaluation anxiety’ (Kyriacou & Stephens, 1999). Related to the issue 
of anxiety and ambivalence is the confidence at the end of the teaching practice 
stint. Very often, studies of this nature are conducted at both the beginning and 
the end of the school attachment. Caires and Almeida (2005) conducted a study 
of 224 Portuguese student teachers in five areas of experience: professional and 
institutional socialization, learning and professional development, socio‐emotional 
aspects, support/resources/supervision, and vocational aspects. These dimen- 
sions, especially the acquisition of professional competency and vocational 
features, deal with the confidence of the student teachers to some extent. They 
established that the higher level of confidence exhibited by the student teachers 
in their ‘vocation’ as teachers at the end of the teaching practice is statistically 
significant. The student teachers also indicated that they felt they were more 
professionally competent at the conclusion of the teaching practice.

Confidence is also related to self esteem. A study by Hascher, Cocard and 
Moser (2004) of 150 student teachers from the University of Bern and their 
mentors at school reported that there was a significant increase in the self‐esteem 
of the student teachers at the end of the practicum; however, their self‐esteem 
was already high to begin with. These student teachers, when asked to make a 
self‐assessment, noted that they were more professionally competent after the 
completion of teaching practice. 

Although there are longitudinal studies that illustrate a positive affiliation 
between improved confidence and the time on teaching practice (Paschal & 
Treloar, 1979) some of the cross‐sectional studies done with novice teachers yield 
findings that show otherwise. Oh, Ankers, Llamas and Tomyoy (2005) deduced 
that the mean differences are statistically insignificant between those who went 
through the teaching practice and those who did not despite finding “an increase 
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of confidence in their ability to change student learning in positive ways.” These 
findings were a result of questionnaires that measured various aspects of 
teaching and teacher attitudes (such as confidence, career satisfaction, enjoyment 
of classroom teaching, and teacher efficacy) of 204 K‐12 teachers. In separate 
studies that were conducted with pre‐service student teachers in Hong Kong, 
Chan and Leung (1998) and So, Cheng and Tsang (1996) reached the same 
conclusion - student teachers were categorically more confident of their com- 
petence before the teaching practice. The latter study assessed the confidence of 
420 student teachers before and after their teaching practice in primary schools 
while the sample of the study carried out by Chan and Leung (1998) was drawn 
exclusively from those student teachers who did their teaching practice in 
secondary schools. 

There are some plausible rationales that underline the wide range of findings. 
Firstly, the studies reviewed probably do not share the same dimensions of 
confidence that were being assessed. Caires and Almeida (2005) anchored their 
study on the five broad domains alluded to above, whereas Plourde (2002) 
examined it from the angle of efficiency, and Hascher, Cocard and Moser (2004) 
looked at it from the perspective of self‐esteem. These constructs of confidence 
are not all equivalent, albeit they share certain parameters.

Secondly, in some studies, the student teachers exuded a high degree of 
confidence prior to their teaching practice, a result similar to those alluded to 
earlier in Hong Kong, which is described by Weinstein (1990) to be unrea- 
listically optimistic. When they harbor high expectations of their professional 
competence, it is probable that they feel their inadequacy more acutely after 
being confronted by the realities of the classroom. Hence, the mean differences in 
confidence levels between pre‐ and post teaching practice for this group of 
student teachers could be statistically more pronounced.

Confidence in the practicum is also likely to be influenced by the quality of 
interactions with cooperating teachers and university supervisors. Both groups of 
people play significant roles in the lives of the student teachers who are on their 
school attachment, particularly the former, because they interact more frequently 
and at a closer range with the student teachers under their care. Experienced 
teachers who provide quality interactions and guidance to student teachers 
contribute to positive outcomes for new teachers (Hamman, Olivarez Jr, Lesley, 
& Button, 2006). Cooperating teachers could also develop in student teachers the 
vision for education that goes beyond just knowledge and skills. They envision 
ways in which student teachers might be supervised in the development of skills 
in the classroom but also mentor them in the development of long term vision 
(McNay & Graham, 2007). 

The above touched on issues dealing with confidence in the practicum as felt 
by student teachers who attempted to relate what they learned in the university 
to the real world of the classroom, and the role of cooperating teachers and 
university supervisors in making this experience a successful one. The literature 
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also covers another aspect of student teachers’ emotional response to the prac- 
ticum: feelings of anxiety, stress and burnout during the pre‐service years, 
especially in their field experience. While much has been written about burnout 
among serving teachers, this phenomenon is not unknown among pre‐service 
teachers, and in fact may actually begin with the student teaching experience 
(Gold, 1985; Fimian & Blanton, 1987; Javis, 2002). During attachment in schools, 
student teachers are new to the profession and the demands of teaching. At this 
time, they are only beginning to learn the habits of the profession and therefore 
have few or limited adaptive coping strategies for dealing with stress (Fives, 
Hamman, & Olivarez, 2007).

Thus, the aspects of both the emotional response to the practicum through 
feelings of anxiety and the confidence of student teachers during their practical 
attachment are interrelated. The confidence of student teachers in their practicum 
could be significantly enhanced to the extent that the level of anxiety is lessened 
through teacher preparation and support given while in school.

This paper examines the confidence of student teachers in the two practicum 
attachments in their undergraduate preparation at the National Institute of 
Education (NIE), Nanyang Technological University in Singapore. A total of 139 
teachers in the four‐year BA (Education) and BSc (Education) programs par- 
ticipated in the survey administered at the end of the Practicum I and Practicum 
II attachments. In addition, another set of surveys targeting school Cooperating 
teachers and University supervisors from NIE were administered at the end of 
both Practicum attachments. 

Undergraduate teacher preparation programs at NIE

The National Institute of Education (NIE) is the sole teacher education 
provider in Singapore. It is a university institute within the Nanyang Tech- 
nological University, established in July of 1991, although its predecessors, the 
Institute of Education and the Teachers’ Training College, had a much longer 
history of teacher training. The year 1991 marked the ‘universitisation’ of NIE, 
which for the first time offered undergraduate teacher preparation programs for 
Bachelor of Arts with Diploma in Education and Bachelor of Science with 
Diploma in Education1) for primary and secondary teaching. These 4‐year degree 
courses with an additional fifth year in honors for selected candidates were 
offered until 2001 when they were superseded by the repositioned degree 
programs meant for primary teacher preparation only, namely, the Bachelor of 
Arts (Education) [BA (Ed)] and Bachelor of Science (Education) [BSc (Ed)]. These 
are 4‐year degree programs with the possibility of being awarded honors in the 
final year based on overall academic performance. These new degree programs 
have been designed to prepare more professionally prepared teachers for the 
primary schools in Singapore. They are prepared to teach between three to four 
subjects across all six levels (grades one to six) in the primary school.
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There are several significant features introduced in the new repositioned 
degree programs. Firstly, student teachers in the general track, whether in the 
BA (Ed) or BSc (Ed), are prepared to teach three to four subjects in the primary 
school curriculum. This broad‐based preparation to be able to teach three to four 
subjects makes deployment of teachers in schools easier. Secondly, all student 
teachers major in one academic subject that provides rigor and depth in the 
academic engagement expected at an undergraduate level. Thirdly, as student 
teachers major in one academic subject, they read special modules that provide 
content mastery on topics that will be found in the three or four primary school 
subjects they will teach upon graduation. Fourthly, two practicum attachments of 
eight weeks each are positioned in the second semester of the third and fourth 
year of study. It is these two practicum attachments that are the focus of this 
study.

Given the large number of student teachers NIE prepares (more than 2000 per 
year across various programs), and given that Singapore has about 350 schools 
(primary and secondary), it is inevitable that all schools are called upon to 
participate in providing locations for the practicum attachments. The partnership 
between schools and NIE, and the pivotal role played by the Ministry of 
Education (MOE) in bringing the two together, has defined this tripartite 
arrangement in the preparation of teachers, particularly for their practicum 
attachments (Wong & Goh, 2002). In this arrangement, schools now have greater 
ownership in the training of student teachers during the practicum attachments 
than was the case previously. In recognizing their greater role, school principals 
now chair the committee that comprises the School Coordinating Mentor (SCM), 
Cooperating Teachers (CTs) and the university supervisor to decide on the final 
grades of student teachers who are attached to their schools for practicum. Also, 
in a situation where there are vacancies to be filled, the Ministry of Education 
has allowed schools to have the first choice of recruiting those student teachers 
they have helped train during their practicum.

Student teachers must pass both of the practicum attachments to graduate and 
teach in schools. During the 8‐week Practicum I attachment, student teachers 
spend some time observing the classrooms first, gradually co‐teaching with their 
CTs and in the last two to three weeks take on independent teaching. By the 
time student teachers go for their Practicum I, they would have completed three 
years of study, which is equivalent to about 80 academic units. Hence, in 
Practicum I, they would be expected to concentrate on managing and teaching 
classes in two of the three or four subjects they are being trained to teach, which 
in most cases are English and Mathematics. By Practicum II, they would have 
had completed the rest of the required modules. They will handle most of the 
teaching independent of their CTs, and will be required to teach all the four 
curriculum subjects they are receiving preparation for - English, Mathematics, 
Science and Social Studies. For those in the specialist track, which forms a small 
proportion of the total intake, they will teach the three subjects that they are 
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specializing in, e.g., English, Mathematics and Art (or Music). 
During practicum, student teachers are monitored closely by their CTs who are 

assigned by the school depending on the subjects taught. The university 
supervisors visit the students two or three times in the 8‐week period. For 
students with weaker performances, the number of visits will be slightly higher.

An assessment of student teachers’ performance in their practicum is done 
using the ‘Assessment of Performance in Teaching’ (or APT) form. The APT 
assesses six main processes: Planning the lesson, Developing the lesson, Com- 
municating in class, Managing the class, Evaluating the students, and De- 
monstrating professional qualities. Within each process, there are five to eight 
competencies that further describe the teaching behaviors the student teachers 
need to demonstrate during the Practicum (see Table 1). The first five com- 
petencies are evaluated by awarding A, B, C or F grades. The last competency 
related to professional qualities is evaluated based on a “Yes/No” criterion. At 
the end of each practicum, a collective grade of Distinction, Credit, Pass or Fail 
will be given together with overall comments that accompany the grade. The 
same APT Form is used by both the CTs and university supervisors in both 
Practicum I and Practicum II.

Main processes 
(No. of competencies) Examples of competencies

1. Planning the lesson (5) Delineating learning objectives
Selecting content/materials/media

2. Developing the lesson (5) Stimulating critical/creative thinking
Encouraging participation

3. Communicating in class (5) Explaining and informing
Questioning and responding

4. Managing the class (4) Establishing rapport
Managing group/individual work

5. Evaluating the students (4) Using and giving students feedback
Encouraging student evaluation

6. Demonstrating professional 
qualities (8)

Showing care and concern for students
Demonstrating warmth and enthusiasm

Table 1. Examples of competencies in each main process in the APT form used to assess

student teachers’ performance during practicum

Studies conducted on practicum‐related issues of teacher preparation in Sin- 
gapore have been few. One major study was conducted by D’Rozario and Wong 
(1998) on practicum‐related stresses of two groups of student teachers in the first 
year Dip Ed program and the Degree program2). Another study that examined 
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student teachers’ concerns such as classroom management and personal survival 
during the first practicum of the degree courses above was conducted by Mau 
(1997). These studies did not address the efficacy of the practicum experiences in 
preparing student teachers for their teaching responsibilities in schools. Since 
these two studies, the degree of partnership between NIE and schools and the 
role played by the Ministry of Education in bringing the two together have 
increased, and this has been discussed by Wong and Goh (2002). The 
effectiveness of this partnership in terms of CTs’ contributions and student 
teachers’ expectations of help rendered to them by CTs during the practicum was 
assessed by Atputhasamy (2005), who found there was some mismatch between 
the two. 

This paper focuses on the Practicum I and II attachments of the first batch of 
student teachers in the repositioned degree programs while they were in their 
third and fourth year of study. In a sense, it is a way of discovering the 
significance of their classroom preparation in the various foundations, methods 
and curriculum content components of their program prior to each practicum. 
Also, this study investigates the student teachers’ practicum experience in putting 
what they have learned into practice, and the degree of confidence they had 
before and after each practicum attachment. The information obtained together 
with other forms of program evaluation help the researchers assess the efficacy 
of the undergraduate teacher education programs, and where shortcomings in 
the practicum should be addressed. 

Objectives of the study

This study was conducted to investigate the level of confidence that student 
teachers had after each practicum by examining the following at the end of 
Practicum I and Practicum II:

1. student teachers’ confidence level in knowledge and skills in teaching,
2. cooperating teachers’ assessment of the student teachers in teaching, and 
3. university supervisors’ assessment of the student teachers in teaching. 

Methodology

Sample

The sample for this study was wholly comprised of students in the BA (Ed) 
and BS (Ed) cohorts. There were altogether 189 student teachers. All of them 
were invited to participate in the study, and 139 student teachers completed the 
surveys provided for both the Practicum I and II attachments. The response rate 
was 73.5%. All student teachers were in the third year of their program during 
Practicum I, and in the fourth and final year during Practicum II.
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In addition, all 67 university supervisors were given the questionnaire to 
complete. 42 out of 67 (63%) responded to both the Practicum I and II surveys. 
The university supervisors are not given equal numbers of student teachers to 
supervise, as much depends on their teaching load on campus. The number of 
student teachers under their supervision varies from one to ten per supervisor.

As for the CTs, a total of 235 sets of questionnaires were received at the end 
of Practicum I and II. As each student teacher would have a minimum of two 
CTs in two subject areas, there are potentially a total of 400 CTs that would have 
been involved. From the returns it was estimated that more than 50% of the CTs 
responded to the questionnaire survey at the end of the Practicum I and II 
attachments.

Instrument

A set of three questionnaires were designed for this study - one for student 
teachers, a second one for the CTs at schools and a third one for university 
supervisors. The questionnaire for student teachers consisted of some open‐ended 
items while others sought their agreement or disagreement on a 6‐point Likert 
scale. The items examined various aspects of the student teachers’ practicum‐
related experiences ‐ the anxieties they faced, areas that they were confident 
about, their confidence level specifically in teaching skills and their overall 
confidence at the beginning and at the end of their Practicum I and II 
attachments, usefulness of the different components of the initial teacher 
preparation program to the practicum, and their views of the support provided 
by their CTs and university supervisors. For the purpose of this paper, only the 
Likert scale questions pertaining to the confidence levels of the student teachers 
in teaching and their overall confidence levels at the beginning of each practicum 
were considered. Cronbach alpha of this instrument is 0.89. The student teachers’ 
views of the support provided by their CTs and university supervisors were also 
used as supporting evidence. The questionnaires were distributed to the student 
teachers at the end of Practicum I and Practicum II.  

The questionnaire for the CTs was very different from the questionnaire 
designed for the student teachers. It contained items that solicited their views on 
how well‐prepared the student teachers were for Practicum I and II on a 6‐point 
Likert scale. There were also some open‐ended questions, which focused on their 
observations of the student teachers’ teaching skills and professional attitude, 
their level of preparedness, information technology (IT) skills displayed, and 
student teachers’ confidence in teaching during the practicum. For the purpose of 
this paper, only the quantitative data was analyzed and reported.

The questionnaire for the university supervisors was similar but not exactly 
the same as that designed for the CTs. Questions on how well‐prepared student 
teachers were, the teaching skills and professional attitude displayed, their 
confidence level and how well the program has prepared student teachers for the 
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practicum were the same as those in the questionnaire for the CTs. However, 
questions (including the open‐ended ones) which were related to student 
teachers’ competence in the use of IT in their teaching were eliminated as the 
university supervisors make only two to three lesson observations for each of 
their student teachers, rendering it difficult to make a fair assessment of this 
area. Cronbach alphas for different sections of the questionnaires for the CTs and 
the university supervisors ranged from 0.88 – 0.95. For the clarity of this paper, 
further elaborations of the reliability estimates of the instruments can be found in 
the data analysis and results sections below. 

The questionnaires were sent to student teachers via their university super- 
visors, and the student teachers passed them along to their CTs. The data 
obtained were then subjected to analysis using SPSS. Besides the statistical 
analyses for comparisons and tests of significance, qualitative data was also 
extracted from the questionnaires from student teachers, CTs and university 
supervisors. These were useful in detailing the concerns and opinions regarding 
the questions asked. For the purpose of this paper, only the results from the 
quantitative data will be reported in the following section.

Data analysis and results

A variety of data analyses were conducted using the SPSS Statistics Package 
version 16.0. Firstly, oneway analysis of variance (ANOVA) was used to analyze 
the student teachers’ overall confidence levels at the end of Practicum I and II. 
Secondly, multiple analyses of variance (MANOVA) was used to analyze the 
differences in the student teachers’ confidence levels in teaching. MANOVA was 
also used to analyze the views of cooperating teachers and university supervisors 
on the student teachers’ preparedness for Practicum I and II. The MANOVA 
analyses were followed up by t‐tests to measure the significant differences of 
individual items. Cronbach alpha was estimated to ensure the reliability of all 
three instruments. 

Student teachers’ level of confidence in practicum I and II

The student teachers’ overall confidence level in teaching increased after their 
two 8‐week teaching practicum experiences. The mean of confidence level in 
teaching was 3.34 at the beginning, and this increased to 4.57 at the end of 
Practicum I. At the beginning of Practicum II, their mean value dropped to 4.06 
but increased to 4.68 at the end. Oneway analysis of variance (ANOVA) showed 
significant differences in the level of confidence in teaching at the beginning and 
the end of Practicum I and II. Further pairwise comparisons were done to 
compare the means from each Practicum. In Practicum I, there was a significant 
increase in their confidence level before and after the practicum (t = ‐12.9, p‐value 
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< .001) (see Table 2). At the end of Practicum II, there was also a significant 
increase in their level of confidence in teaching (t = ‐5.48, p‐value < .001). 

Beginning of End of T p‐value

Practicum I 3.34 4.57 ‐12.9** < .01

Practicum II 4.04 4.68 ‐5.49** < .01

F = 53.02** < .01
**significant at p‐value < .01

Table 2. Overall confidence level at the beginning and at the end of Practicum I and II.

In addition to the overall confidence level question, the survey asked student 
teachers about their confidence in specific teaching skills. They were asked to 
rate themselves on six statements, such as, “I have the teaching skills I need to 
teach effectively” and “I can walk into any class and teach without undue 
worry.” In general, student teachers demonstrated some confidence in their 
teaching skills at the end of both practicum attachments. At the end of Practicum 
I, they responded from 4.14 to 4.52 on a six‐point Likert scale, which showed 
they perceived themselves as being quite confident. At the end of Practicum II, 
their responses increased in all six statements regarding their confidence in 
teaching skills. A test of reliability showed that the statements were reliable as 
the Cronbach alpha of these six statements on confidence in teaching skills was 
0.89. There was an increase in the means in all six statements between the end 
of Practicum 1 and Practicum II (Table 3). The improvements in means were 
calculated by creating new variables called “Differences.” The new variables were 
calculated by subtracting the means of Practicum I from the means of Practicum 
II. Then the new variables, which only showed the differences between 
Practicum I and II, were used to conduct multivariate analysis of variance 
(MANOVA). MANOVA was used before conducting multiple t‐tests for the six 
statements to avoid Type I Error. This error occurs when the result of a t‐test 
suggests there is a significant difference in the mean when in fact the true 
difference is not significant. Type I Error is common when multiple t‐tests are 
conducted. Instead of only using t‐tests independently in the specific teaching 
skills, MANOVA was used to analyze the differences of the six statements as a 
whole. Data analysis results showed significant differences in the improvements 
of the student teachers confidence in specific teaching skills (Wilks Lambda = 
4.92, p‐value < .01). Further investigation showed that the increases in all six 
statements were significant. As a result, follow‐up t‐tests were conducted and 
showed significant increase in their confidence from Practicum I to Practicum II. 
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Item Practicum 
I (P I) 
Mean

Practicum 
II (P II) 

Mean

t Differences 
between 

P I and P II

I have the necessary content 
knowledge to teach effectively 4.52 4.73 ‐3.00** 0.21

I have the teaching skills I need 
to teach effectively 4.35 4.65 ‐4.29** 0.30

I can manage the class well 
enough for effective lessons 4.22 4.58 ‐5.12** 0.36

I am able to help weak pupils 
with their learning difficulties 4.14 4.36 ‐2.59** 0.22

I can walk into any class and 
teach without undue worry 4.22 4.45 ‐2.57** 0.23

I can monitor my teaching and 
make changes on the spot 4.44 4.71 ‐3.13** 0.27

Wilks’ Lambda 4.92**
**significant at p‐value < .01

Table 3. Differences in student teachers’ confidence level in their teaching skills at the 

end of Practicum I and Practicum II

Student teachers’ views about their cooperating teachers and 
university supervisors

The student teachers were also asked to rate their CTs at schools and their 
university supervisors from NIE. There were ten items used to evaluate the 
support provided by the CTs, and six out of the ten items were used to evaluate 
their university supervisors as well. Some of them are listed in Table 4. In 
general, the student teachers held a fairly positive view about their CTs and 
university supervisors. The average ratings for CTs ranged from 4.34 (helping 
with relationships with others in school) to 5.35 (CT is approachable) at the end 
of Practicum I and from 4.43 (helping with relationships with others in school) to 
5.17 (CT is approachable) for Practicum II. The ratings for university supervisors 
tended to be generally lower than those given to CTs. The average ratings for 
university supervisors ranged from 4.04 (guidance in lesson planning) to 5.09 
(supervisor is approachable) in Practicum I and from 4.22 (guidance in lesson 
planning) to 5.23 (providing timely feedback on teaching) in Practicum II (see 
Table 4). One reason for the higher ratings of CTs relative to university 
supervisors could be the greater frequency of observations and interactions that 
student teachers had with them on a daily basis, while university supervisors 
visited three times at most during each practicum. Despite these differences, 
overall, the evaluation of student teachers of people who helped and guided 
them during practicum was positive, indicating that these two groups of people 
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played their role and discharged their responsibilities well, thus generating 
greater confidence in the student teachers in what is essentially a stressful 
practicum environment.

When comparing the student teachers’ rating of their CTs and university 
supervisors between the two practicum attachments, there were only minor 
differences between Practicum I and Practicum II. Further paired sample t‐test 
suggested that there were no significant differences between the student teachers’ 
ratings of the support provided by the CTs and university supervisors in 
Practicum I and II. The results showed they held positive views of the help and 
support provided by CTs and university supervisors. The student teachers said 
both the CTs and the university supervisors were approachable and gave student 
teachers suggestions on how they could have done better. 

Item Practicum 
I CTs

Practicum 
II CTs

Practicum 
I NSCs

Practicum 
II NSCs

He/She was approachable 5.35 5.17 5.09 4.84
I learnt from him/her the 
ability to manage the class 4.99 4.92 NA NA

He/she was willing to listen 
and help 5.25 5.09 4.80 4.83

He/she helped my relationships 
with others in the school 4.34 4.43 NA NA

He/she included me in school 
life generally 4.59 4.61 NA NA

He/she guided me in lesson 
planning 4.39 4.45 4.04 4.22

Table 4. Perception of student teachers of the roles played by cooperating teachers and

university supervisors during their Practicum I and II

Overall, the student teachers perceived that the teacher preparation program 
prepared them well for their Practicum I and II. In the last statement of the 
questionnaire, student teachers were asked to rate the level in which the 
program prepared them: very well (4), well (3), to some extent (2), and not at all 
(1) for both practicum attachments. The average rating was 2.57 for Practicum I 
and 2.69 for Practicum II on the four‐point scale. T‐tests showed significant 
differences between the average ratings of Practicum I and II, where the rating of 
Practicum II was significantly higher than Practicum I (t = ‐1.97, p = 0.05). 

Responses from cooperating teachers and university supervisors

In this study, surveys were also sent to the CTs who worked closely with the 
student teachers on a daily basis and the university supervisors who supervised 
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the student teachers and acted as liaisons between the schools and NIE. The 
following results represent the views of CTs and university supervisors of 
various aspects of the student teachers during Practicum I and II.

For the purpose of this paper, only the following five categories which were 
relevant to this paper were examined. They were: overall preparedness of the 
student teachers, execution of teaching skills, level of confidence in teaching, 
demonstration of professional qualities at school, and level of ICT skills and 
competencies. There were multiple statements in each category. The CTs were 
asked to rate the student teachers in all five categories and the university 
supervisors only rated them on the first four categories. Cronbach alpha was 
used to estimate the reliability of the survey instrument. The alpha ranged from 
0.88 to 0.95 in the five categories for the CTs’ surveys and ranged from 0.86 to 
0.92 for the university supervisor’s survey (see Table 5). Based on the alpha 
level, the survey instruments administered to the CTs and the university 
supervisors were reliable. Selected statements of each category and the Cronbach 
alphas for each category are provided in Table 5.

Cronbach 
Alpha (CTs)

Cronbach 
Alpha

(University 
supervisors)

Preparedness of student teachers
⋅Knowing the basics of educational foundations
⋅Defining lesson objectives
⋅Planning teaching procedures properly

0.95 0.92

Execution of teaching skills
⋅Speak clearly with good intonation and pace
⋅Able to communicate with pupils
⋅Speak good English rather than Singlish3) in lessons

0.92 0.91

Level of confidence in teaching
⋅Student teachers have the necessary content knowledge 

to teach effectively
⋅They can walk into any class and teach without undue 

worry
⋅They can monitor their own teaching and make changes 

on the spot

0.92 0.90

Demonstration of Professional qualities
⋅Do their best for the all‐round development of pupils
⋅Do their best to shape their pupils’ value and attitudes
⋅Work well with colleagues and peers

0.91 0.86

Level of ICT skills and competencies
Student teachers are competent in:
⋅Preparing multimedia materials for teaching
⋅Incorporating web resources for teaching
⋅Creating online resources for teaching 

0.88 NA

Table 5. Selected statements in each category of the cooperating teachers’ and 

university supervisors’ questionnaires used to evaluate their student teachers
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In general, the average ratings for each category from the CTs are more 
positive than from the university supervisors (Table 6). At the end of Practicum 
I, the average ratings from CTs were from 3.81 to 4.56 and the university 
supervisors’ rating were from 3.60 to 4.30. At the end of Practicum II, both CTs’ 
and university supervisors’ ratings increased. The ratings from the CTs were 
consistently higher than those from the university supervisors. The averages 
ranged from 4.31 to 4.75 for CTs and from 4.06 to 4.62 for the university 
supervisors.

Practicu
m I (P I)

Practicum 
II (P II)

t  
(p‐value)

Differences 
between 

P I and P II

Ratings by CTs

Preparedness of student teachers 4.10 4.33 ‐3.07* 0.23

Execution of teaching skills 4.56 4.75 ‐2.40* 0.19

Level of confidence in teaching 4.33 4.72 ‐4.53* 0.39

Demonstration of professional 
qualities 4.56 4.72 ‐1.89 

(0.06) 0.16

Level of ICT skills and competencies 3.81 4.31 ‐3.71* 0.50

MANOVA Wilks Lambda 9.43*

Ratings by university supervisors

Preparedness of student teachers 3.60 4.06 9.84** 0.46

Execution of teaching skills 4.23 4.61 7.92** 0.38

Level of confidence in teaching 3.79 4.20 5.94** 0.41

Demonstration of professional 
qualities 4.30 4.62 3.28

(0.08) 0.32

Level of ICT skills and competencies NA NA NA
MANOVA Wilks Lambda 2.48 (0.06)
*significant at p‐value < .05, **significant at p‐value < .01

Table 6. Responses by cooperating teachers and university supervisors on how well 

prepared student teachers were for Practicum I and Practicum II

Multivariate analysis of variance (MANOVA) was used again to compare the 
improvements showed from Practicum I to Practicum II as seen by the CTs and 
the university supervisors. Two new variables were created, the first being the 
differences observed between Practicum I and II by CTs and the second being 
the differences observed by the university supervisors (see Table 6). MANOVA 
was used to analyze the differences in the two new variables. The results 
showed significant increases in the responses by the CTs (Wilks Lambda = 9.43, 
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p < .05) towards the student teachers’ preparedness. Further analysis using t‐tests 
showed significant increases in the CTs’ responses in four categories: prepared- 
ness of student teachers, execution of teaching skills, level of confidence in 
teaching and level of ICT skills and competencies. However, the CTs did not see 
significant improvements in the student teachers’ demonstration of professional 
qualities. MANOVA results from the university supervisors were different from 
that of the CTs’ results. The increases in the university super- visors’ responses 
from Practicum I and Practicum II were insignificant (Wilks Lambda = 2.48, p‐
value = .06). Follow‐up t‐tests showed results similar to the CTs’ response. The 
category of student teachers’ demonstration of professional qualities was found 
insignificant, while all other three categories showed significant increase in the 
university supervisors’ responses to the preparedness of student teachers. 

Discussions

The purpose of the study was to investigate the level of confidence of student 
teachers, after two practicum attachments. The main emphasis of this paper is to 
assess how well the two practicum attachments have served their purpose in 
preparing student teachers for what was expected of them in their teacher 
preparation program, as measured by the student teachers’, CTs’ and university 
supervisors’ responses and perspectives of the student teachers’ knowledge, skills 
and confidence levels in teaching.

In terms of the student teachers’ confidence levels before and after each 
practicum attachment, it was clear they were significantly more confident after 
these experiences. It would not be useful to compare only the confidence levels 
at the end of each of the two practicum experiences as they began at different 
starting levels of confidence. What was significant was that at the beginning of 
the Practicum II, the level of confidence was significantly higher than at the 
beginning of the Practicum I, something to be expected if Practicum I had 
fulfilled what it was designed to do. 

In terms of knowledge and skills in handling their practicum attachments, 
there was a high degree of confidence at the end of Practicum I and a 
significantly higher level at the end of Practicum II. This was also noteworthy in 
that the result implied the courses the student teachers read prior to the 
practicum and the practice of relevant skills during these attachments boosted 
their preparedness to teach in the classroom. In fact, after their Practicum II 
attachment, these student teachers were deployed directly to schools, as their 
program would have effectively ended by then. The structure of the teacher 
preparation program and the schedule of the practicum attachments were 
designed with this specific transition from the final Practicum attachment to 
classroom work in mind.

The confidence level of student teachers in both practicums may have been 
largely influenced by the help they obtained from both their CTs and university 
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supervisors from NIE, especially the former whom they were in contact with 
daily while they were based in schools.  This positive support provided by their 
CTs and university supervisors was shown by the results obtained from a 
questionnaire that asked the student teachers to assess the level and nature of 
support that the CTs and university supervisors provided them (see Table 4). 
The student teachers were very positive about their CTs and university 
supervisors in terms of their approachability, willingness to listen and help, 
timeliness in giving feedback, suggestions for improvement, and fairness in 
assessment. This sense of accessibility and “intimacy” certainly helped student 
teachers to fit in with the school environment and made their teaching practice 
experience less unnerving, and probably also helped them feel more confident 
about themselves as teachers. This seemed to be contrary to the findings of 
Atputhasamy (2005), who found that school‐based mentors were not fulfilling 
what their student teachers expected of them during the practicum. One probable 
reason for this different outcome was that the student teachers in his study 
belonged to the one‐year post‐graduate program, which only had one 10‐week 
school based practicum, whereas the student teachers in this study belonged to 
the 4‐year degree program, which went through two 8‐week periods of teaching 
practice. However, further investigation into the possible reasons for the 
differences between the two programs will have to be undertaken before more 
definitive conclusions can be made.

With respect to the CTs’ and university supervisors’ perceptions of the student 
teachers’ preparedness to be teachers, the findings from this study reported that 
both the CTs and university supervisors rated higher means for Practicum II 
than for Practicum I. This gratifying result shows there was development and 
progression from Practicum I to Practicum II in the five areas that were 
observed: preparedness of student teachers, execution of teaching skills, level of 
confidence in teaching, demonstration of professional qualities and level of ICT 
skills and competencies. These changes were statistically significant except in the 
category of student teachers’ abilities to demonstrate their professional qualities, 
such as doing their best for the all‐round development of pupils, doing their best 
to shape their pupils’ value and attitudes, and working well with colleagues and 
peers. One reason why the student teachers may have been unable to 
demonstrate their abilities to work well with colleagues and peers could be 
because of the duration of the practicum. In each practicum, student teachers 
spent only eight weeks at the school. They may not have ample opportunities to 
interact or work with other staff in the school except their CTs. Previous 
literature also showed that inexperienced teachers tended to focus more on 
fulfilling their teaching responsibilities and transferring information to the pupils 
at the beginning of their teaching experience (Hartzler‐Miller, 2002). As a result, 
they are unable to focus on the all‐round development of their pupils or shaping 
their pupils’ values and attitudes. Overall, the CTs seemed to rate student 
teachers higher in their level of preparedness and confidence than university 
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supervisors at the end of Practicum II. This may imply that the CTs as school‐
based teacher educators have played their role well, and that schools have 
confidence that their training of student teachers during the practicum 
attachments has been more than satisfactory. If so, the student teachers are well 
prepared to assume their role as full‐fledged teachers in the Singapore school 
system. 

Conclusions and implications

This paper has shown that the practicum in the initial teacher education 
program at NIE is an important part of the student teachers’ preparation for 
teaching. What the student teachers do and how they progress in the practice of 
teaching are assessed while on attachment under the tutelage of CTs as well as 
university supervisors, and this will determine their confidence level as a student 
teacher in front of the classroom. This study of undergraduate student teachers’ 
experience in two practicum attachments has shown the positive development of 
their confidence in the knowledge and skills they applied to teaching practice as 
well as the overall degree of confidence that the two practicum attachments had 
given them by the end of those attachments. This positive assessment of their 
confidence and ability speaks to some extent of the efficacy of the teacher 
education program they were enrolled in. 

However, the overall positive experience of the practicum and the confidence 
levels after the practicum could contradict the struggles student teachers may 
have faced during their attachments. Many studies have shown the stress and 
struggles, if not distress, that the practicum attachments generate in student 
teachers (Capel, 1997; Murray‐Harvey, Slee, Lawson, Silins, Banfield, & Russel, 
2000; Murray‐Harvey, 2001). Certainly student teachers need practical and 
emotional support during these attachments, and this seems readily available 
from their CTs, judging from the experience of these Singapore student teachers. 

The results of this study suggest the two 8‐week blocks of practicum 
experiences in the second semester of the third and final year in the 
undergraduate program to be effective in helping student teachers gain and feel 
well‐prepared for the teaching profession. As a result of these findings, the 
possibility of placing student teachers in schools during the first two years of 
their initial teacher preparation program and not just in the final two years has 
also been considered for implementation. During the practicums in the first two 
years of their studies, student teachers will be sent to schools to gain experience 
by observing experienced teachers teach, co‐teaching with their CTs, and en- 
gaging in guided reflections throughout the practicums. Providing more op- 
portunities for student teachers to gain first‐hand experience in schools will help 
better prepare them to be effective teachers upon the completion of their teacher 
preparation program.
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1) Prior to 1991 the Institute of Education offered the 2‐year Certificate in Education and 1‐
year Diploma in Education programs. In 1991 these were renamed the Diploma in 
Education (Dip Ed) and Post‐Graduate Diploma in Education (PGDE) respectively. These 
programs continue to be offered by NIE today.

2) This group of students was in the Bachelor of Arts with Diploma in Education and 
Bachelor of Science with Diploma in Education programs which had their practicum 
attachments in the first two of four years of study. However, these programs ceased to be 
offered in 2001 and were superseded by the Bachelor of Arts (Education) and Bachelor of 
Science (Education) programs implemented in July 2001 which have their practicum 
attachments in the third and final years of study.

3) Singlish is English spoken colloquially by Singaporeans.
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